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The content of this module was used as a part of a graduate course
in Vocational Techniéal Education at Washington State University.. The
effectivenuess of the curriculum maﬁerial was evaluated on the basis of:

1. Performance data from pre and post tests and other

evaluative techniques used in the course.

2. Use of a Curriculum Evaluation Questionnaire which

T was developed, administered:nd summarized by the
‘ third partﬂy evaluator, Northwest Regional
Education Laboratory. This questionnaire provided
a faculty and student rating of: individualization
. of the curriculum, choice of learﬁing settings

and quality of curriculum.

Revisions in final drafts utilized these evaluations.
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WILL DEMONSTRATE THE ABILTTY TO IDENTIFY AND USE
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INTRODUCTION

Purpose

This module presents & wide range of strategies that will.acﬁﬂaiht,

‘' .

or reacquaint, the potential Vocational-Education Curricq}um Specialist
with -numerous approaches to instruction.’ In addition, the learner will be
C . .
given the opportunity to demonstrate both comprehension and in most cases,
. ¢

application of each‘strategy.'
‘The module also provides criteria which can be used by the learner

to select appropriate strategies for various instructional objectives,

learning environments, learner characteristics, and teacLer characteristics.

Rationale’
A Vocational Education Curriculum Specialist (VECS) will demonstrate
knowledge of instructional strategies in various ways. First, the curriculum

v

spécialist is likely to develop instructional materials, and needs a reper-

toire of strategfés for the learning activities 1in such materials. Second, -

the curriculum specialist will often work with a team to develop curriculym, and
thus must be able to teach others to use’ instructional strategies. ThirLi\{he

curriculum specialist will function as a teacher educator to put on workshops.and

staff development seminars. In this function, thé curricolum specialist will use
instructional strategies as varied means of sharing information with others.
The learning activities in the module are designed to take the curriculum
. - ,

specialist from comprehension through demonstration of ten teaching stréiegies,

then to provide a model for selecting instructional strategies.

<

- . v
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Assumptions,. .

Two assumptions are fupdamental to the content of. this module.  First,

it is assumed that to attain any educational objective, more than one instruct-

ional stcategy may be used. Second, it is assumed that no one instructional

/ strategy can guarantee student or teacher mastery“of a given objective. The

[y

selection of how and when to use instructional strategies is ultimately con-

tingent on vocational education teachers and their ‘students. For this réason,

the Vocational Education Curriculum Specialist is encouraged to identify in-

"the' instructional approach.

.

The selection and implementation of instructionél strategies represent

structional alternatives, rather than

integral aspects of curriculum design and development. As Marshall McLuhan
P - 1

has so aptly noted, ''the medium 1is qh’.massage" -~the implication being that

the medium (strategy) used to teach an idea, a skill, or an abiiity i:;lu-
ences the ultimate learning of the pupil. Recognition of the relatiénship
betw;en instructional approaches ané learning, however, should not.be inter-
preted to mean that the medium is the goal: the end of the educational process.
Rather, instructional strategies are means. Together with ogher variables,

’, 4 :

such as subject content and teacher behavior, strategies are part of the

process by which specified goals and objectives are achieved.

Overview
This module'providesAdescriptions and activities associated with many.

possible instructional alternatives. It does not prioritize the approaches.

7/

1 4 : :
Herbert Marshall McLuhan, and Quentin Fiore, The Medium is the Massage,

(New York: Randon House, 1967). ' .




Rathetr, it 1is emphasized tHat particular:educatiofial ‘purposes, and objectives, -

»

. " oA s o ’ e, N e ‘ . . M
social and physical settiggs,.materials;J;@acﬁers, and studenxs each may call
L 4 .o : S ] :

3 . . . ] "

for the uée of pa;t{cularlinsérdccional ﬁeéhd&é. Th&é, carefﬁi‘articufation
among all varilables of;léarning ;;¥e§§eﬁtial in effective educational planning,
aqdiis a basic competency of the curriculum specialists.

Many{strategies are described within this.package. The selection »f

which instructional strategies to include was not easy. A comprehensive

o
list of instructional strategies might include the .following:
iiudiovisual techniques Case.method -
Committee activity , Computerizéd instructidn |
Debate : Demonstration
! Dramatization Discussion
- b
' Field.experiences ) Drill
Group therapy Games
encounter experiences ‘ > : )
censitivity awareness ’ . Independent study
Guest speaker ¢ _ - Inquiry
Individualized instruction - Learning activity
. packages
Laboratory
’ Lecture
Learning centers
Panel
Library )
resource centers ‘ Role playing
media center
L Self-instructional
Problem solving | packages
problem analysis : : .
_ Socio-drama
Review and practice
* Supervised study
l Roundtable ,
, ) Synectics
‘ W Simulation :




Study gutdes . Team learning

Symposium * Textbook .
Teaéhing machine . - Unipac
Team teaching Tutoring

Val;es clarification
No doubt, one could identify other strategies to add to Ehis list.
Thehstrategies that were ultiﬁately included were selected because they
seemed related to, and representative of, a wide vériety of the approaches
"applicable for vocational education.classes. (Audiovisual techniques and
other media applications -were not included because, strictly speaking,
these are techniques that can be utilized t; augment any of the other

strategies). Chosen strategies are: -

1. Lecture

2, Discussion
3. Demonstration
4, Laﬁoratory -
5., Questioning
6. Inquiry
7. Simulation/Games
8. Individualized instrﬁctioh
9., Field experience ‘
10. Indepernden* study
uThe modu.¢ is d.vided into categori;s, one for each of the ten stra-
tegies, plus a category that should 'pull it all together.'" The sequence

of the categories within the module is purposeful but nat inviolate. The

sequence puts the strategies on a continuum, from those that are primarily .
X )

-




teacher-ﬁ;cused (lecsyre) to those that are mostly student-focused (indepe?-
.dent study).. From the learner's viewpoint, the categories can be taken in
ény order; each is designed to be autonomous.

The learning.activities withiy each category also have sequence; in
this case, tax;nomic sequence. Wh re possible, the activities begin with
competencies ét the knowledge level and end w{th applied behaviors.

The finél category of the module supplies the-learner with a qethod for
choosing appropriate strategies. By applying the criteria, the Vocational
Education Curriculum Specialist can m;tch strategies to classroom environ-
ment, to the resources and objectives, to the teathing style 6f_the instructor
and to learning styles of the studeﬁts. |

Each category closes with a list of related resources. ' The resources
are not required for the activities, but are meant to supply further depth

tor interested learners. The module appendixes contain reference materiale

for various categories and sctivities.

Directions for Module Use

As an educator with several years of experience, the potential curriculum
specialist already knows how to teach. So, what purpose can this module

serve?

First of all, learners probably will not want to dom?letg the entire mod-
ule. In their current "basket of'tricks," they already4h;ve several té;ching
strategies that ghey use often and well., If those strategies are included here,
learners should revi;w the performance objective/instructional objectives page

/

at the beginning of .the category. This review, together with their pretest

_ results, should help them decide if they want, or need, to complete any or all

of that category.

_ Next, learnmers should consider the fact that everyone can impfove their

15



teaching skills. Expanding their knowledge of and experience.with, new teach- .

(=l

ing strategies is one way to increase teaching effectiveness and make classes

more intefesting for students. They should use this mocdule to explore new stra-
tegies and refresh their knowledge of those they use frequentlf. If they have
used some of these strategies in the past with little succes:, then they
migﬁt want to try again.

fhere will never be a single, most effective instructional strategy.
vecause of the wide diversity in the environments where learning occurs, the
varying experiences and backgrounds of teachers and students, and the diverse
array of instructional goals and objertives, it is dangerous to make any
rigid statements about the positive or negative features of any one strategy."

Learners are therefore encouraged to experiment with a number of the strategies

in the module. Ultimately, only they can determine the appropriate strategy

to attain a particular goal. Learners must analyze their own teaching © a-
tion and their own most effective styles of communication.

The intent of this module is to help learners develop an increased under-
standing of a variety of teaching strategieg, and to give some 6pportﬁnitigs to
practice these skills. ‘They are encouraged to adapt, rather than adopt, these
modes of instruction. They should approadh this "sales counter of strafegies"
as a shopper, concentrating on the items that seem most applicable at this time--
perhaps the areas where they currently perceive themselves as weakest. The learn-
ers shouldfattempt to keep an open mind during the selection process, ratger than
assume that certain striategies ''just aren't for me.'" They may find peer and in-
structor microteaching hglpfql ;n evaluating current strengths and weaknesses. |

All students should complete Category 11, '"Putting It Together' (begihningA

on page 303), The activities in this category provide the guidelines for selecting

"instructional strategies--surely an essential skill for the curriculum specia’list. .

LN
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Module Prerequisites

Although the emphasis is on vocational education, the objécti;es and
activities in this module are appropriate for learners in any field of
education who plan to instruct others. The module prerequisites that have
beeniiden;ified are:

1. teaching experience,

2. completion of the Prerequisite Module in this series,

3. ability to ﬁrepare lesson plans, )

4. - ability to ﬂistinguish between goals and behavioral objectives, and

5. comprehension of various domains in a taxonomy of objectives.

17



PRETEST AND POSTTEST INSTRUCTIONS

Keys are provided for the multiple choice items on each test. All students
should complete each item on the pretest--evaluation of ;hé responses should
privide valuable data for the decision of 'which students should complete
which categories.f |

The strategy decision items on each test are somewhat more diffiéult to

0 e;aluate._ Tiuere are no right and wrong answers, alfhough each item is '"loaded"
to suggest a particular étrategy. Very often, creative students can think of
ways tc use seemingly inapprdpriate straéegies to accomplish various objectives.
These items can be used successfully to launch informative class dis -ussions

on instructional strategy decision making. Each item can be varied infinitely '

by changing one or more variables.

18
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PRETEST

All learners should complete the entire pretest. Evalvation of the responses
will help detect weaknesses and provide criteria for selecting those categories
of the module which should be completed by individual learners.

i

Lecture
1. Which of the following is not an advantage of usines lecture as an instrqc-'
tional strategy? .
A. Lectures are economical in terms of learner time. ' N
B. Lecturing matches the learning style of somc students.
C. For students, lectures provide for "learning by doing.'
D.” Good lectures can provide interest and motivation to a large group
of students at one time. .

2, Which of the following statements about lecture are not true?

A. By lecturing, teachers can emphasize, repest, and summarize important
concepts, -
B. Lectures are economicai--one teacher can reach a large number of students
at the .same time.
C. Lectures allow for teacher control
. D. Lecturing is a simple skill--easily masterad by anyone.

3., Choose °he communication skills which improve the use of lecture as an
instructional strategy. : .

1. Increase your students' vocabulary and pique their interest by
frequently using new words and technical terms.
2. Show enthusiasm for the’subject of your lecture.
3. Relate the lecture to previous experiences of your audience.
4. To avoid confusing students with.new materials, use the same
books to prepare your lecture as they re required to read for class.
5. To emphasize important points of your lecture, provide a summary
at the end.

A, 1’ 2’ 3: 41 5 ' . N ¢
B. 1, 3, 4, 5 . : - -
c. 2, 3,5 .
- D. 1, 2, 3, 4
E. 2, 3, 4,.5

4. Which of the following behaviors 1is not reconmended for the effective
lecturer’ '

- A. Use a rhetorical speaking style.
B. Display a sense of humor.
C. Use positive feedback. .
' D. Use verbal and visual illustrations. :

19
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Discussion

5. Discussion can be defined as:

A. A set of oral, content, or process oriented presentations.
B. Exchange of ideas with learning by all concerned.
C. Recitation of newly acquired facts. -
D. All of the above. .
6. Of the following 4iscussion types, which one emphasizes inquiry or discovery
teaching where students have to become skillful askers of questions?

A. Discuraive group
B. Socratic group
C. HePristic group
D. Task group

7. Which of the follcwing discussion techniques uses a form of creative
thinking? 8

A. Buzz session
B. Didactic

C. Brainstorming
D. Task

8. Which of the following is true of the brainstofming techniques? ‘

"A. Piggybacking on someone else's idea is encourageds
B. Judgments are made of each idea.
C. Practical and logical ideas are encouraged.

D. Auality of ideas is important.
Demcnstration

9. Criteria used in the selectiom of the demonstrati~1 method as a teaching
technique are:

iﬁexpensive, interesting, and easy to prepare.
effective, imvolves two or more senses, and adaptable.

efficient, adaptable, and. used for large groups.
involves two or more ~senses, interesting, and requires much preparation.

OO w>

10. The key concepts and considerations necessary in preparation of a dcmop—
stration are: -
\

A. topic, purpoSe, content; steps, apparatus, and practice.

B. topic, purpose, evaluation, eye contact, and .workmanship.
" C. content, steps, topic, workmanship, feedback, and practice.

D. topic, audience participation, seating, steps, and purpose. ~




.
.
\ ‘ '
o]

11.

12.

13.

14.

15,

16.

'"Chatter" is a term referring to:

A. script used in presenting the demonstration.

B. use of relevant information to fill in time lapses.

C. participation of the audience during a demonstration.

D. dialogue used to present informaticn by the demonstrator.

If a student is to have adequate guidelines to follow in their own
performance, the demonstrator must have:

A. used quality performance standards.

B. planned objective ahead of time.

C. 1involved students in the demonstration.
D. allowed for individual differences.

Laboratory

When planning for the laboratory experience, which of “the f0110wing is
not 2 necessary consideration?

A. The task analysis. -

B. The timing of the exer..ise,

2. A form of written directions.

D. An innovative approach to the situation.

Which of the following best cescribes t..e use of laboratory in

vocational education?
< .

A. Exploration of student attitudes toward work.
B. Practical application of principles.
C. Theoretical derivation of formulas.
D. Instruction of occupational skills.

Learning activities in. the project method are selected according to the}
A. occupational objectives of the student.

B. students' aptitudes in classroom instruction.

C. facilities offered by a cooperative employer.

D. importance of each activity in Distributive Education.

Experimentation is a type of laboratory used for the purpose of:

A. discovering inconsistencies ‘in theories taught.

_B. verifying or discovering facts.

C. developing affective competencies.
D. helping students with special needs.

21
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Questioning

17. 1In order to encourage different levels of learning, questions ghould be
varied in type. Such questions may be asked to:

1. Elicit simple recall"
2, Compare and contrast
3. Classify
4, Choose alternatives ' 5
5. Present a relationship g
A. 1,2, 4,5
B. 2, 4, 5
C. 1,2, 3,4, 5
D. 1, 2, 3
E. 1, 3, 4, 5

18. Convergent questions could best be described as:

¢

A. A sgingle question which elicits multiple responses.

B. A type of question which encourages a student to think creatively.

C. A question whose response requires judgment against a determined set
of criteria.

D. A tynre of question that promotes focus on a narrow objective.

E. Questions which are general in nature.

19. Which f the following questions has been properly framed by the teacher?

A. Teacher: What are some advantages of home ownership over home renting?
(pause) Paul?

B. Teacher: Does anyone want to expi.in what a home mortgage is?

C. Teacher: Jasper you've bBeen disruptive for the last half hour. Go to
the board and write out the answers to questions 1-3.

D¢ Teacher: Carol, (pause) define the term, consumer.

E. Teacher: What is the difference between a loan and revolving credit?
(Pause) ' ‘ : .

e

N 20, " Pick the responee below that best describes an evaluative question.

A. Same as divergent questions, with the addition of judgmental criteria.
B. Questions used by the instructor to evaluate the progress of students.
C. Used by class members to evaluate each other.
. 'Questions are asked by strdents, rather than by the instructor.

" E. Questions that focus on a single, narrow objective.

fnquiry

21, Using inquiry a: an instructional technique: ' o

A. " Requires the instructor to ask questions in a skillful way.

B. Encourages the student to use the scientific methed.

C. Is one of the few methods that originated in the 20th Century.
D. 1Is economical in terms of learning time.

E. Allows the, student to take a passive role.

c 22 / )




22,

23.

25.

26.

mo G = >

Which of the following are roles of the teacher in using the inquiry

strategy?
1. Plans the material that stimulates aa inquiry lesson. .
2. Fiads the students into exploring alternatives.
3. Requests defense of statements.
4, Discourages unorthodox ideas.
5. Asks questions to redirect thought.
A 1,2,3,4,5 .
B. 1, 2, 3, 4
c. 1, 2, 3, 5
D. 2, 3,4, 5
E. 1, 2, 4,5
According t» John Dewey, which of the following is not part of the
definition of inquiry? L
. Active consideration of beliefs.
. Persistant consideration of beliefs.
Consideration of knowledge in the light of grounds that support it
. None of the above are included in Dewey's definition.
. All of the above are included in Dewey's definition.

Which of the following ié not a characteristic of a good stimulus device?

It gives the students motivation to inquire;

A,
B. It is at variance with the student's experiences.
C. It includes a problem, questions, and possible solutions -to the problem.
D. It focuses the student's attentiom on a realistic problem.
E. It encourages the student to seek explanations.
Simulation
Simulation can be defined as: : : .
A, Reality restricted by rules.
B. A portion of reality in an artificial situaticn. o
C. An individual assuming a role of another individual.
D. A group of individuals in which one eventually. becomes the winner.

Which rule(s) is (are) common to simulation, games, and role playing?

It should be spoitaneous.

It shBuld have clearly stated objectives.
It should be a reilistic situation.

All of the rules apply.
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27.. The role of the instructortin a simulation includes all of the following
except:

A. Sympathizer.
¢ B. Final authority. “
\ C. Coach. N :

D. Contributor,

28. Which.of the following tecﬁniQhes allows the student to make decisions,
see the effects of these decisions, and then live with these effects
in making new decisions?

A. Games

B. Simulations
C. Role playing
D. B and C

Individualized Instruction
29. DPL is an individualized program which stands for:

A. Des Moines Plan for Individualization.

B. Detroit Plan for Individualization.

C. Duluth Plan for Individualization. : :

D. Denver Plan for Individualization. '
E. Dewey Plan for Individualizatian.

30. ‘'Research indicates that learning increases 1f;

A. TInstructors use the teaching m _hod they feel most comfortable
with when dealing with students.
B. Students are trained to better understand the teaching methods

- of their instructors.
C. Material is presented in the learning style favored by the student.

D, Teaching methodologies are generally de-emphasized.
31. A uséful guideline concerning the use of mediation is:

A. Mediation serves longesc and best 1f teachers don t try to adjust

,- or modify it.
B. Because of the cost, media should provide more subject matter, with
less stair-stepping and feedback, than other teaching methods.
C. A filmstrip is generally preferable to a workbook.
' ' D. Many different teachers siould be able to use the same ‘mediated .
individualized unit. .
E. The selected mediation need not correspond exactly with the wording

of the performance objective.
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' 32. Which of the following are implementation techniques of individualized
“instruction? '

Inservice method

Task Force method
Subgrouping method
Learning Guide method
All of the above

moQw>

Field Experience

33. The student's experiences are carefully planned and supervised by the
school and the employer to comply with strict’legal regulations relating
to an employee- situation. This best describes:

A. Work observation.

B. Paid work experience.

C. Work study.

D. Non-pay work experience.

E. Diversified or multi-occupations.

34. Stddents re- legally defined as economically disadvantaged, full time
- vocational students, at least fifteen (15) but less than twenty-one (21)
years of age when they are involved in:

A. Work study. .
. ' B. Diversified or multi-occupations.
C. Work observation.
D. Apprenticeship.
E. Paid work experience.

35. Select the cluster of field experiences in which the work situation is
.used as a laboratory to practice skills learned in the classroom.
A. Paid-work experience, non-pay work experience
B. Cooperative Vocational Education, work study
C. Internship, work study
D. Paid work experience, work observation
E. Internship, Cooperative Vocagional Education

" 36. Select the cluster of field experiences in which the school has a
limited role in ti s .dent's experiences at the, work station.

A. Cooperative Vocational Education, work study
B. Internship, non-pay work experience
“ C. Apprenticeship, Cooperative Vocational Education
’ D. Work study, paid work experience
E. Work observation, Cooperative Vocational Education
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1ndépendent Study

‘//' 37. Which one of the following concepts is not consistent with zccepted
theories of Independent Study:

. Teacher assignments.

. Intrinsic rewarcds.

. Flexible scheduling.

. Self evaluations.

by

OOw >

’ 38. An appropriate Independent Study plan for vocational education students
would most likely include all of the following except: "

A, Time lines and due dates.

B. A statement of the problem.

C. Structured procedural guidelines.
'D. Sources of information.

E. Evaluative criteria.

39. © The least‘structured inquiry technique is: s

A. Class discussion.

B. Open ended problem.

C. Problem formulatinn.

D. Analysis of an unusual event.

40. Independent Study should be limited to only those students who:

A. Have high intelligence.
'B. Have been motivated to study specific topics.
C. Have good study habits.
D. Have had experience using inquiry techniques.
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Strategy Decision Items (questions 41-45): Select an Appropriate instructional
strategy and two (2) alternative strategies for each question. Be prepared to

defend your choices. :

41. The Behavioral Objective: -

p—

To research and report on the importance to marketing and distribution

of consumer buying habits, trends in;gopulation; income, motivation, and

other research or statistical data.

The WHO variables:

teacﬁer: Willing to try anything

student (s): Very motivated, self-directed

" The WHEN variable:

Time 1is flexible.

The WHERE variable:

The spacious D.E. classroom/laboratory is available if needed.

'The HOW variable:

Well stocked library o

Town has resource. persons.

¢

The "rrétegy:

Alternative Strategies:

“

27
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" 42. The Behavioral Objective:

Specify types of health problems which may result because of inadequate

supply of certain minerals and vitamins in the diet. I

"The .0 vériables:

’

teacher: concerned about meeting the needs of inuividual students.

student(s): 1t seems li<e every student iearns at a different speed and

rd

each has a different learning style. <

The WHEN variable:

Time is flexible.

The WHERE variable:

Home and Family Life .education has a moderately large laboratory facility.

The HOW variable:

Reference ‘books, singie-concept films and other resources are available,

The strategy:

M . o

Alte;native Strateg{?s: _ o~

28




.3, The Behavioral Objective:

Students will be able to identify common breeds of farm livestock.

1

The WHO variables:

teacher: an open minded individual. >

studént(s)‘ interested in agriculture, but a somewhat rambunctious group.

They stay o. of trouble when they're actively involved in the learning process.

They already have some background on this subject, but neéd reiniorcement and practice.
. The WHEN variable:

Somewhat limited.

The -WHERE variable: _ ’ \

A classroom and ag shop are available.

The HOW variable:

Resources are limited--most depend on the resourcefulness of the teacher

and the students.

The strategy:

Alternative Strategies:

P d
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S~

The Behavioral Objective: .

'The student can demonstrate the use of good telephone technique by:

(1) giving greeting cburteously; (2) identifying location, (3) recording time

~

of call, caller, message, (4) repeating message to insure accuracy.

The WHO variables:

téacher: puts high priority on preparing her health occupation students

<

for the "real world."

student (s): 1interested in various occupations in the healthcare field--few

have any practical experience.

The WHEN variable:

Flexible. 3

The WHERE:variable:
|

Witﬁin ti:e school, the class has access to a classroom and a small

laboratorﬂ.

-

The HOW variable:'

Money!1is a problem, but resaurces are generally available 1if .the cost is

J

within reaAon and the need is well documented.

The atrate%y:

|

|
Alternativé Strategies:




45. The Behavioral Objective:

The local Future Business Leaders of America group needs to raise enough

money to send one of its members, a national officer, to the national meeting

being heid 2,000 miles away.

The WHO variables: ' ¥

teacher: a first year B & O instructor, FBLA advisor, wants to get students

involved in the decision making process.

student(s): motivated, enthusiastic, willing to work hard. All they need

is direction.

‘ The WHEN variable: . .

< The national meeting is six months away.

The WHERE variable:

Practical consideration would probably keep the moneymaking activities

_within'the community, a town of 20,000.

)

The HOW variable:

No limits on creativity.

The strategy: .

r

Alternative Strateqiés:

!

31
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Pretest Key

Lecture
1. C ’
2. D
3. C
4. A
MDiscussion ’
5. 2 .
6. C
7. C
8. A
Demonstration
9. B
10. A
11. B
12. A
Laboratory
13. D
14. B
15. A
16. B

Questioning

17.
18.
19.
20.

> > 00

Inquiry

21.
22.
23.
24,

Quwaow

Simulation

25.
26.
27.
28.

> o W >




Individualized Instruction

29. ¢ .
30. C .

31. D

2. E

Field Experience

33.
34.
35.
36.

O my» o

Independent Study

37. A
3. C
39. C
40. B

Putting It Together (Strategy Decision Items)

41-45 Strictly-speaking, there are no right and wrong answers
to these questions. Student responses should be evalua-
ted by the instructor in terms of appropriateness, variety,
and rationale (if necessary). :
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Posttest

.Learners should complete only those sections of the posttest that

correspond to the categories which have been completed.

lLecture

:1. Each of the following are tested principles of effective lecturing behaviors,
except: ,

A. Don't be afraid to digress from the theme if you think of interesting
topics as you go along.
B. Encourage verbal participation from the learners.
C. Use conversational style and don't try to practice rhetorical skills. . .
D. Relate to the background of the learners. ¢

2. Through the use of lectures, the instructor is able to:

A. Repeat and summarize important ideas.

B. Save teacher time and learnmer time.

C. Provide instruction to many students at one time.
D. Meet the individual needs of class members. -

3. The use of positive feedback by the lecturer:

A. 1Is impossible when the class is large.
B. Lessens students' fear of failure.

C. Can be done non-verbally.

D. Both B and C are correct.

4. Choose the true statement regarding lecture. ~ o

A. It is one of the best strategies to encourage creative thinking

" by students..
) . B. It matches the learning style of some students.
: C. 1t allows the development of problem solving skills.

D. None of the above.
Discussion
5. A good'definition of discussion as an instructional strategy would be:

A. A verbal inrerchange between a speaker 'and a large audience.
B. Any exchange of ideas between people in a group.
C. An exchange of information about a specific topic by a limited numbe?
of goal-directed persons.
D. Verbal interaction among a group of 15-30 persons who have a problem ‘

to solve.




10.

11.
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In which of the following discussion types does the teacher act as a
questioner or responder?

A. Didactic group

B. Heuristic group

C. Task group N
D. Discursive group

Which of the following is/ere necessary to have a good discussion?

A. Common topic or preoblem

B. Go«l directed

C. Small number of students

D. All of the above ) .

Jf the following discussion types, which one requires free and uninhibited
discussion by students on a topic which they‘select?

n, - Task group ~
B. Didactic group
C. Discursive. group

D. Socratic group

" Demonstration

Criteria used in the selection of the demonstration method as a teaching
technique are:

A. Inexpensive, interesting, and easy to prepare.

B Effectiveness, involves two or more senses, and adaptability.

(. Efficiency, adaptability, and used for large groups.

o Involves two or more senses, interesting, and requires much preparation.

I'he key concepts and consideration necessary in preparation of a demonstra-
tion are: '

A. Topic, purpose, content, steps, apparatus, and practice.

B. Topic, purpose, evaluation, eye contact, and workmanship.

C. Content, steps, topic, workmanship, Eeedback, and practice.

D. Topic, audience participation, seating, steps, and purpose.

To aid the demonstrator in choosing a suitable topic for a demonstration
in Auto Mechanics, which of the following questions is most appropriate?

A. What i» background ability of the students?

B. Are objectives and activities suitable to subject area?
C. Do students have prior interest in topic? o
D. 1Is the title 4nformational and specific?



12. In the evaluation of a demonstration, which of the following major areas .
should be measured?

A. Knowledge of topic, organization, eye contact

B. Voice, topic gelection, preparation time

C. Preparatton, presentation, individual evaluation
D. Preparation time, adaptability, interest level

N / Laboratory "

~

13. The vocational education laboratory can best be described as a means of:

A. Exploring student attitudes toward work.

B. Teaching an occupational skill.

C. Working with practical application of principles.
D. Deriving formulas theoretically. :

14, To discourage '"cookbook" usage of written directions in the laboratory
the instructor should:

A. Let the student formulate the directions after the exercise.

B. Distribute the directions some time prior to the actual experience.
C. Write directions to include only technical information.

D. Urge students to do the exercise without questions.

15. This type of laboratory experience allows the student to verify or
discover facts:

A. Experimentation.
B. Task Force Production.
’ C. The Yroject Method.
» D, Skill Building.

16. Developing evaluation techniques for the laboratory experience should:

A. Be ignored because daily practice‘indicates learning.

B. Emphasize application to reflect the principle of laboratory.

C. Involve only theoretical aspects because daily activities indicate
learning.

D. Be limited to only one type for objectivity.

. Questioning

AN

17. Good questions have all of the following characteristics except:

A. They're clearly worded.
B. They're specific, rather than general.

C. They generally elicit a yes or no responge.
D. They're asked in a quiet, encouraging manner.
E. They re varied in type.




I 18. When an instructor wants to elicit a number of different responses,
' the best questioning technique 1s which of the following? .

A. Divergent
B. Convergent
C. Echo

D. Whiplash
E. Scatter

19. Which of the following questions haé been properly framed by the
teacher?

A. Teacher: John, I told you to quit talking. Just for that, you answer
the next question. '

B. .Teacher: Who can tell me the difference between vitamins and minerals?

C. Teacher: Debbie, can you define credit buying

D. Teacher: What are some guidelines for selecting safe toys? (Pause)

E. . Teachér: What is the difference between a guarantee and a warranty?
(pause) Dorene? s

20. 'A good definition of a convergent question is:

’ A. A question which requires creative thinking to answer.
B. A question that elicits many answers.
C. One in which the response requires judgment against specific criteria.
‘ D. One that focuses on a narrow objective. .
E. One which is general in nature.

Inquiry

21. *All of the following are roles of the teacher in using the inquiry
strategy except:

A. Discourages student from ideas that are unorthodox.
B. Asks questions to redirect student thought.

C. Encourages students to explore alternative ideas.

D. Requests defense of statements.

E. Plans the material that stimulates.an inquiry lesson.

22, Pick the true statements about the inquiry strategy.

1. Slower students are often confused by attempting to deal with
divergent thinking and abstract concepts.

2. The method is especially effective in teaching large numbers of
students.

3. It helps students learn how to learn.

4. Inquiry sessions may be monopolized by students who are more
intellectually able.

. A. 1, 2, 3, 4 R
. B. 2, 3,4

c. 1, 3, 4

D. 1, 2, 3

E. 1, 2, &4
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S

23. According to Dewey's definition of inquiry, which of the following is true?

A. Inquiry is a persistent and careful consideration.

B. Notions to be considered are any belief or supposed form of knowledge.
C. Inquiry deals with proven facts.

D. Pupils must show support for their beliefs and knowledge.

E. The students' approach to inquiry is active, not passive.

24, A stimulus device, or event, serves as a focus for an inquipy les3on. The
characterigstics of a good stimulus device are: _ ]

1. It should be at variance with the students' expectations.
2. 1t gives the students motivation to inquire.

3. It provides a problem for students to achieve.

4. It provides a problem, questions, and possible soliutions.

A. 1,2, 3,4
B. 1, 3, 4
c. 2, 3,4
. 1, 2, 3
E. 1, 2, 4 o
Simulation
25. Gaming can be defined as: /

A. A portion of reality in an artificial situation.

B. An individual assuming a role of another individual.

C. Establishment of a set of allowable actions, a segment of time,
and a framework within which the action takes place.

D. All of the rules apply.

26. Which of the following is (aré} rule(s) for simulation?

A. It should be simple.

B. The situation should be realistic. {
C. It should be non-threatening.

D. All of the rules apply.

27. Games are made up of the following parts except:

A. Roles.
B. Rules.

C. Moves.
D. Organization and conclusion.

28. Simulations can be used to:

A. Create student interest in learning.

B. Look at selected controlled situations.

C. Involye students in potentially threatening situations without
danger to them.

D. All of the above.

e
O
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30.

31.

32.

33.

29

Individualized Instruction.

In evaluating an individualized program for proper use of materials,
which of the following are NOT criteria to be considered?

A. Cost

B. Easy to operate

C. Uniform to other materials in building

D. Allows for speed and 1immediate feedback

E. Allows for efficiency in teaching

Some of the advantages of individualized instruction are:

A. Less work involved in using the individualized approach.

B. Fewer discipline problems, hetter adjusted students.

C. Parent support; less truancy 1d dropouts.

D. B and C.

E. A, B, and C.

PLATO is another individualized program which is short for: -

A. Programmed Learning in Accordance to Objectives.

B. Prescribed Learning Activities to Meet Objectives.
C. Personalized Learning Activities to Meet Objectives.
D. Programmed Learning Activities to Meet Objectives.
E. Programmed Logic for Automated Teaching Operations.

During the Prescriptive Stage of an individualized instruction program o
the teacher:

A. Tells the student which of the learning activities are best suited
for him/her.

_ Determines what times of the day the student is most alert.
Explains learning alternatives available to the student.

. Asks the student to complete a questionnaire to determine motivation.
. Tests the student for his/her entry skill. oo

moOow

Field Experience .
A program where students work for pay as producing employees with no
related classrooh instruction and limited school supervision is known

as.:

A. Diversified or multi-occupations.
B. Paid work experience.

C. Cooperative Vocational Education.
D. Apprenticeship.

E. Work observation.

o
O
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34, Primarily an explorar.ory”activity in which the student does not actually ‘
. perform work is known as:

A. Diversified or multi-occupat}ons.

/ B. Paid work experience.-
\ C. Cooperative Vocational Education.
. D. Non-pay work experience.
E. Work observation. ™ -

AN '
35. An alternative of school and work that is re J ed to the student's occupa-
tional goal; the student receives pay and cYedits. This describes:

L
A. Work observation.

B. Pald work experience. R
C. Cooperative Vocational Education.
‘ D. Non-pay work experience. .

E. Work study.

36. Select the cluster of field experience that involve a work situation
which does not necessarily relate to the student's career goal.

“A. Work study, Cooperative Vocational Education

B. Work study, paid work experience

C. 1Internship, _ron-pay work experience

D. Paid work experience, Cooperative Vocational qucation
E. Internship, apprenticeship.

Indeﬁendent Study
37. which of the following best describe Independent Study?

A. Costly administration

B. Individualized instruction

C. Preliminary group experiences
D. Programmed instruction

38. An appropriate Indebendent Study plan for Vocational Education would
most likely include all of the following except:
4
A. Time lines and due dates.
B. Learning activities. .
C. Performance objectives.
D. Structured procedural guidelines.

39. Student characteristics that result in successful Independent Study
ventures may be found in all of the following except:

A. Self-motivation.
B. Goal orientation.
C. Extrinsic rewards.
D. Self-evaluation.
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40. The Independent Study teacher:needs to to be of
greatest help to the students, :

A. Recognize the degree nf student readiness

B. Be an expert in inquiry approach to problem solving
C. Set the time lines in the study plan .

D. None of the above
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Strategy Decision Items (Questions 41-44): select an approﬁriate instructional
strategy and two (2) alternative strategies for each question. Be prepared to .

defend your choices.

41, The Behavioral Objective:

Working as part of a group, the student will demonstrate the ability to

define a problem, formulate and énalxge possible éolutions. then test the

hypothetical solutions until one is found to be sguitable.

The WHO variables:

teacher: willing to act as resource person instead of leader.

student (s):__vary somewhat in in-erest and abilitv.

e The WHEN variable:

Class 1is held daily in 2-hour blocuks.

The WHERE variable:

A classroom and lavoratory are available.

The HOW varfable:

Common audiovisual alds are available. The opportunity for teacher-made

materials i; limitless.

The strategy: < K) '

Alternative Strategies: i




42,

The Behavioral Objective:

In a real or realistic situation, the student will demonstrate effective

communication techniques in selling a product.

The WHO variables:

teacher: concerned about students' ability to "do the job' after

graduation.

student(s): high school seniors enrolled in an agribusiness class

The WHEN variable:

Beginning of the school year

The WHERE variable:

A classroom is available.

.Community locations are a poss .bility.

The HOW variable:

Resources depend mostly on the ingenuity of the teacher.

-

The étrategy:

Alternative Strategies:

413
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The Behavioral Objective:

Describe various occupational opportunities for workers in your field

of health care.

Py

The WHO variables:

teacher: a former Peace Corps volunteer and recrujiter with a3 wide

variety of experiences and contacts relating to health occupation opportunities

world wide.
student(g) : members of a care class on health occupations--the class has

100 students.

The WHEN variable: ‘
A maximum of one hour is available.

The WHERE variable:
A large classroom is regularly scheduled.

The HOW variable:
AudiovIsVal equipment is available.
N T i i

The strategy:

Alternative Strategies:

44




44.The Behavioral Objective:

-

////// . Given any automobile, the student will conduct a safety inspection of all

lights on or in the passenger vehicle in accordance with given procedurés.

The WHO variables: .

teacher: a proficient auto mechanic—relates well to small groups of

students.

student (s) : there are 25 of them crowded into an inadequatel&QSized facility.

Their abilities vary--a few of the students have alréady‘mastered this objective--

others still need instruction.
. The WHEN variable:

Various activities are carried on at the same time around-the shop to make

maximum use of the space. Thus the time allowed for this objective is flexible.

The WHERE variable:

A small laboratory; there is space for only one vehicle inside at a time.

The HOW variable:
Resburces are véry limited. No commercial audiovisual or geif-study guides

are available. . ‘ ; ' \

" The strategy:

Alternative Strategiés:x
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Posttegst Key

* " Lecture
!
1. A
2. D
3. D
4. B -
Discussion
5. C
6. B
7. D
8. C
Demonstration
9. B
10. A
11, A
12. ¢ ;
Laboratory
b c <
14. B
15. D
l16. B
Questioning
17. C
18. A
19. E
20. D
Inquiry
21. A
22, C
23. C
26, D
Simulation
25. C
26. D
27. A
28. D
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Individualized Instruction

29.
30.
31.
32.

OmMow

Field Experience

33.
34,
25.
6.

O M

Independent Study

37. B
38.” D
39. C
40, A 0

Putting It Together (Strategy Decision Items)

41-44 Student responses to these items should be
evaluated by the instructor in terms
of appropriateness, variety, and use of
strategies studied within this module.
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GLOSSARY OF TERMS -

*DEMONSTRATION METHOD: A procedure for doing something in the presence of others
for the purpose of either showing them how to do it themselves or to i1lus-

trate a principle.

*DISCOVERY METHOD: . A procedure in teaching which emphasizes individual study,
manipulation of objects, and other experimentation by the student before '
generalization; requires delay in verbalization of important discoveries g

until the student is aware of a concept.

DISCUSSION METHOD: A small number of goal directed learners who meet together
concerning a common topic and who interact verbally to initiate, exchange,
and evaluate information and 1deas.

FIELD EXPERIENCE: A strategy that utilizes experiences in a work setting to
achieve educational goals. _

GAMES (EDUCATIONAL): A type of simulation restricted by rules, where the
individual who gains the most information becomes the wirner.

INUEPENDENT STUDY: Educational activity carried on by an individual seeking
self-improvement, usually but not always self-initiated.

INDIVIDUALIZED INSTRUCTION: A :ype of teaching/learning in which the teacher
patterns instruction to :he 1nd1v1dual learner.

*INQUIRY: A strategy for learning by encouraging students to be inquisitive and
curious and to try to find answers for themselves.

*LABORATORY METHbD. The instructional procedure by which the;cause, effect, nature,
or property of any phenomenon, whether social, psycholqgféal or physical, is
determined by actual experiénce or experiment “under conntg}led conditions.

*LECTURE METHOD: An instructional procedure by which the lectué;% seeks to create
interest, to influence, stimulate, or mold opinion, to promote activity, to
impart information, or to develop critical thinking, largely by the use of
the verbal message, with a minimum of class participation. .

*LECTURE —DEMONSTRATION METHOD: An instructional procedure in.which the verbal
‘message is accompanied by the use of apparatus to demonstrate principles,
determine or verify facts, clarify difficult parts, or test for comprehension

.of the material under discussion.

*MICROTEACHING: A type of simulation in which the ''teacher" instructs a small
group of students in a laboratory setting.

QUESTION: A series of words which is understood by the listener and propels the
listener into an intellectual endeavor in order to make a response which '

is understood by the questioner.

418
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. *QUESTIONING: A method of instruction based on the use of questions to be
answered by the student.
*SIMULATION: .In learning, making the practice and materials as near as possible
to the situation in which the learning will be applied.

k.
Taken from or adapted from Carter V. Good, Dictionary of Education, 3rd ed.,
New York: McGraw Hill Book Co., 1973.

49
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- ' © CATEGORY: LECTURE

PERFORMANCE OBJECTIVE 1 ' °

Describe and demonstrate lecture techniques.

-

Instructional Objective 1.1 <

The learner will pfovide a personal definition of effective lecturing,
and will identify advantages and disadvantages of the lecture method.

Instructional Objective 1.2

The learner will identify basi¥® elements of communication skills for
effective lecturing.

\\\ " Instructional Objective 1.3 -
\\ ' The learmer will demonstrate through "mini-lecture' (5-7 minutes) and
“. " self-critique of the presentation, the ability to apply lecture

techniques. ”

pose

43



PERFORMANCE OBJECTIVE 1 ’ °

<

Describe and demonstrate lecture techniques.
-

.“ d

Introduction

The ler :ure is probably the most severely criticized and misusc: form of
communication in education.\ Also ft is probably used more frequent.y than

any other instructional strategy.

I ’
. .

!

Are you planning to omit this particulairysection of the module? Such ‘

a reaction on your part would be quite understandable. After all, we all

d many of us have used this strategy again

" know what a lecture is . . .

and ;gain and again. Right?
" But how many reélly good leetures have you heard . . . and how many
- good lectures have you presented? Why is it that some lecturers can keép
300 people on the edges of their chairs for an entire hour, and o;hers can
put an audience to sleep in 30 seconqs? |

If you are going to use the lecture method or help other teachers to use

o K

. this approach, then it will be to your advantage to learn desirable lecturing

I

techniques. You cah learn to be an effective lecturer.

52 -
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Instructional Objective 1.1

The learner will provide a personal definition of effective lecturing,

.and will identify advantages and disadvantages of the lecture method.

L ¥

Eeérning Activity l.1-a: A Personalized View

of the Lecturing Experience

Write down>on another sheet of paper the three most memorable
(personally meaningful) learning experiences you can recall

in which the lecture method wa8>u;ilized. Recall the time, and
the individual who gave each memorable lecture. Do your best
to identify the three lectu;es that, from your perspective,
seem to have had algignificant impact on you.

- Next, analyze:the streﬁéths of these three lectures; Try

to identif& and write dan why each was memorablé to you.

What elements made the lectures effective? Consider the

following questions and record your response on another sheet

of paper.

.* In what setting did each lecture occur? In a classroom or

elsewhere? Was ‘the setting crﬁcial to the effectivéness of

the présentation?"
* Who (besides the lectuFer) was involvedé Did the behavior

of thé listeners account for some of the impact of the lecture?
* Was t e lecture a planned event or di’! i; happen spontaneously?
* Was there anything special about what you learnéd? Did the

learning fall under the rubric of 'subject matter" or was

the learning more unusual and/or personal?

23
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. k4

* Was there anything unique about you at fhe time of each
lecture? For example, did you feel an especiaily strong
need to learn? ‘
Next, try to méke generalizations about the conditionslthat,

for you, are needed for a lecture to_have significapt pérsonal

impact. Are there some commonalities about these three lectures
that you can describe? '\

Finally, wtite down youf prescription for the types of
lectﬁriné\giills and techniques that you want to dévelop. In

other words, compare your own presént lecturing style with

the generalizations for effective lecturing that you have just

made.

Learning ActiVi;y 1l.1-b: Why Use Lectures? T,

Despite frequent condemhation of the 1ectur§ as an instruc-
tional strategy, there are some learning situations for which
it id appropriate. It offers certain advantages over other

methods. Some of the evidence in favor of lectures is.as

. follows:

/% Some students learn more readily bf listening than by reading.

* It 18 easier for an instructor to coordinate lectures (thaq .

discussions, etc.) .

* Lectures are economical of learner time. "The presentor can
' synthesize a great amount of material into a lesson. If
i ! 5

demonstrations accompany the lesson, they can often be
: ™~

accomplished more easily by a single effort than by having’

all students work with the equipment. C ' .

EEN



‘ * The "explosion of knowledge' seriously limits the amount of

current information that can be transmitted through text-
v |

books. !
|

* Lectures are econoﬁical in tétms gf teacher time..
* Inspiring teathérs,‘by leéturing, are able to spark the
interest of many students;
* Lectures may be particularly valuable in introducing a
concept and students can be encouragea to study a subject
- that might otherwise prove intimidating to them. The
lecture allows the presentor to focus and direct attention
to specific parts.
* Through lecturing, the teacher can provide useful repetition
‘ of important ideas. Frequent summaries are hélpful in
‘ synthesizing large amount'g of informat:ion. for student retention.
* Demonstrations enable the teacher 'to utilize activities that
might be too dangerous for pupils themselves to perforp in //
a regular classroom.
* Large group presentations iﬁcrease the accessability of
competent instructors.
What other advantages of the lecture would you add to this
list?

What are some disadvantages of the lecture approach?

Instructional Objective 1.2

’ The learner will identify basic elements of communication skills for

effective lecturing.
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Learning Activity 1.2-a

Read the follo&ing discussion of effective lecturing behaviors.
These criteria will be used later to evaluate your micro-

teaching lecture.

SOME TESTED PRINCIPLES OF EFFECTIVE LECTURING BEHAVIORS
This part of the lecturing category consists of a mini-encyclopedia of
communication skil}s that can help to make lectures more effective.

1. Encourage Student Verbal Participation—-both during and afier the

y
lecture. The basic premise of this principle is that teacher talk dominates

too much classroom time. Effective teacher behavior, even during a lecture,
A;;tails some interaction. Telling is not t<aching. This does not mean that
a totall& teacher-dominatecd lectur. !'s ncver zppropriate in an educational
setting. It doec mean tha: the ..mount of student learning is generally
negatively correlated with the amc 1t ot t .acher talk. A major aim for all
teachers should be the fostering of a classroom environment conducive to
stugenf ve;bal involvement.

How can teachers help students increase their levels of verbal communica-
tion during and after the lecture? They can attempt to know their students
and help theﬁ to know each other. The teacher can communicate' to each student;
both verbally ; d noﬁ-verbally, that, "I want you to respond, and I will
resﬁect you regjrdlesq of whether you answer in ways tha: I eonsider 'correct’

or 'incorrect'.”" This type of behavior requires the teacher to remove, as

much as possible, student fears of ridicule or failure.

2. Use Positive Fredback. One of the most effective ways of amelioqéting
/

/]

students' fear of failure is to offer positive feedback when they make coﬁtri-

butions to the lecture. Learning theory has provided ample evi&ence that

0 .
O /

-
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reinforcement is a major component of effective learning. Of course, a
major problem facing the teacher is the difficulty of giving positive feed~-
back to thirty students participating in a learning endeavor. Although it

-

may be unrealistic to give positive feedback 100 percent of the time, the

teacher's overall behavior should reflect a commitment and ability to use

positive rather than aversive and punitive forms of control.

3. Display a Sense of Humor. It is often effective, in terms of gaining
student attention, to tell a story or share an anecdote. This does not mean
that the teécher must do a Johnny Carson monologue or a Dick Gregory routine
to produce an environment conducive to learning. Being funny is not nearly

as important as having a sense of humor--of laughing with students and showing

them that you, the teacher, appreciate occasional levity, too.

4. Use Conversational Style. Rhetoric may be an interesting field of

study, but the classroom is not an appropriate place for the teacher to
practice oratorical skill. Explicit language delivered in a logical manner
and in a customary conversational style helps students focus on what is oeing
sald rather than Egg it is being. spoken. in 1961, Homer Rose offered the
following rules of speaking to teacher candidates. The same advice seems
applicable today.

a. Use terms which your students,uﬂderstand. Consider the
educational level of the group.

b. Do not use a large number of words which are unfamiliar
to your students. Your purpose is to express ideas, not
impress your listeners with your vocabulary.

c. Use technical terms when they are essential, but define
each new term the first time it is used. Remember, many
words have several meanings.

d. Use short sentences.

e. Eliminate unnecessary words and phrases.

f. Change a few of your key statements to questions to which
you yourself supply the answers.
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g. Vary your sentence construction to add interest to your
delivery. Vary the beginniang of your sentences.

h. Be specific. Whether your primary objectivé is to have
your students acquire a general understanding or to
learn detailed facts, make your statements exact and

precise.

5. Be Alert to Voice Quality--Tone, Rate, Enunciation. Students may

not be listening even though they are able to hear'the teacher; In part,
th~ selection'prbcess is dependent on the speaker's rate of speaking, the
tone and enunciation, as well as the content of the messagé. That is,
students ''select' consciously or unconsciously what they will listen to and
what they will "block out." It is important, therefore, for the teacher to
vary rate of speech in congruence with the type of material béing discussed,
to pause occasionally and give students a chance to cognitively process the

information, tq vary pitch and intonation for interest, to give stress to

points of significance, and to enunciate words so that they can be understood.

An easy technique to check for these variances is to audio tape just a few
minutes of each lesson. Replay the tape during a free period. Then establish

a list of traits on which you desire improvement,

6. Show Enthusiasm. "Enthusiasm is contagious" may be a hackneyed
cliche, but thevmessagé is still pertinent. Of course, genuine enthusiasm
cannot be forced, tut it can be nurtured if the teacher constantly searches
for new and useful materials that make the subject not only more interesting
and relevant to students, but to the teacher as well. If you feel that

what you are teaching is meaningful and worthwhile, your students will be

- able to sense this enthusiasm.

7. Be Prepared. Knowledge of the subject matter and careful preparation

are influential traits in motivating students. When the teacher does not feel

1
Homer C. Rose, The Instructor and His Job (U.S.A. American Technical

Society, 1961), p. 81.
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. comfortable with the material, the teacher tends to react defensively toward
student~directed questions. Whereas teacher confidence tends to breed pupil
confidence in the value of learning and in the teacher figure, lack of teacher
confidence tends to promote dysfunctioflal student éontempt and boredom.
Lectures should be élanned and organi;ed so that they do not digress. It

is often effective to announce your purpose at the beginning of the lecture.
[

The lecture development should then stick to the theme.

8. Be Flexible. How are you going to deal with student questions, or
with stuc .t derials of yhat you are saying? Will you react defensively?
Probaﬁly the most effective teacher behavics in handling these types of
situations is exhibited by the instructor who is able to be open and honest
with the students. You don't have to know all the answers. As a matter of

e

fact, you most certainly won't know them all.

The teacher whéﬁéan indicate a willingness to explore new responses and
exhibit a willingness to change, will find that the students will also begin
to develop Ehese behaviors. Sﬁﬁdents often have new and creative ideas that
may not haQe occurred to you., This type of student contribution can be one

of the more satisfying aspects of the teaching profession.

9. Use the Experiential Background of the Audience. Lectures should

be related to students' backgrounds, knowledges, skills, and interests. If

thev are not, the students are soon ''lost."”

10. Don't rehash textbooks or other materials the students have read

or should have read for themselves. The lecture should present new and

fresh ideas not readily available to students.

11. Verbal and Visual Illustrations. Talks should be replete with

verbal illustrations. Illustrations can accent abstract ideas. Lectures

can also include simple visual aids such as specimens, flat pictures,

09
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chalkboard sketches, or transparencies.

12. Provide a Summary. The relatively long lecture should include a

summarization at its close.

13. Help Students Develop Note-taking Skills. Give the class instruction

(especially at the secondary level) in taking simple notes and in organizing

verbal material.

Instructional Objective 1.3

The learner will demonstrate through a "mini-lecture” (5-7 minutes)
-and a self-critique of the presentation, the ability to apply Jlecture

techniques.

Learning Activity 1.3-a: Microteaching a Lecture

Prepare a five minute mini-ledture. Your lesson can focus

on content from any vocatioaal area. Select 2 topic or I

skill that you would like to teach to other vocational

educatcrs.

DIRECTIONS:

1. VPrevare a lesson plan for your minj-lecture.

2. N2rrow the topic. Fccus on a single concept or skill
f;r this short lecture. You simply wron't bz able to )
t~ech ""ail we've ever wanted to know atout the sabre x\
saw, but have been afraid to ask' in five miputes.

3. ' Use the lesson during a.microteaching session. Video
tape the lessca, replay the video tape and‘critque
your lecturirg example. Use the inatructione for micro-

teaching given in Appendix A. 0P TON: ask cther

students to also critique your lecture{

( 50
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ANNOTATED LIST OF SELECTED RESOURCES FOR FURTHER STUDY

Callahan, Sterling G. Successful Teaching in Secondary Schools. Glenview, IL:
Scott, Foresman and Co., 1971.

Provides some helpful discussion on types of lectures and criteria
for evaluating lectures, and offers examples of the lecture method
in the classroom environment,

Coleman, John-E. The Master Teacﬁbrs and The Art of Teaching. New York:
Pitman Publishing Corp., 1967. . ,

—

Discusses, alongiﬁith'nineféen other approaches, the lecture method--
its background, -advantages, and disadvantdges. Also reviews the five
steps required in the formal lecture today.

£

Hyman, Ronald T. Ways of Teachihg. New York: J. B. Lippincott Co., 1970.

Offers rationale, underlying. justifications, and helpful guidelines
to the lecture method as well as an example with commentary and
variations on the lecture model.

Means, Richard. Methodology in Education. Columbus, OH: ' Charles E.
Merrill Publishing Co., 1968.

E)

A little book with a lot (over 70) of "methods." It presents'
data on the lecture method and some versions of it--as lecture,
discussion, outside speaker, indoctrination,:and the 1like.

8§
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' CATEGORY: DISCUSSION

PERFORMANCE OBJECTIVE 2 { o0

,

Describe and demonstrate a variety of techniques appropriate for small

group discussion.

Instructional Objective 2.1

The learner will define and describe discussion as it applies to
teaching and learning.

Instructional Objective 2,2

The learner wili compare and contrast nine types of discussion.

Instructional QObjective 2.3

. "~ The learner will select an appropriate type of discussion group to
meet a stated objective.

——

Instructional Objective 2.4

The learner will demonstrate the use of brainstorming as a discussion
technique and will test 'Uses of Small Group Discussion in Vocational

Classes."

Instructional Objective 2.5

~

The learner will participate in a‘Buzz Group to aid in understanding
J this type of discussion technique; " the learner will specify his/her
feelings or opinions concerning student achievement levels.

“astructional Objective 2.6

The learner will identify methods of encouraging student participation
in discussion.

o

Instructional Objective 2.7

. i‘he learner will prepare a discussion lesson plan that could be used
in a vocational class.

[T
rYJ
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) PERFORMANCE OBJECTIVE 2. ' oo ’

Describe and demonstrate a variety of techniques appropriate for group

discussion.

Instructional Objective 2.1
The learner will define and describe discussion as it applies to

teaching and learning.

Learning Activity 2.1-a: Definition

"Read the following description oé discussion which , i
‘includes the elements that are part of discussion,

as well as arguments for and against its use.

Then answer the questions in the formative check.

.

DISCUSSION b

What is a "discussion” as it applies to teaching and learning? First, a
discquigzﬂié not merely an informal group "rapping” in a comfortable corridor.
Nor is it a plique-domfnated bull session conducted by only a few group
members. Nor is it the type of activity that is too frequently called "a
discussion'--an assignment whefe the teacher tells the class to read certain
pages and to be prepared to "discuss" them the following daﬁh' Unfortuﬁately
thisbsituation oftgn dissolveg into a lecture-quiz of textbéok‘facts; maybe
into a low level recitati~n session. There are times when this may be a

lggitimate teaching strategy, but it is not a-discussion--and should not be

-

confused as one. ’ ‘ ‘

What is the difference, then, between lectures, recitations, and discussions?

.

N
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Obviously, group size is an important distinguishing feature. Lectures can
be given to any size group, recitations are more likely to be one-to-one
exchanges, while discussions involve a high degree of interaction among three
to fifteen persons.

Lectures (as noted in the earlier category of this moduie) do not particu-
larly involve students (involvement in a physical or verbal sense). Some
lecturers do allow for student response to questiong, but the primary emphasis
of a lecture is the delivera5ce of a éredetermined quantity of material, all
controlled by the teacher.

Converely a discussion denotes an active process of student-teacher or
student-student involvement in the classroom situation. From the students'

viewpoint, recitation and lecture are relatively passive activities. Discussion
allows active Zmudent involvement in discovering and stating personal viewpoints,
not merely repeating that which has alréady been presented.

For purposes of this module, anﬁ so ghat‘the ;eparaté'éarts of tﬁe discussion
process may‘be more clearly delineated, a discussion is defined as including
these elements: (1) a small number {3-15) osttudents meeting together, (2) who
recognize a common tépic or problem, (3) who afe being directed toward some
goal (often of their own choosing), (4) who initiate, exchang;, and evaluate

information and ideas, and (5) who interact verbally--objectively and emotionally.

Why use discussion? The principle purpose of a discussion is to promote

meaningful personal interaction, 'and of course, learning. The learning may

involve skiils, attitudes, or processes. An accepted psychological principle 4
is that people learn best when they are actively involved or participating.

Thus, if a teacher desireé to promote a wide range of interests, opinions, and
perspectives,,small group discussions are‘one way to accomplish the gosl. If

a teacher desires to.have different students doing different tasks or activities

65
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at the same time, a1l leading to meaningful goals, then discussions are

‘““~approptiate. If a teacher desires to practice indirect control of thought,

then discussion is an appropriate technique. If a teacher desires to

structure some informality 1in the group, theh the usé of discussions would

\

be a means to that end.

FORMATIVE CHECKS s .
Learning Activitv 2.1-a . e

On a separate sheet of paper:
e . List at least four elements that need to be present in order to label
an actiyity as being a discussion. ~

® List at least three reasons for using discussion techniques. Before

going fﬁrther, write your definition of smail-group discussion.

Instructional Objective 2.2

The learmer will compare and contrast nine types of discussion.

Learning Activity 2.2-a

Read “the description of types or dis;cus ion groups which
follows. Iheﬁt prepare a grid which compares and contrasts
the_nine types of discuséion groups. The charac;e?istics
used for comparison may'vary, but ;he.final product should
contain the information neededbby an instructor who plans:

to ‘'use any type of discussion as a teaching strategy. This,

could be an independent activity. Another optioh would be

to have small groups of 3-4 students each prepare the grid,
- using large sheets of paper and felt tip pens or crayons.

-

Wther option could be followed by a comparison of grids

686
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prepared:by individuals or groups. Sample grids are

include@ on pages 71-72.

RN

1
TYPES OF DISCUSSION GROUPS

There are a variety of discussion techniques whiﬁh h;ve been successfully
used and described. These\can be ciassified in several ways. Here we are |
identifying andvlisfing nine types. These are not discrete types ana some

-/ : . :
actually involve the usei;f sev;ral of the other identified typés. The Yoca-
tional Eaucatioﬁ Curriculum Specialist must~be aware of the characteristics _
gf different types of discussion groups to recommend proper us;ge.

When facilitating a small group discussion, the ;eacher'must mgke a
decision about'the emphésis of the group. Some.types'emphasize the 1ntg;;htion.
of group members, or process. Other types emphasize the completion of 5 given
task, -or product. Another v;f;gble to‘be considered is th; degree of teacher

-

control on the group. In the following descriptions, the grouﬁ& are listed

-

in descending order of teacher (leader) control.

Type 1 - Didactir. A small group discussion type in which the primary

-

purpaée is to giv: ~: -mation to participants is commonly called‘a‘"didactic"
group. The basic procedufe for the didactic g?oup is to subdivi@é the class”ﬁ
into small groups where either the teacher,‘agteacheg aide, or student leader
presents some iﬁformation or material to othe;s. The d;dacﬁic group éhould .
be small, probaBly 5~7 members, and is hfghl% product oéiented. The teacher
should encourage students to leaq Fhe group;if they are ready. With some of

\

the shy or less) confident ones, this may take considerable effort. 'Help each -

'
h

|

- ¥ :
Adapted from Donald 0. Orlich, R. A. Pendergrass, and Constance Krgvas,
Conducting Successful Discussion, a module utilized at Washington State

1

University, Pullman, WA, 1972._ (Mimgdgraphed.)

Y
/
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leader focus on the key concepts of his lesson. Organize the students into .
groups based on their needs, or if possible, on the basis of interests. Once
the discusgions start, the teacher should observe various groups, especially

the presenters in these groups, so that feedback can be given to them to help

them improve their own skills,

Type 2 - Tutorial. Usually the tutorial discussion group is used to help

students who have had difficulties in learngdng, or in progressing at a satis-
factory rate. The tutorial group focuses on a narrow amount of material and
only a few students (4-§) should be in the group. The person who leads the
discussion has three'major functions to perform: _(1) question the students to
\

;fnpeéft the exact/problem»that is blocking learhing, (2) provide informatiqn,
or help, in order to facilitate learning, and (3) encourage the students to

-

question-and-auswer among themselves. Remember that students often learn better |

from each other than from the teacher!

-

Pripr to using student tutors, a teacher must be satisfied that each
)
potential student tutor has mastered competencies such as the skills of questioning, |

giving positive reinforcement, and analyzing work tasks. Many school districts :

are’currently’qsing student tutors and are finding them to be invaluable
resoufcgngor the classroom tea;her. |

* Although remedial work will probably be used most often to aileviate student
}earn;ng difficulties, the tQtoFial discussion group 15 an excellent method to
encourage independent S}Ojécts for advanced learners. Ma;y gifted students will

find it a challenge to try-and explain their project to other students.

The pe- on who.leads the tutorial type of discussion will need to nave

developed some skills in the area of human relations. The leader will need to
be patient yet provide encouragement, be warm and friendly, yet keep the group ‘ﬁ

moving towards its product;wand be accepting of others who learn 'slowly. yet not
»
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accepting of non-effort by group members.

fype 3 - Task. One of the least complex discussion types is that of the

"task group.' As the name implies, students are involved in sbme type of work

or activity in which significant contributions can be made by each group member.
Prerequisite to using the task group is the specification of clearly defined tasks
to all group members. Similar to a committee, a task group has clearly defined
goals, clearly identified individual assignments and roles. Further, it may bé

- beneficial for the teacher to establish a work schedule, a system for internal
monitoring of achievements, and possibly even provide all of the learning
'resources that may be necessary to accomplish the identified tasks.

” Task groups tend to be teacher dominated in that the teacher does the
selecting of the tasks and usually assigns each class member ¢ accomplish some
specific féle. This discussion type can be use& very efficiently during the early
part of a semestér when a teacher is attempting to prepare studénts with specific |

process competencies.

Type 4 - Socratic. The socratic group has a distinct process orientation,

but produc; is its key element. The process is patternéd after the teaching
style of Socrates, who would pose a problem and then question his students until
they arrived at an aswer. Each response by the student produced either a challenge
from Soﬁrates or a new question leading to the solution of the problem.

This type of discussion can aéhommodate a large number of participants. The
.one caution is that if ten to fifteen students are in the group, then the leader
must challenge all to.become involved and not let just a few do all the inter-

\
§

acting.

Students should be giv_.. a brief overview of how the group :rocess wors.
They need to understand that the main role of the teacher is to be an "informa-

tion or opinion seeker" and ''facilitator", and that the students' role is that

69
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The typical way to start a socratic discussion is to pose a prablem which

°of "information or opinion giver” and 'clarifier or elaborator.’

is'either divergent or evaluatiQe. The problem should be one in which student
fesponse'ﬁan be determined through an exchange of information ér.opinions, or
through the_utilizatidn of appropriate reference materials. The discussion
leader mus t make a snap decision after each student response to determine
whether to challenge the response, reject the'response as it #s going in the
wrong airection, accept the response, as being totally cbrrect and move to the
next logical question, or to use part cf the response in forﬁulating the next
question or statement. You will no, doubt realize *hat an effective socratic
discussion leader needs to be able to think quickly.

There is one problem with this discussion type. Some teachers attempt to
use this type far too early in thé school year, prior to knowing their students ‘
personally. In challenging studént,responses, some teachers have a tendency td
become cutting and derogatory iq theirwremarks.‘ Thus, ;he teacher must under-

]

stand that this discussion type;has actually two basic stages: the first stage

is that which has been'described above, the analytic stage. The syntbetic

stage then follows. !

_As a transition between the'two stages, after the teacher has had an
opportunity to demand self-anélysi# and self-criticism of the comments or argu-
ments that have been'made, the teacher then calls fér an interim recess, or
rest period, where the teacher a " wpts to summarize all of the points that have
been made as well as the errors :. ogic or fact. . After- the summary has been
postéd the teacher then sets the stage for' phase two.
The second phase of the socratic type commences when the teacher asks the
students to begin to evaluate statements that have been presented and to rephrase ‘

or reform the statements so that they become more valid, more descriptive, more

790
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‘ _ operationally defined or accurate; During phase two the teacher must be very
suppoft@ve and attempt to clarify all statements. During the second stage of the
socratic.agscussion the teacher role 1is that of synthesizer and summafizer. Quite
obviously, khis type of discussion group could be extremely self-damaging to
students with low self-confidence. .Throughout the discussion the teacher should
explain all that is taking place and why the teacher is attempting to do it.

Type 5 - Phillips 66. The "Phillips 66" discussion group involves exactly

six students. It is established quickly and does not call for pre-orientation

of students, and students do not have to be highly skilled in group interaction for

this type of discussion to work. In fact, the Phillips 66 technique is most

appropriate as an i:itial mixer activity. ’

The class is divided into groups of six. The groups then have one minute

in which to pick a secretary and a leader. The teacher gives a clear and con-
r. cise statement of the problem or issue for discussion. The time limit for the

discussion is then started and students have exactly six minutes tc come to an

agreement as to the best solution of the problem. Other than starting the dis-

cussion, the teacher has no formal part in the discussion group.

Type 6 - Brainstorming. This type of group is useful when a high level of

creativity is desired. Any number of students can become involved in a brain-
storming study. The shorter the period of time for discussion, the fewer the
number of group participants, so let time dictate.the size within a five to
fifteeﬁ limit. )

The discussion is started by the 1eéder who briefly states the problem
untder consideration. Every school subject has some elements which require
students to o some free-wheeling thinking. This is when you.want to use a

‘ brainstorming group.

Artavr the topic is stated and before interaction starts, it is crucial to

select a ﬁethod of recording the discussion. It could be taped, or one or hore

Q : '7:1 .
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students who write quickly could serve as recorders. The leader should also ‘

stress to the group that all ideas need to be expressed. All participants need

to realize that quantity of suggestions i; paramount.

There are some very important rules to follow when using the brainstdrming
technique. The following rules seem to be especially important.

a. All ideas, except for obvious jokes, should be acknowlgdged.

b. No critic;sm is to be made of any suggestion.

c. Members should be encouraged to build on each other's ideas. In the

final analysis, no idea belongs to an individual, so encourage

S~

"piggybacking."
d. Solicit ideas, or opinions, from silent members. Then give them
positive reinforcement.

e. Quantity is more important than quality. This does not relieve the

group memBers from trying to think creatively or intelligently. . ‘
Brainstorming is an initiating process and must be followed up with some
other activity. .One way to follow up would be to use the ideas generated in
the brainstorming session as the basis for another "type" of discussion. After
the discussion or brainstorming sebéion, it is important that ideas be evaluated
and as many as possible be used by students in follow-up activities. The
evaluation of a brainstorming session should not be lengthy and it should be

non-threatening for the participants.

Type 7 - Heuristic. If a teacher desires to emphasize the inquiry approach,

or discovery teaching, then the heuristic discussion group is extremely valuable.
Any number of students may be in the discussion group, but it is suggested that
six to ten would be ideal.

K

The purposes of the heuristic group discussions are easily stated; stimula-

tion of scientific thinking, development of proﬁlem solving skills, and the

acquisition of new facts. It is possible that the teacher may always be the
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leader of this type of group. However, if you have a student who has demoastrated.
good questioning skills and whb understands the concept (facts) under considera-

tion, then let that student be the leader. ' ' -

J. Richard Suchman2 has long encouraged teachers to establish environments

where inquiry development is used to stimulate students to beéome skillful askers

of questions. At the first stage of the Suchman model, students are presented with

a problem which demonstrates some princ{?ie. Following the exhibition of the-
problem, a departure for inquiry is utilized where the students ask the teacher a
specific question to which the teachér can only answer with a "yes'" or "no."
Suchman then proposes another procedure where the teacher allows students to test
hypotheses so they may determine, by.direct evidence, whether or not the hypotheses
which they construct were valid. The heuristic greup discussion is most appropriate
to those éisciplines which lend themselvés to problem-solving.

It ﬁgstnbe realized that, prior to using heuristic diécuésions, a teacher
must first allow students to participate by asking questions which would be genera-
ted by making selected observations of phenomena, role playing episodes, or other
forms of me iia. ‘After students have mastered the observing, quéstion-asking and

-

1n£err1ng Sehaviors, other sets of problems could be identified by the teacher and
the“class subdivided into small groups to :omplete the investigation of the
problem. To make the heuristic group most meaningful, the teacher must plan for
an activity which has some degree of authenticity.

"How'" students as% questions might be tabulated using the following format.

(Figure 1.) Note that there are five categories of higher order questions, one

2

J. Richard Suchman, Developing Inquiry, (Chicago, IL: Science Research
Associates, 1966). .

3
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s

e he
o‘/

Type of Question Students . ‘

or Statement 1 2 3 4 5 6 7 8 Y 10 etec.

]
| o ] B I
Lower order questions % | ;
' 1
. ‘ N

1. Knowledge

Higner order questions
{
2. Comparison
F
4

3. Cause & Effect

4. ’nference

5. Applicacion

6. State

' hypothesis

7. Evaluation

8. Other
COMMENTS :

;g
Observer
’ Teacher
Time \

a

Fig. 1l.--Question Tabulation_Form
P

. » =
&

category of formal hypothesis stating, and one catch-all type category for
miscellaneous statements. We will suggest that the evaluation be done in
2 \

one of three ways: (1) the teacher keeps 'a running check going as each person

comments during the discussion, (2) the discussion be taped (preferébly video) -

‘and the students evaluated during the playback, or that (3) another teacher do ‘

the tabulation during the discussion session. _ d
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Type 8 ~ Buzz. The buzz group is best suited to a small number of

students (5~7) who ar« fairly self-directed. The teacher should be an outside

observer, although it is permissible to provide resource help if the group aé&s

o

.for ic.
Discussion is opened with a background event, then the class divides into
groups. JEach group discusses some sﬁecific question arising from the event.
The group shquld have a leader who will direct the discussion and then servé as
spokesperson in reporting to the other groups. ' _ -
Each group conduéts their own discussion for approximately ten to fifteen
minutes.. The group tries to arrive at a consensus answer forrthe question Fhey
are discussing. At the end of the discussion period each of the leaders reports
“their group's consensus. This can be followed with a large group question-and-
‘ answer session led by the teacher, or the class‘ might choose to.go into task
' grdups to pursue some aspects of the problem. |

Type 9 - Discursive. The discursive discussion group has free and uninhibited

discussion by students on a topic which they‘select. The d;scursive discussion,
therefore, is‘oge which is totally_sttdeht man;ged and oriented to student 1issues
or topics. The major factor in determining the size of the group is student
interest. As mdny (up to 13) students as are inter:sted in the topic can'paftici-
pate. The length of time will also vary wita each discussion session, and no |
absolute time guidelines can be given; however, it is often wise t; end the
discussiAn before the subject is beat to death. This maintains interest for the
ne#t discussion period because the students knéw that they will get another
oppqrtunity}:o express themselves.
It shpuld be kept in mind that discursive groups are high level thinking
‘ and producing group:;z. They are not spur-of-the-moment episodes, or useful merely _

to kill time (e.g., It is Friday afternoon; why not just let the students discuss

73
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until the béﬁl rings?). Students need time and resources to prepéfe for the
discursive discussion. Group leaderq, with help from the teacher, should encour-
age each student to be emotio¢nally and academically equipped for the discussion.
The process of the discursive group should be caréfully evaluated. Each
student, and the group as a whole, should receive feedback rela;ing to the func-
tions that they performed during the discussion. Evaluation requires an obsefver

to tabulate behaviors as they occur, or a video tape recording of the session.
AY

//
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» DISCUSSION GROUP COMPARISON GRID
(Sample)
CONTROL TYPE PURPOSE SIZE ORGANIZATION INITIATION
1) Didactic Give new information small Subdivide into small groups according Teacher appoints compe-
High to students (5-7) to needs and interest student as leaders
a) Help students who small Few 'students focusing on narrow Specific topic or
have learning diffi- 5-7) amount of material project i
culties
2) Tutorial b) Provide encouragement
to advanced student with
independent projects
Involve students in an vari- Each class member assigned Teach/leader dominated--
J)  Task activity with contri- able specific role select tasks, assign
butions made by each {commit- roles, set work schedule
. group member tee)
Solve problems through large Teacher: information/opinion seeker Teacher poses a problem
4)Socratic a questioning process (15 max) and facilitator.
: . Student: information/opinion giver
and clarifier. —_— A
Initial mixer activity, 6 Group composed of exactly 6 students—_/ Telcher presents concise
5) Phillips or tement of problenm,
66 Reach quick consensus : then has no formal part
6) Brain- Obtain a wide range of variable Select method of recording ideas Leader briefly states
storming responses for all (5-15) problem, then records
students all ideas
‘ Stimulate inquiry, medium Present group with a problem of Teacher states problem
7)Heuristic scientific thinking, and (6-10) some authenticity .
problem solving skills N
o Provides practice in small Teacher 18 outside observer Open with background
8) Buzz leadership, formation (5-7) Leader directs discussion and event
of consensus opinion acts as spokesman :
Allows uninhibited dis- variable Student managed: Student leader initiates
9Wiscursive cussion on subject of (2-15) Choose topics & form groups
Low student's choosing Choose leaders & ecorders
Assign research roles in advance
7 ey <
t
1
O

ERIC

Aruitoxt provided by Eic:
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DISCUSSION GROUP COMPARISON GRID

, (Sample) /
’ . ’
B CAUTIONS PROCESS EVALUATION APPLICATION
1) Teacher/leader presents 'nf.rmation; Teacher observation of Use students ‘as group
' students encouraged to verbalize groups and feedback leaders to inform,
to leaders clarify, review,
a demonstrate -
2) Tutor needs skills in human Question and answer session with _Individual evAlua- Remedial instruction,
relations students and tutor tion by tutof special projects
3) i ¢ Each member contributes to group .Leader observes how Efficient method to
- e . in satisfying task assignment each student works accomplish speciﬁ}c

72

9

with others, and how
they accomplish the
task

activities and |
projects !

\
[N

4) Don't use too early in year,
before students and teacher
are well acquainted

Students formulate answers to
questions from teacher

i

Fvaluation of student
answers

Encourages students, to
think through a topic
or idea by asking
questions i

3) Group has one minute to select a Follow-up discussion Encourages interaction,
leader and a secretary. Group to evaluate leader cooperation, and I
" has 6 minutes to reach consensus and group effective- consensus _ \
' ness 4
Students think creatively, offer

6)

ideas, build on ideas of others,
all {deas considered

Brief, non-threaten-
ing; evaluate ideas
as a group

Encourages creative
solutions to problems™ |
without an apparent \
solution’ \

1) This approach works best for
subjects related to science
and gocial science

Students ask questions which

- the teacher answers yes or no

Analyze questioning
skills by tabulation
‘or videotape

Builds questioning °
skills \

Group discusses a question arising

from the event, arrives at con-
sensus in 10-15 minutes.
consensus to large group

Reports

Discussion of con-~
sensus opinions by
entire class“

Solves big ﬁroblems

or examines events of .

large significance '
1 t !

9) Don't let groups deteriorate
into "rap sessions"

Uninhibited student discussion

Evaluate by tabula-
tion or videotape -

t

Encourages student re- |
sponsibility; allows |
examination of issues '

O

[E

RIC

Aruitoxt provided by Eic:

relevant to students . \'
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Instructional Objective 2.3 , ‘ \ Sy

i

The learner will select an appropriate type of discussion group to-,

meet a stated objective. ‘ : v'

Learning Activity 2.3-a

/

ébr the following situations or objectives, select an appro-

priate type of discussion group. £ /
) /24
. 4 7
TYPE OF . R ¢ -
DISCUSSION - . .
GROUP : ‘ .
¢
1. A vocationai youth group is having a difficult time with fund
raising ideas.
. e 2. Several members of the class are very proficient at 2 particular
task, but others are having extreme difficulty mastegping the

task. .

‘ ™

3. Students complain that they are not allowed to discuss issues in
which they are interested. :

. 4, Several students have attended a leadership conference and have
information that needs to be shared with. a11 members of the

class. P

5. Four students are having extreme difficulty in understanding a

basic concept. .

| 6. A decision must be reached by consensus in a very short time.
, _ N -
7. Students dem~--trdate real difficulty in thinking through
: problems. . :

8. There appears to be a problem too large-to handle.

9. udents need experience in the process of discovering,
quiring.

10. The class is to provide possible field trip™sites of interest
to the subject matter being taught.

11. The teacher has a problem and will dominate the group to get
the resul!t and appoints a committee to attack the problem.

81
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12, The teachér explains to class that the television set does not ‘
work and will only answer the students' questions with a "yes"
or "no." They are to solve the problem.

13. Class has been in session for a full semester and the teacher

decides to let the class discuss areas of their interest in

small groups.
14. The class is broken into groups of five (5) students and givén-

a list of malfunctions in an engine. “hey are given 10-15

minutes to reach a consensus as to steps to take to solve the )
! engine problem. -

15. The first day of class the teacher wants a mixer activity to get
students involved and acquainted.

16. Five-students have failed a quiz on salesmansnip and the teacher.
needs to work with this group to find out why.

-

s
v
{
—
co
o2

e o,




10.

11.

12.

13.

14,

15.

16.

Key for lLearning Activity 2.3-a

Brainstorming
Tutorial
Discursive
Didactic
Tutoria} JE
Phillips 66
Socratic

Buzz
ﬁeuristic
Brainstorming
Task
Heuristic

Discursive

Buzz I

]
Phillips 66

T++orial

75



76

Instructional Objective, 2.4

(Optional~-students can meet eituner Instructional Objective .. - or

Instructiona: Objective 2.5)

The learner will demonstrate the use of brainstorming as a d ‘on

techrique and will test "Uses of Small Group Discussion in ° 1l
Claseas, "

Learning Actav’ iy Z.A-ai__ﬁ - nstorming

Participate in a brains - group in which the topic

"The Use of Small Group Discussions in Vocational Classes"

is considered. learners should break into groups of approxi-
macely six individwals, with each group selecting one persor
to be *the lsader, snd one person to be the recorder. The
leader's vole wil he to insure that all members participate
and to encovrage the sharing of all constructive ideas. The
recorder will test each idea or statemen“.

Tn a period of ten minutes, your group should try to generate
as man: statements'as possible about the usefulness of small
group discussions in a particular vocational area. No member
is to criticize the suggestions of any other member. At the
conclusion of the ten minutes, the recorder c~n share the list

with the other members.

Eraluation: On a separate answer sheet briefly recount the

prccess of this discussion.

1. Did everyone give a suggestion”

yes no
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2. Did anyone dominate the¢ liscussion?

yes no
3. How did it feel to nc be allowed to criticize an . .iva

that you might have strongly opposed?

4. VWhat techniques or skills did the leader use ™ _
' )

5. What is the value of the trainstorming method ior voca-

tional classrooms?_

Learning aActivity 2.4-b

/“ Using the list generated in the preceding brainstorming session
' ) topic: '"Use of Small Group Discussion for Vocational Classes'),

compare ycur statements with the ones suggested below.

Purposes of Small Group Discussions

1. Interest Ean be aroused at the. beginning ¢c closing of a
new topic.

2. 3mall groups can ident! -~ problems or issues to be studied
or sugg: t alternatives for pursuing a topic under considera-
tion.

3. A small group can explore new ideas or ways to solve problems,
either covaring the entire problem solving cycle or just a
phase.

4. Discussions provide an opportunity to evaluate data, opinions,

sources of information, and to structure c-ncepts for future

application.

Qo
ct
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5. Small groups can allow students to demonstrate individual
strengths.

6. Students can learn faster and butter from each other.

7. Students are provided an opportunity t,> use the vocauuléry
of the discipline and to verbaliz. it in an appropriate
context.

8. Cooperative work skills can be deveioped through practice in
small group discussions.

9., Skills in leadership, organization, interaction, research
and initiative can be learned and improvs1 through discussion
techniques. |

10. Ideas become more meaniugful and personal if a étudent must
defend them.

11. Flexibility toward understanding other viewpoints may also be

improved.

instructional Objectivgmﬁ.s

(Optioral--Learners can meev either Ins'ructional Objective 2.4 or

Instructional Cbjective 2.5.)

The learner will participate in a Buzz Group to aid in understaniing this
type of discussion technique; the learne: wil. SpeciLy his/her feelings

. opinions concerning student achievement levels.

Learning Activ..y 2.5-a: .- Bu.z Group

Your group (probably five or six members) will need a spokﬁ?person;
therefore, elect this person before the 1iscussion startc. The
spokespersou wili later report youar conclusions to the other ‘

group, or to the instructor. The group has approximately i5
: P .

. / .
wminutes to decide which of the three postulates below ;. most

o
0
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i
correct. It is permiss:i“le¢ to mix and match. Remember, you are

to arrive at a consensu: decision or explain why consensus could

not be reached 1€ diwvwrgenct of opinion is still apparent at the

end of the discussio. .

The spokesperson will report your conclusions to the res: e

class

Postulate 1. Students achieve in a direct ratio to what
the teacher expects “em to achieve.

Postulate 2. Student achievement is related to three factors—-
teacher behavior, student behavior, and classroom environment.
All three factors are very important and highly interrelated.

Postulate 3. Students achieve very little in secondary school,
but what little they do achieve is mostly related tc .ow well
they like school.

Lve  iation: Use the form shown in Figure 2, "Discussior Evaluation
Form'' to rate your discussion. Fill out the form individually.
Follaw-up: Using the rating scale form (Figuré 2) pr-vide fead-
back to each other concerning group skills that particular inuivid—

uals need to develop. Try'to be a positi-- criticizer. Remember

that wekall need help in having our weaknesses: pointed out to us.-

“Hded Actiity:
(£ 1 ¢he inttial rounds of discussion, assign three group

mer >ers to read and report on Pygmalion in the Classroom by

Rotert Roseathel and Lenore Jacobsen. Follcwing these reports,

-~

discusc the thre: postutates.
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1. I thought thr the discussion:

gave e: e oa was dominated by
chance t .cicipate ‘ ( only a few

o

' y

2. With res, .:t to my participation in the discussion, I was:

really with it could have done better totally out of it

&«

3. The discussion leader:

was fair encouraged selected only a seemed to dominate
participation few persons the disc ssion
]’7

Fig. Y.--Discussion Fvaluation Form

Reference:

Rosenthal, Robert, and Jacobser, Lenore. Pygmalion in the Classroom. New York: ‘
Holt, Rinehart, and Winston, 1968.

A3

Instructional Objective 2.6

The learner will identify methods of encouragt;g student participation

in discussion.

Learning Activity 2.6 a: Motivators Toward Participatinn

Read the following description of motiwvation techniques during

discussicn; answer the formative check questions.

N~

MOTTVATTON TECHNLGUES

There are no great secrets of the discussion gzroup trade. You wi'll

undoubtedly have some group meml.rs who are real '"motor mouths', and those

who are "wall flowers.'" The following ideas will be:helpful to »»u in

33
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‘ facilitating small group discussion, an:! as always, encourage you o use your

creat’ ity in trying new ways.

1. Choose relevant topics. [Ihe more students are interested, the higher

their motivation will be for participation. As much . ; possible, let the students
help you choose :the topicd. Rewecrd the topic problem or question until it is
stated in terms used by the st ients. Many discussions are ruined because no

one can understand what the problem or question is.

2. Ler students be in different groups. In hope of early building for
success, theé teacher may let students group with friends until students learn
not to feel threatencd by .group work. Try to be sure that each group has the

skill; needed to complete the task.

3. The teacher should encourage-direction toward .als (either teacher

set or group set) 1f the goal has manv dlverrent points, then work toward
8 :

| .
‘ that. If it is tv come to a decision or solve a. problem, aim towards that.

-~

Train the groups im ».oced. v 5 for setting activities and schedules, &icw to acquire

necessary resourcus, :°vii. lavor. etc. .
4. Help a f-ico?'v - nepcre prevail where disagreement is permitted
trcetively but not cawotionally or in ¢ ,stile verbal form. Help students tis-

~ish treen diragreeing with an idea ard disagreeing with the persan who

-t

has the didea. Expe-t the students to joke and kid around some. Don't try to
force trem to jlways be serious, and to work on the task 10" percent of the time.

5. There are any number of techriques the teacher can use to get voice

— contar* ﬁﬁgg_non—contribﬁting members. They are limited only to the creative
resourc«v ~f the teacher. For example, have an inflated beach ball which the

! leader throws whenever.i.e/she wants a studenr to speak. This is also a good
< . B
~ - , . ) ) .
te_unique to emplov in a 7group which is dominated by a few constant talkers.
. Call on student "B" bv name and ask her/him to paraphrase what 'student "A"
has just said (to A's satisfaction) and then add his/her own idea Then student
89
o

ERIC -

Aruitoxt provided by Eic:



82

"C'" must paraphrase "B" to B's satisfaction and so on throughout the period. ‘
The paraph ising, besides encouraging listening and focusing on thinking, gives
the student a chance to say something 'n a one-to-one non-threatening basis

' a
before giving a personal idea to the group.

F' <MATIVE CHEC:.
Learning A "ivity 2.6-a

Place a.checs (:) by each statement that serves as a motivator toward‘partici—
pation in discussion:

a. Educate members in discussion prgcadures.

b. Allow - :udents co be in différent groups.,

c. Keep students in the same small group.

d. Choose relevant topics.

e. Permit disagreement only if it is o. jective, not if it is emotional

or hostile in form .

f# Permit any form of “°3agreement.

g. Yncourage direction towa.d roals.
! ¢ “valuate in non-threaten: s and varied manner.
' i. Use - inflated beach ball and throw it to -the student whom vou

y wish to have speak. /
3
i

i. Ask students to paraphrase. {\

k. Don't call on students who you are sure will have the wrong ansuer

or will be imharraseed,

Key to Fcrmstive Check
Learning Activity 2.6-a

k2 a. x
b X
. » B3
C. ~ (\0
. J

ERIC

Aruitoxt provided by Eic:
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d. x

e. X

f.

g. X

h.

1. x ’
i X

.

Yer

Instructionnal Objective 2.7

The learnu: 11l prepare a discussion lesson plan that could be used

in a vocational class.

L

S
-

Learning Activity 2.7-a: A Discussion lesson Plan

Your task is to develop a lesson plan for a vocational class

in which the primary te;hnique is discussion. The follow#pg

elements should be included:

1. description of the vocational class for wh' °~ the discussion
lesson is to be used;

performance ohjective and a rationale fo the objective;

re

3. description ¢f the discussion technique to be utilized and

the reason(s) for using the technique to achieve the
st eod objective;
r | §
4. discussion device, i.e., vhat will yoau use -0 stimulate
discussion? (Example: film, handouc, etc.), and

5. description of ti.» technique that will be used to evaluate

the lesson.
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ky' . ANNOTATED REFERENCES FOR FURTHER STUDY

Glasser, Wil .n. Schools without Failure. New York: Harper and Row, 1969.

Among the most important innovations proposed by Dr. Glasser 1is the
use of the class meeting, led by the teacher, as s counseling group
that daily spends time developing--through discussion--the social:
responsibility necessary to solve behavioral and educational prob-

lems within the class.

-

Grea: Books Foundation. The Dynamics of Classroom NDiscussion. Chicago, IL:

Great Books Foundation, 307 N. Michigan Ave., 1970.

A twenty-hour course for classroom teachers in the discussion method
of education. Designed for K-~college teachers, it has application

to every subject area in the curriculum and is geared to aiding dis-
cussion leaders in developing skills and strategies for helping their
students think and learn through discussion.

Gulley, Halbert E. Discussion, Conference, and Gic ., Processes. 2nd ed.

New York: Holt, Rinehart, and Winston, 1968.

A compre¢ 1ensive textbook on discdssion, this book promotes an under-
standing for teachers of the ways in which group discussion functions
and how individuals become effective discussion leaders and partici-
pants. It emphasizes discussion for decision making and information
sharing, and it also describzs elements of public and large-gioup
discussion. The definitions, models, skills, evaluation measures, and
ov.rall ideas and information can be adapted for putlic schools' work
and are useful for persons :nterested in teaching through the discussion

strategy.

Institut: for Development of Educational Activities. Ilearning in the Small

Group. Melbourne, FL: Institute for Development of Educational Activities,
Information and Services Division, P.0. Box 446, 32901, 1'’1.

{ classroom manual, based on a national seminar, this paperback illustra-
tes and briefly describes twelve variations on learning in the small
group. The presentations on structuring the small group are extremely
valuable for beginning or experier:ed teachers who are inter sted in
us:np the discussion strategy. film bas2d on the manual 1is also
available. Both would be helpfui in furthering understanding of the

discovery strategy.

D
9
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. National Training lLaboratory. The Fishbowl NDesign for Discussion. .ashington,
DC hational Training Laboratory, 1812 K Street NW, 20086, 1970.

1This exercise is one of a number of materials available through NTL to
help teachers work.with and through the discussion strategy. Its pur-
poses are to help spread pupil participation and to increase student
awareness of the roles played in a discussion.

“chmuck, Richard A., and Schmuck, Patricia A. Group Processes in the Classr. .m.
Dubuque, IA: Wm. C. Brown Co., 1971.

The authors describe, through theory, research, and example, the basic
characteristics of groups in the classroom. Very worthwhile in itself,
this paperback is also an example of the many books available on 'group
processes''--activiti+ s that make use of the discussion strategv.

Stanford, Gene, and Stanford, Barbara Dodds. Learning Discussion Skills
Through Games. New “ork: Citaticn Press, 1969.

A small paperback that provides a sequance of skill-building games and
activities de« gried to give student necessary practice‘ig discussion
techniques. It also presents 15 remedial devices for use whenever a
group shows signs of a particular weaxness in working together.
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. : CATEGORY : ‘EMONSTRATI’.‘)'N.

PERFORMANCE OBJECTIVE 3 (X X

Prepare, presunt and evaluate a demonstration 6f a selected éoncept in a

- vocational area. \ ' , ,
o 2
-
¢ =~
{ /
/ ‘_7
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[
]
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' PP}EURMANCE OBJECTIVE 3 L (YY)
{ - ! R
Prepare, present hAnd evaluatc a demonsiration of a selected concept = a

vocational area.

a e .

Learning . tivity 3-a

After reading the background material on Introduction,

Preparation, Presentation and FEvaluation, select a con-

cept in a vocational ares that lends itself to the

L ; tecnniq"é of demonstration. ‘'s.n - the "Planning Gulae™ S .
o prepare a fiye to ten min® . demonctration and present
| ; it to other members of - 5.
"L Eﬂaluate yourselt usi- o .core ~ard for demonstrations.

Further Suggestions: | ' .
1. Ask the group o -ucational eqﬁcators that are
- / ‘
observing your demonstration ﬁo become involved in
ev§1uationKthfg;gh use of the scoré:card. |
2. If yo feel\téat you need experience in team planning

and presenting of a demonstration, plan with another

, vocational educator.

ERIC

Aruitoxt provided by Eic:
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Introductionv
An effective demonstration is the art of combining words and actions
in an interestiné pattern to cre;;e a desired response in the observer. It
is an effective method of learning concepts in vocational education because

of the close relationship between development of knowledge, attitudes and skills.

The vocational educator uses the demonstration method for presenting proper

methods and procedures in attaining desited results, for introducing new and

difNerent techniques to the learner, for displaying essential hehaviors which
contfribute to successful employment and for aiding in setting standards for
habits and motivating students.

te final success cf a demonstration is measured by the changes in behavior
of the people who hear and see it. The demonstrator has thz key role of com-
bining persorality, knowledge, and skill into a urrified whole. These denomina-

tors of a demonstration when successfully combined, will create in the observers

the desired behavioral changes leading to mastery of the demonstration objective. ™

To effectively use this technique, the user must have a working knowledge

of its advantages and disadvantages.

MAJOR ADVANTAGES MAJOR DISADVANTAGES
1. Involvement of Observer can 1. Requires set up and prac-
he easily varied--using sev- tice.

eral series at one time.
2., Viability to large groups.

2. All areas of learning can

be included: cognitive, ' 3. Equipment, materials and
affective, psychomotor. supplies availability.

3. Stimulates interest and 4, Cost and time required o
curiosity. _ to obtain one objective.

4. Allows a variety of ap-
paratt -erials, and
suppli: be used.

Regardless of the subject, the basic techniques of a good demonstration

are the same. The effectiveness of the demonstration 'is directly correlated

9%
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~with the amount of preparation and planping used by the demonstrator.

Preparation
Detailed planning is necessary before any presentation can be given.
Effectiveness will depend upon careful consideration éf the questions which
follow below. Although this is a demonstration, -it is also a lecture, and
the audience expects the demonstrator to be continually talking and explaih;
ing. This dialogue is referred to by the professionals as "chatter" and it
must have some relationship to the material being presented or>procedure being

observed. To incorporate actijon and chatter into a smooth presentation, practice

is very important.
A. CHOICE OF TOPIC
1. CONSIDER AUDIENCE:

a. What are the interests of observers?

b. ~hat is the ability level of your students?

c. How many and what age do they represent?

d. Qhat do they already know about the topic?

e. is the topic relevant to their current and future needs?
2, LIMIT Tb?IC TO ONE CENTRAL IDEA
3. SELECT TﬁE TITLE:

a. Is it short?

b. 1Is it descriptive?

c. Does it stimulate or arouse curiosity?

B. STATEMENT OF PURPOSE ’

1. STATZ THE MAIN OBJECTIVE:

a. What is the statement of educational value?

983
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‘ b. Ts the purpose tn entertain, stimulate, convince or create
a desire ip learaing?
2. CONSIDER AUDIENCE INVOLVEMENT:
a. What response is required from the audience?
b. What skills, knuwledge, attitudes are necessary for their
participationé ‘
c. How can students help in the presentation?
d. Is. student interaction possible?
e. Is consideration planned for need® of special learners?
C. SELECTION OF CONTENT AND INFORMION
1. SELECT INFORMATION ESSENTIAL TO THE OBJECTIVE:

a. Is it relevant and up-to-date?

\
b. "Is it accurate or biased? .
‘ ; . 2. PLAN REVIEW OF BACKGROUND TERMINOLOGY Oli PREREQUISTITES
D. SEQUENCE STEPS ’
1. PLAN ORGANIZATIONAL PATTERN:
a. 1Is the outline logically developed?
b. Is detail sufficient to obtain key concepts?
2. PLAN A BALANCE BETWEEN TALK AND ACTION:
-a. What verbal points need t» be emphasized?
b. What actions need empﬁgsis?
c. How much "chatter" is essential?
N d. What "pay value' is there for the student?
3. PLAN PRE- °REPARATION PROCF,SSF.S:. |
a. Nhatjstages require advanced preparation?
b. How much pre-preparation is necessary? -®
.- c. What ihtegration is requir;ad berween stac2sg?
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P

E. PLAN VISUALS, EQUIPMENT AND SUPPLIES

1. INTEGRATE MEDIATION FOR RELEVANCY TO PLAN:
a. Are all visuals and pieces of équipment necessary?
b. Db they focus attention? Are they easy to use?
c. Do they fit smoothly into the demonstration?
2. PRE-CHECK ALL MKTERIALS, SUPPLIES AND EQUI??ENT:
a. Are tools; equipment and supplies read} and functioning properly?
b.. Is the arrangement planned for a viewing audience? (large enough,
neatly lettered postérs, sturdy)
3. CONSIDER OBSERVER INVOLVEMENT:
a. How many 'senses'" are involved? (sight, hearing, smell, etc.)
b. What is the level of student/observer involvement?

F. PRACTICE ' .

1. DO A "DRY RUN" OF THE DEMONSTRATION:
a. Is the action syﬁchrouized with the explanation?
b. Is there a logical order of activity within the time limit?
c. Was equipment used skillfully?
d. Were the following personal qualilies evideﬁéed?ﬂ (posture,
eye contact, voice, mannerisms, general érooming, rate of
speaking, grammar.)

2. ALLOW TIME FOR MODIFICATION AND REORGANIZATION
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PRESENTATION

Al

Ail the time spent on preparation is wasted unless the presentation is
smooth, easily executed, and has continuity.

Opening remarks must be short and to the point, yet be intéresting and moti-
vating.

Familiarity Qith each step in the demonstration will help‘the handling of
materials to be automatic, do away with the possibility of thejunexpected
héppéning, and allow the demopstratg: to focus more attention on what is being
said and done. Apologies are not as‘hecessary as the explanation of the mishap.
Do not brush off a.mistake, rather explain what happéned and what could have been
done to preQentxsuch an occurance. Mastery of the following suggestions will
help to make for a successful presenfationf

A. INTRODUCTION

1. ANSWER THE QUESTION WHY:
a. Is the introduction brief?
b. Does it provide the reason why this demonstration is important?
2. GET THE ATTENTION OF YOUR_OBSERVERS:
a. Are the opening remarks motivating and interesting?
b. Ts the audience initially involbed? -
B. WORK."I;‘\NSHIP &
1. THIS PHASE ANSWERS THFE QUESTfON HOW:
‘a. Are new terms clarified?
b. Are the observers encouraged to ask quéstions? -y
2. USE QUALITY 'SHOWMANSHIP'":
a, Are the props caréfully od qgietly handled?
'b. .Havg all materials been set up ahead of time?

o » €. Were personal qualities considered?
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Look at entire audience,
‘Avoid excess use of.gestures,
Be enthusiastic.
3. OBSERVE BFHAVIOR OF THE AUDIENCE:
;. Are there any signs of confusion, inattention or disbelief?
b. Was feedback planned or spontaneous?

c. 1Is suspense or.furiosity built by questions and wondering out loud?

C. ORGANIZED WORK AREA = ot

.
N

1. PLAN 50 "ALL" CAN SEE AND HQ&R:
a. Aré supplies displayed’effbctively?
b. 1Is space organized and wisely used?
c. Is finished product available?

2. USE SAFETY PRECAUTIONS.

D. SJMMARY
1. THIS PHASE ANSWER§ THE OUESTION WHAT:
a. Is Eonclusion brief?
- b. Were most important points reviewed?
- c. Were concludiﬁg remarks definite?
d. Were students reminded of any follow-up requirements? (post
evaluation, etc.)
2, FINAL PRODUCT:
a. Iésthe final product available for students to anal?ze?

b. Does it meet the standards required?. -
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EVALUATION

The final stage in the art of demonstrating is to critiqﬁe thé effect~-
iveness of the presentation. Having a successful demonstration is possible
onix if the observers understand and are able ta’behave differently as a
result of observing\'the demonstration. Standards must have been maintained
30 the student will have adequate guidec.ines to follow in their own pgrfof-
mance.

The process of evaluation becomes two-pronged for the demonstrator.
If a demonstration’'is used to help others learn, one must first consider the «
learner in evaluating effectiveness. Seif-evaluation becomes the second

consideragion. A score card has been included in Appendix B for use in the

B

self-evaluation phase. ) ;
A, STUDENT/LEARNER EVALUATION ~ § ,
: </
1. CONSIDER INTEREST LEVEL: .

»

a. How did students react or interact during the demonstration?
b. What was their level of reactions?
2. ' PERFORM A:?ROFICIENCY EVALUATION FOLLOWING DEMONSTRATION:
a. Was the skill successfully perférmed ~ process and/or
product? : 2 |
b. Is a written or knowledge leQfo%valuation sufficient?
B. DEMONSTRATORS' SELF EVALUATION
1. PERFORM A SELF-APPRAISAL USING SUGGESTED SCORE CARD

2. USE_ SECOND-PARTY EVALUATION FOR COMPLEMENTARY INPUT /ﬂ\\
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ANNOTATED LIST OF REFERENCES FOR FURTHER STUDY

Allgood, Mary Brown. Demonstration Techniques. 2nd ed. Englewood Cliffs, NJ:
Prentice Hall, Inc., 1959. '

* - A valuable comprehensive guide on the methodology of effective demon-
strations. Discusses personal criteria of the demonstration, television
techniques, and the teaching of demonstrations.

Py

Brown, ‘J. W.; Lewis, R. B.; and Harcleroad, F. F. Instructiohal Materials and " -
Methods. 2nd ed. New York: McGraw Hi11, 1964. Chapter 14,

The use of and giving of demonstrations are discussed in an example-

packed chapter. Each area, values of, preparing for, gulding learning
examples of and evaluation of demonstr&tions 18 provided. In addition,
a 1ist of selected readings 1s provided for further study. .

”

Cooperative Extension Service, College of Agriculture. A Leader's ‘Guide to )
4-H Demonstrations. Pullman, WA: Washington State University, January,

1975,

Excellent publication explaining the demonstration technique as applied
to use in 4-H extension programs. The practical emphasis lends itself

- to vocational edueatidn. Stages, steps and evaluation make this a most
useful reference. ‘

Miller, Rex, and Culpeppar, Fred W., Jr. 'How to Give Effective Demonstrations."
Industrial Arts and Vocational Education Vol 60, No. 6 (September 1971): ‘
24-25,

A very concisely written, two-page argicle presenting a rationale and
method for giving demonstrations. Content deals with principles,
methods, planning, timing, interest, stimulation, set up, and student
participation for demonstrations. The only limitation of the article
is that, for the beginner, sufficient "How To" 1is absent.

<

Morgan, Barton; Holmes, Glenn E; and Bundy, Clarence E. Methods in Adult
Education. DNanville, IL: The Interstate Printers and Publishers, Inc.

pp. 117-125,

Succinct in outlining advantages and limitations af the demonstration
method. Presented in four steps: preparation by the leader, preparation
of the observers; performing and clinching the results. An actual
example 1llustrates the features outlined in the chapter.
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spitze, Hazel Taylor. ‘CbggpingiTechﬁiqucs for'Teachingfand Learning. Washington,
NC:  Home Economics Education'Association, National Education Association,

1970. vpp. 21-22,

Condensed overview of demonstrations as a simulation technique. Interes-
tihg variations are mentioned as well as guidelines in use. :

:
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‘ CATEGORY: LARORATORY

»

PERFORMANCE OBJECTIVE 4 ' eede

oy

Prepare and implement a laboratory activity as an instructional strategy in
[

one area of vocational education.

Instructional Objective 4.1

. - _— aE o
The learner will explain, glving examples, the unique features of
laboratory, and identify the characteristics of an effective
laboratory teacher. -

! Instructional Objective 4.2 |

The learner will identify steps for effective laboratory planning
‘and formulate a model to implement an effective laboratory
experience in a unit of instruction.

‘ Instructional Objective 4.3 , e

The learner witll identify different tybes of laboratories and modify
each for use in one specific vocational area. .- .

Instruttional Objective 4.4

The learner will modify an existing laboratory plan to include the
components of safety and special needs.

Instructional Objective 4.5

, s
The learner will explain the unique features of evaluation methods
vsed for laboratory activities and develop evaluation devices for
respective laboratory experiences.

o




.

PERFORMANCE OBJECTIVE 4 0000

Prepare and implement a laboratory activity as an instructional strategy in

one area of vocational education.

Tom Fool and the Job School

Once upon a time there lived an unemployed man named Tom Fool. He tried
very hard to get a job, but every time he applied for one he was told that he
needed training before he could be hired.

One day while waiting for a bus, Tom saw a sign on the fence near the bus
stop. It said, "Job~Schuol. We will train you at home for any job!" and it
gave a phone number to call. Tom was so excited he called the school right
away and was given a list of careers to choose from. He decided to become a
house painter. Next he was told that all the things he Qould rneed tqbprepare
for his new occupation would be delivered to his house. '

The next day Tom received two boxes. One contained a blue“cap and pair

of matching coveralls. The other had two books, How to Become a House Painter,

Vols. I and 1I.

' Tom'Fool'began to learn about house painting. Hé worked very hard at it.
Everyday he put on his cap and coveralls (they told him that this would make _
him feel like a house painter--very important for his training), sat at his
desk and studied for his new job. At the end of one month he graduated f;om
Job School as a house painter and was given a diploma to prove it.

Soon affer his graduation Tom applied for a jdb as a house painter. He
was dressed in hisbcap ahd coveralls and carried his diploma as proof of his
training. Needless to say, he was given the job.

S
l“/‘ ~
P

The following morning Tom Fool, house painter, reported to work with all
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the knowledge on house painting he had gotten from the two volumes of How To

Become a House Painter, his coveralls and cap. He was prepared for anything

and everything! This 1s, until his foreman asked L.w to open a can of paint—-
he coqldn't do it. Also, he did not know how to kold the paint brush.

The story can end with a moral: ''Clothes alone do not a house painter make?"
but there is{a more lmportant point to ponder. Why did Tom fail? He was highly
motivated and studied seriously. He probably gained, from his reading, as much
or more than most people would have, but he was stiil,not able to perform on the

job. Was it Tom's shortcoming? Dpid he fail as a student? Protably mnot; he

had the characteristics of a very good student. Tom's problem was with his pro-

P

gram of study. It did not includé laboratory . xperience.

Instructional Objective 4.1

The learmer will explain, giving examples, the unique features of labora-

pory;'and identify the characteristics of an effective laboratory teacher.

o

Learning Activity 4.1-a

Read the background material entitled '"What is Laboratory?'",
"How Does Involvement Teach?" and "What are the Character-—

istics of an Effective Laboratory Teacher?"

0/ .
Learning Activity 4.1-b

Visit a laboratory in a vocational school.

Observe and describe:
A. how the laboratbry activity is presented,

‘

B. what type oﬁ/learning activities were given to the student,

C. what evaluation methods were used, and

v D. how the characteristics of the teacher being observed
“ . y . R
’ ¢ ’ B .
compare with the background material on an effective ®

B&};‘ ;‘ : o ].()E)'
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‘laborat‘ory teacher. ‘

Iinterview:

A. Teacher(s)--to find out what they think about this
instructional strategy, what they consider to be
whortcomi:gs and the means for improving them, and what
problems would be encountered in implementation.

B. Students——ro‘get their reactions to the strategy.
What‘is the differenée between laboratory and other
kinds of instruction they have had? What factorséare
most enjoyable?

Analysis:’ .

A. What characteristics did this teacher have?

B. What improvementsvébuld be made on what you observed in
the teaching-learning laboratory, activities, et:cv.? .

C. Were there other factors that contributed to fhe
effectiveness of the laboratoryv experience?

D. How could the laboratory activity“have been presented
more effectively?

E. What features were -innovative and/or creative, and
how can these be u;ed in your field?

F. Did the activitf observed truly lend itself to fhe

strategy?

What is Laboratory?

Laboratory is an instructional strategy aimed at the practical application

of principles. It is an extension of the traditional classroom which allows

110
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' the student to understand concepts by“relating them to practical situations.
1t gives the learner the opportunity to work with proving hypotheses, thus
permitting first-hand experience for gaining knowled-e. In Tom Fool}s case,
a laboratory would have given him the chance to practice painting and to per-
form some of the tasks performedfby real house painters. . This would have put
meaning into the ideas he found in his books.and he would have been better
able to do the actual work.

Laboratory uses individualized instruction, job sheets and demonstration
techniques, etc., which require a high degree of direct student invnlvement.

Although involvement may also be possible in other strategies, the actual

hands~-on experience that is offered in lahoratory makes it unique.

How Dces Involvement Teach?

'. Picture )lrourself sitting in a lecture hall listeuning to someone explain
how to draw a blood =ample from a patient. The lecturer is very thorough and
makes good use of visual aids to, emphasize important points and specific
techniques; At the end of this lecture you have been told the problems you
might run into, the fine details of sélecting a vein, and the way you should hold
a syringe. Vill you be able to successfully draw a sample from a patient?

\ Probably not. The '"think technique' developed by Professor Harold Hill in

The Music Man worked only because the cast of the play had professional musicians

in it; the technique is not an effective method for teachingﬁa skill."

Now, imagine holding a syringe in your hand and feeling the ,arm of your
patient to find a vein. You are able to feel the texture of the skin, the size
and depth qf the blood vessel. You can sée the appfehension in the face of your
patient. These impressions cannot be taught by a lecturer, but experienﬁing them

‘ will enablé you to become proficient in youf task. You needed active involvement.

The same 1s true in all vocational programs. The student needs the chance to
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interact with the task, to learn by doing, to devel. * a concrete rather than an
abstract expérience background.

In;olvement also stimulates interest and motivation. I creates the potential
for students to examine attitudes and values about the career they are preparing
f;r, especially those which are intangible. Students have always worked for a
correct answer; it is a normal tendency to make the answer come out according to
what it is expected to be. In the medical laboratory the outcomes of anwassay
are unknown, and controls and standards are used to monitor the proper outcome of
the technique. If the control an standard values are not within their acceptable
ranges, the assay is invalid. If only slightly out of range, is the assay still
invalid? Can the results be "juggled" into range so that the assay can be con-
sidered corréct? Is the time involved worth the effort of repeating the aésay?

Is it all right to manipulate the results when a patient's well being is at'stake?

Is it all right to do it even if the patient is not concerned? These ques.

must be dealt with through involvement in the occupation and the attitudes that
are a part of it. They cannot be answered after a lecture on medical ethics. The
student's feelings about them are more valuable, and this internalized reaction
can be more positively influenced through involvement with the real situatién;
VThe’key to the successful use of laboratory is the teacher. With the

teacher's planning and preparation for meaningful activities, the student can

benefit iﬁmeasurably.

What Are the Characteristics of an Effective ﬁaboratory Teacher?

The instructor should have a high degree of competence for these activities

he/she plans to teach. Students are more likely to learn if they have an

/
/!

example to follow. The teacher is this example and must have a/good :ontémporéry

basis of knowledge in the field, theoretical and practical. A rich store of

112



109

personal experiences from whicﬁ the teacher can draw to make teaching mcre
meaningful is also heipful. As a student, have you had the experience of
being taught by someone who was not confident about the subject? How did
that person answer questions about the subject? Was she/he.able to point
out problems that might arise? Could the person explain all phases of the
Eppcept or principle so that you were able to understand? Did you learn?
The teacher who is knowledgeable about a subject area is better able to give
the student confidence in léarnihg, and can make the student's background -
-
experience more meaningful.

The laboratory teacher needs to be imaginative and innovati.e. Principles
and methods are constantly changing within the occupational field, and instruc-
tors must continually expanc and up~date their programs.to keep abreast with
those changes. They must develop the means for increasing their availabiiity
to the student. One instructor found that much time was spent goingvover the
steps for the operation of machinery in the laboratory. Although these pro-
cedures had been explained to the entire class, each student needed individual
help}with certain aspects. To free the teacher from this, Eape§ instru;tions
wer2 developed which followed the principle of the "taped tour" used by méﬁy
museums, and ”walke&" the student through the operation of the machines. (An
eiample script of this procedure follaws.)

Effective teachers must be thoroughly familiar with the equipment in
the laboratofy. This will enable them to offer more meaningful demcnstrations
to the student. They will also be atle to utilize all equipment to gheir
'imaximum ?apacity. The;'should be able to perform minor repairs to insure
operability at all times, and to hglp cut down on operational costs.

In addition to all of this, teachers must be alert and sensitive to con-

ditions in the laboratory, and should have the ability to manage inter-personal
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relationships. They must be able to monitor all activities with respect to

safety and proper utilization of materials and techniques. They need to move

T

. ~
freely through the facility to offer aid and comment as the need arises. They

are instrumental in motivating the student and introducing new values and atti-
tudes. For example, instructors in their conduct and attitude toward the occu-
pation can influence the students' ideas about professionalism. They can talk
abaut neatness and organization within the laboratory, and if they follow this
with their performance of t;sks in a neat and organized manner, they will demon?
" gtrate that this is actually possible. 1If instructors insist that the students
nmaintain a neat and organiéed work area and be;ieve that this will inérease the
quality of their work, they will be able to initiaté a basis for their feelin;s

5
= :

of professionalism and pride in their future occupation.
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SCRIPT FOR "WALKING TOUR'" ON CHANGING RIBBON ON ELECTRIC TYPEWRITER

Changing the Ribbon of the Mickey Mouse Typewriter, Model Electric 3500

" You shnuld be sitting at a Mickey Mouse typewriter, Model Electric 3500. If

you are not, ﬁlease rewind this tape to the beginning and pick up a tape which is
for your tyﬁe of machine. : ' \\“\

Is the switch of your typewriter at the "off" position? (pause to give tihe\
for student to check). .If it is not, please put it at the '"off" positioﬁ. (pausé

again). Do you have a new roll of ribbon? If not, please turn off your tape

'
\

player and pick up a new roll from your instructor. Be su-e you ask for a ribbon
which will fit the Migkey Mouse, Model 'Eleccr_ic 3500.

We are now ready to change the ribbon for-ouf machine.

Removg thé top cover by pulling it upQ (pause to givé student tima)

Wind the worn ribbon onto the left or right spool by'tufning}jt with your
forefinger. (peice)

Pull out the spool catcﬁ which 1s the:metal piece which seeams to be holding
the ri?bon in place, remove the empty spool. (pause) _ K

Free the end of tiie. ribbon from the hook‘and draw it out from the spool:
(pause)

Set the ribbon'color selector which is the small black lever to the right of h
your tab key so it re#ts_oﬁ red. (pause) | |

Press dmxx(w);he shift lock key ‘to expose the ribbon in the guldes in

" the center of the machine. (pause)

Disengage the ribbon from these guides. (pause)
Now, remove the spool of old ribﬁon. (pause)
Place the empty spool on the left spool shaft. (pause)

Place the .new spool on the right shaft with the red part of,the'ribboﬁ onz
» - ‘r .
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the bottom. Be certain that thgésbool is solidly seated in its position. You
should hear it sﬁap into place. If it does not snap, re-position it and tr;
agéin. (pause) «

Unwind ribbon from the back of the spool. " (pause)

Hook the end of the unwound ribbon'tOfthe empty'spool and wind several
turns until you are sure that the ribbon does not slip off tne spool. (pause)

Hold the ribbon with both hands and put it into the guides at the center
.of the machine. (pause)

Tighten the slack in the ribbon by turning the spool with your forefinggr.
(pause)

Replace the color selector to Fhe black position. (pause)

' Replace the shift lock to its original position, (pause)

Replace the top cover by allowing the two posts on each side of the

cover to fit tightly in the holes at the top of the machine. (pause)

Before you remove this tape from your tape player, please be sure

to rewind it to the beginning- Thank you.

Eg{g: This procedure can be used for any number of operational
processes. The pausing aﬁéer each step should give the studént enoughrl
time to complete the operation, but it should not be so long as to make
the operation time consuming. Realistic timing gan be achieved if the
taping is done at the actual site with the 1nstructor following the:

T stepé at an unhurried pace; ihe~scfipt s@ould_be field testedlby

students to insure that all steps are covered and all terﬁinology is

understandable.
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Instructional Objective 4.2

The’ learner will identify steps for effective laboratory pIEnning and-
formulate a model to implement an effective laboratory experience in a

unit of instruction.

Learning Activity 4.z-a

Read béckground material, "What Goes Into the Planning of

o the Laboratory Experience?"

Learning Activity 4.2-b

!

Select an aspect of your vocational area which can be
effectively presented wusing the laboratory. vPrepare your
plan giving objectives, activities, student participation

‘ . and testing procedures.

. LearningActivity 4.2-c

Foq.fhe experience planned in Activity 4.2-b, design a
workshéet‘which includes purpose, mate- als neeaed,

operational steps and diagrams as needed, and questions
which will enable the student to draw cbnclﬁsions about

the exercise.

What Goes Into the Planning of the Laboratory Experience?

h .. The léboratory facility must be planned to allow for optimum use and

» ) ’

minimum-inconvenience. It should also be planned with program objectives in mind.
. Equipmént sif"lou_ld be ‘installed for maximum efficiency, and materials must be easiiy

accessible and logically placed. In this way the teacher can demonstrate that
: é,’

organization is esseﬁfial, thereby "‘encouraging good work habits.

ERIC - . N 117~
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Because materials are such an important part of instruction, an-inventory

must be kept to insure their gvailability during class time. Ordering of

3 - i .
‘supplies muet be done reguiarly, and provision made for delivery well in advance

of their use.
. & ’ . ’
Planning is not confined to administrative matters, however. Experiences
must be sequenced to aséure that instruction moves from the simple to copplex.
You cannot sew a dress unless you are able to first sew a stréight seam. A task

analysis should be made before this part of the planning tc insure that.all steps
are c;nsidered.

Ti;ing\mpst also be taken into #ccount. The length oé the experience must ..
_be plﬁnned'to asspré that it is not fraogmented and the student should be able to
complete the exercise in the ti;e.aliotted,‘ Steps should be taken to minimize.
the time taken fcr setting up and disassembling equipment;:sbtaining materiéls,
and cleaning uﬁ; Time should be availablé for explaining pertinent points befoie
the activity and for di;cussing outcomes at the end Af the expériénce.

Wriét;n directions, such as thé example which follows,~shoﬁidﬁbg giyen to

v

the student to insure that all steps of the'procedure are understood. This hand-

out should include a list of the material to be used, illﬁstrations and directions
for clarification of‘specific'operations, an explanation 6f the purposes of the
#ctivity, and student objectives. It can also inﬁorporate quaétions and/or a
summary sheet to be wofkéd with upon coﬁpletion of the activity. All this infor-
mation should be distributed4prior to the meeting time of the laboratory to allow
each student to familiarize himself with the agenda. This will minimize the tiﬁe
n:eded to explain the activity and allow more time for the actual work.

Procedures must be :ried out prior teo the'time'the student will work with
them; fhis will uncover safety féatures which must‘be mentiéned and points where

s A . : :

problems might occur. This practice will also insure operability of equipment,

availability of ‘materials, and workability of projects.- Inuaddition, amounts of ~

18
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' supélies needed .can be de;ermined and distribution”pethpds can be déveléped
to reduce waste. If the written direcgions that are to‘%e given t@e'stugents
are used at éhis time, judgment can be made as to their clarity and logic.

‘ Planning for the learning activity also involves knowing the types'of

®laboratory experience that can be offered the student.

Example for Learning Activity 4.2-a

Written directions give all steps to be followed for successful completion of a

IS

- -

;laboratory-procedure.

. 1 ,
HOW TO USE HAND SNIPS R

. " Objectives of Unit

1. Tp explain how to make straight cuts with straight, combination,

or bulldog snips.
2. To explain how to notch metal.
T-ois and Equipment

Straight Snips Trojan Snips

. Combination Snips Compound Lever Shears
Bulldog Snips . Hawks'-Bill Snips
Circular Snips Open End Wrench
Aviation Snips, left and right hand Hammer, Chisel, Lead Cake

A. Making Straight Cuts with Straight Snips, Combination
Snips or Bulldog Snips

1. Select the proper snips.

NOTE: For nild steel 22 gage'and lighter, use either straight
g or combination snips. For 16 to 20 gage mild steel,
use bulldog snips. ‘ ~

A —3
D. Kidd and G. Leighbody, Methods of Teachingfshop and Related Subjects, -
'Albany, NY: Delmar Publishers, 1955), p. 73.
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2. Inspect the snips td see
that they arg properly
adjusted.

NOTE If adustment 1is
necessary, refer to "0111ng
and Adjusting Snips." °

" 3. Grasp the snips in the
right hand arid the narrowest
-part of the sheet in left
_ hand.

NOTE: Rest the snips and
sheet on bench if neces-

sary.

4. Open the blades of the snips

: as far as far as conveniently Fig: Making a Straight
possible and start the cut at Cut

the edge of the sheet.

NOTE: The snips should always be held at right angles to the
sheet to be cut.

5. Cut the sheet by élosing the blades just short of the full
‘length to prevent leaving jagged edges.

NOTE: The length of each cut will be determined somewhat by
‘the ; gage of the sheet.

6. Start the snips at the extr.ae end of the preceding cut.

7. Finish fhe cuf,:keeping the snips on the line by changing
the direction of the snips if necessary.

Y

Instructional Objective 4.3

The learner will identify'different types of laboratories and modify each

for use in one specific ggcational area.

Learning Activity 4.3-a - ' : " r

Read the background-ﬁa;erial, "What Types of Laboratdries»

Are There?"

Leerning Ac¢tivity 4.3-b . N

Modify a type of laboratory you Héve never used before to teach
th .
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a concept in your vocational field. Prepare a plan r -such
an expérience and analyze the a&vantages and/or disadvantages

of using the different process.

o

What Types of Laboratories are There?

I. Experimentation and Skill Building

~ This is a form of laboratory used to verify or discovér facts and to~
develép specf%;c skills. The objectives of the experiment-will detgrminé the
task or experience. 'The student will show that metals melt at high temperatures
.and determine the temperature at which iron .melts," or "The student will be able
to operate the smelter using proper'safety equipment.b Often both objectives can
be cémbined and the experience can perform a dual purpose: 'The student will
prepare wet mounts, using non;:l saline, 27 sodium chloride and distilled water
to demonstrate the susceptibility of red cells to their environment." Here the
student verifies a physical property of the blood cell and prhntiées the prepara-~
tiqp of wet,éounté. |
The teicher should staté'the purpose of the lesson and show its relation-

ship to the theory taﬁght previously. The teacher then demonstrates those areas
which are unfamiliar to the étudeﬁt. "t is possible to rchange the '"givens' to

-

allow for'a.variety of resu1L>,‘ This enhances the opportunity for the student
to analyze thehprocedure anrd 1% conclusions about the experience.

Upcn completion of the activ%fy, the‘student; write a report or complete
a summary sheet to record their findings. Discussion of all ouLcomgs allows for
evaluation of each student's results in comparison to peers.

The laboratory experience contains a combination of opeérations which

exist in the actual job, and provision should be made for the repetition of these

operations through other assignments to assure a high level of skill development.
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The student can be given the opportunity for learning by discovery in a
similar situation. This can be done by allowing the studeni to conduct experi-
mentation to vefify a hypothesis. This approach is thought to be extremely
challenging, but it ‘is also more.time consuming, and the‘instructor must- plan
more carefully to insure that progress is made in tge right directiovn. For
exémple, studentg in agriculture might be asked to furmulate and prove hypotheses
about envirommerntal conditions on growth of plants. In Industrial Education, a

learner might experiment with the composition of aggregates to detefmine

qualities of concrete.

II. Task Force Production

This type of laboratory is a modification of the small group production
procesg used in industry. fn its beginnings, mass production revolutionized
indﬁstry with 1its assembly line, but the worker had to péy for this with .
ph;sical and mental problems which resulted from job dissétisfaction. ‘To counter

this, auvtomobile manufacturers developed a team approach to production, where

-
5

a team of workers is given complete responsibility for cSmpletion of major

components of a car. ;7
In the classroom, Task Force Production offers a combination of technical,
0

managerial, and social roles with emphasis on the dévelopment of the student
- 1

as well as the product. Each individual, in a group of 3-5 students snarin,

- common production interests, works in all phases of management, planning, and

i/
production. ' ’ : o

The student is introduced to the concept of’ tagk force production, the

. .

principles of mass production, and the organization of industry. Then the

" student is involved in rermining the product which will be created; each

becomes aware of the ne of the consumer. Grouping of students by interest

-

2
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L4

é product choice is the nexf step. Managemenb,1§~sha;éd by each group member,
and all phases of production are étac;iced-ﬂéesign, select1;§ of ma&erials,
packaging,‘distribution. 4t the end of the production period, ea;h group reports
to the enfife class. Each phase of production is reviewed, discussed and evaI;é-
ted. The end result is more than an écquisifion of psychomotor skills. It
includes development of group interaction and decision making ability as well as
a more intimate understanding of 1ndﬁstry and production.’ The—ﬁlanning and

preparatien for such a laboratory experience is time consuminé, but the.benefits

of the outcomes are well worth the effort.

III. Project Method iu Distributive Education

This method coordinates classroom instruction with selected activities or-

projects related to the individual occupafional objectives of the student. ‘It

attempts to offer outcomes similar to those of cooperative education with more

control-by the teacher as to the pace and nature of the experience. The projects
‘. \ . a

are of four'categoriqs. Directed observations include such activities as viewing
selected films, atfendance at.trade shows, making customer calls with sales

re;:ZEEQtatives, and guided field t}ips. Analysis and evaluation uses case

studies, interviews and surveys, re;dings in trade journals, and comparing profit
*
g { -

and loss statements. Biscussion involves carrying out various discussion tech-

-

niques to expand knowledge of an areé of exploration. This category has the

added .benefit of developing communication skills: Practice allows actual work

N

with nece .ry processes. ™hese include participating in employment inter-

views, and role playing to aid in decision making and problem solviﬁg.

Success of the projéct methcd depends on established criteria. ‘S?ecific
o

objectives must be set for each individual and activity, and adequate time must.\

be allotted to the student for participation in the activities. Evaluation of

each project is made using the Project Training Record, which follows.

. 123
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Project Training Record .

Student Participation Activities

Name of Student Occupational Objective

Project Objective Curriculum Unitv

1

I. Project Description
I1. Dates

A. Assignment Dates

B. Performance Date.

TASK DATE

S W N

C. Individual Progress Reports (Attached)
D. Student Final Report

Date
III. Summary (Student Comments)
IV. Teacher Evaluation and Comments
4
2
Florida State Department of Education, The .oject Plan for Distributive
Education in Florida High School, Tallahassee, FL: Florida State Department ’

of Education, 1967), p. 24. ED 017 712

, « .- . \ 124 e}
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Instructional Objective 4.4

The iearner will modify an existing laboratory plan to include the

components of safety and special needs..

Learning Activity 4.4-a

Read background material, "What Flse Should Be Known about

Laboratory?—Safety and Special Needs.'

Learning Activity 4.4~b

Using the laboratory plan prepared for Learning Activity

4.2-b, prepare a 1-2 page abstract describing the addition

of Safety and Special Needs.

What Else Should Be Known abouE‘Laboratogy?

Safeﬁz

The laboratory attempts to bring the real life situation into the class-

S/ ' ‘
room. At times the classroom is transported to other locations, for example,
the use of a wheat field in agricultural education. In any case the setting,

i

the type of equipment used, the varied materials in use aﬁd storage make
ﬁazards inherent to this type ?f teéching. Therefore, iﬁ is vital thatlsafety
practices be stressed throughout the program. Safety featu;es on equipment
should be explained and used. For example, acid resistant glasses and fire proof
aprons should be required for specific operations{ Safety features of the
laboratory should be introduced early in the program. Special equipment such as
fire blankets and eye baths should be conveniently lucated and‘conSpicuouSIy
labeled, and hazardous materials labeled as such. Students should take an
active part in the safety program. They should be involved in monitoring work

1

stations for safe practices and in testing preventative equipment to insure

125
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operaBility. This type of exposure will encourage good work habits in their ‘

future occupation.

Special Needs

This strategy can offer individualized instruction to the student. It is
.especially appropriate for use with students having special needs, as most
experiences can be easily modified to meet them. For example, a student on
crutcnes can be situated at a work station at the end of a bench to allow more
room for maneuvering. The deaf student can be given written instructions that
include all the explanations; questions and answers which are brought up in

class. Also, the laboratory experience '3 {deal for the instruction’of mentally

£ ,
retarded students.

Instructional Objentive 4.5

The learner will explain the unique features of evaluation methods used

for laboratory activities and develop evaluation devices for respective

laboratory experiences.

k Learning Activity 4.5-a

Read the background material, "EYaluation Techniques:"

| Learning Activity 4.5-b

Using the laboratory plan prepared for Learning Activity 4.2-b,
develop at least two (2) devices to evaluate the laboratory

experience.

Evaluation Techniques

As in other learning situations, the instructor must evaluate each ‘

studenez Although evaluation practices used in other areas can also be utilized

126 = .
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' here, the b'asig of the laboratory experience is practical applicatic;ﬁ, and ’thig
should be reflected in testing and grading methods. '

One,tybe of evaluation is the performance test. It can Be used to measure
accuracy, speed, ability to plén the work, acquisition of"3~skii1 and confidénce
in the use of tools or other equipment. The objectives of the laboratory exer-
cises ghould indicate what willjbe>tested. A task which involves all or most of
the elements to be tested should be planned; For example,ya_procedure which is
related to the occupational area being tested but unfamiliar to the siudent can
be used to test the ability to plan work, the acquisition of skills, conf{dence_
in the use of tools and equipment and good work habits, if the opérations
involved in its completion have been previously taught. This type of test can be
carried out as a laboratory session, and all plgnning steps carried out éo insure
it; successful execution. Conditions for each student should be as nearly identi-

-. cal as possible. If specific operations are to be tested, ‘tvhe instructor :must
observe tne st:dent at work.

= - The scoring system for this type of evaluag;on should be carefully planned.
The standards for the end product should be carefully outlined. Work habits and .

skills must meet a given level of acceptance. A possible method of rating 1is

the use of a scaled checklist, such as the example which follows.
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Example for Lehrning Activity 4.5-a: The Descriptive Form of Rating Scale3

Pup;}s in carpentry are being tested in their ability to install a mortise
lock -in an inside door. The rating, 4, is the minimum which will be approved.

RATING STANDARDS

4 a. Door catch must spring into catch plate easily and quickly
when door is closed.

b. The bolt must turn into place easil& and without excessive
pressure when the key is turned.

c. All screws must be in place.
d. Neither cover plates nor door may be scratched or marred.

e. Cover plate edges must be parallel to edge of door as
'measured by eye.

£. All tools must be used safely.

3 Standards for 4 must be met and in addition:

a. Lock and catch plate must fit snugiy in openings for them.

b. Lock and catch plate must be reasonably flush with wood
surfaces in which they are inserted.

c. Plate edges must be parallel to edge of door as measured
. with rule.

d. Proper care must be given tools while working.

2 Standards for 3 and 4 must be met and in addition:

a. Lock and catch plate must be exactly flush with wood surfaces
in which they have been inserted.

b. Screws must be driven exactly perpendicular to plates and seat’
themwselves accurately in plate openings. ' i

c. There may be no burrs on screw slots caused by screwdriver.

1 Standards for 2, 3, and 4 must be met and in addition no tool marks
may be visible around edges of openings provided for lock or catch
plate. )

3

Kidd and Leighbody, Methods of Teaching Shop, p. 31.
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The understanding of working principles and operations can also be
measured by using pertinent questions in these areas. If an unfamiliar procedure
is used, the student can be questioned on principles which are similar to those
already learned; transfer of knowledge is measured in thié manner. Questions
pertaining to outcomes can be related to upders;anding the workings of procedures
and operations. This process can be used independentl? or in combination with
the performance test.

Another type of test is the practical examination, which differs from the
performance tesf in that it does not use only one complete procedure with a
number of tasks. It can evaluate the student's ability to perform a single
operation, identify objects, analyze a situation or evaluate alternatives. The
procedure for planning this type of examinatiog begins with know}ng eiactly what
is to be measured, and those operations which will measure them. For example,
if the ability to read iﬂformation from a chart or graph is to be evaluated, a
chart or graph will be Qsed. A number of demonstrations are set up at different
stations of the ﬁlassroomz Each demonstration is supplie& with a task which-
must be pérférmed or questions whiéh must be answered. Dufing the testing period
the student moves from station to station, in a given sequence, and with a set
time at each position. If the time 1imit is 4 minutes ﬁer station,'all students
move at four minute intervals. Scoring of this type of examination 1is similar
to that of conventional tests. It is necessary to insure that each task or
operation can be completed in the time limit, and that all students are aware

of the sequence and procedure of the test.

S

L

Evaluation should involve testing by objectives. The objectives of the .

program should be reflected in those of the exercises, and these should be used

4
as the basis of the testing situation.
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ANNOTATED LIST OF REFERENCES FOR. FURTHER STUDY

Bollinger, E., and Weaver, G. Trade Analysis and Courae ganization.
New York: Pitman Publishing Co., 1955.

Describes the methods for trade (occupational) analysis and in this

way determines the operations of each occupation. Gives criteria

for selection of teaching jobs as a vehicle for imstruction. Pro- B

vides methods for organizing the instructional sequence and the ‘)
instruction sheets handed out to the students.

Drawbaugh, C., and Hull, W. Agricultural Education: Approachés to Learning
and Teaching. Columbus, OH: C. Merrill Publishing Co., 1971.

A section about school. laboratory instruction, pp. 141-161, des-
cribes the various types’ of labs existing in Agriculture Education,
such as demonstration, the Experimental-Discovery Method, the Pro-
* ject Method, Simulation, Practice and Drill and Realism. Very , -
extended and detailed approach to the subject.

Florida State‘Department of Education. The Project Plan for Distributive
Education in Florida High Schools. Tallahassee, FL: State Department
of Education, 1967. ED 017 712. - .

Educational Foundations of the Project Method in Distributive Educa-
tien, Curriculum Planning, Categories of Projects and samples of
various projects that can be used in Distributive Education.

Gage, N. L., ed. -Handbook of Research on Teaching. Chicago: Rand McNally
and Co., 1963. ’

A

Basic concepts of the strategy based on research.

Hall, 0., and Paolhcci, B. Teaching Home Economics. New York: John Wiley
and Sons, 1970. ' ' )

The chapter on Learning Experiences is divided into two parts:
demonstration, and laboratory activities by the students. Discusses
planning, executing the plan and evaluating.

Kidd, D., and Ieighbbdy, G. Methods of Teachin&Sh@ and Related Subjects.
Albany, NY: Delmar Publishers, 1955.

Theory of teaching and learning, methods of presenting and helping.

the student master skills and information. Methods of testing skills
and knowledge. .Very good method applicable to all fields of vocational
education.
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Marks, M. '"The Project Method in Action.'" Paper presented at the meeting
of the National Association of Distributive Education Teachers,
Miami, FL, December 9, 19(5.

An analysis of the characteristics of the project method in D.E.
and its relation to cooperative education.

Means, R. C. Methodology in Education. Columbus, OH: Charles E. Merrill
Publishing Co., 196&.

As a part of a survey of instructional methods in pages 46-49,
giving the description of laboratory experimentation stating
procedural eteps, advantages, values limitations, problems,and

examples, -

McClosky, ﬂildred G. ed. Teaching Strategies and Classroom Realities, -
Englewood Cliffs, NJ: Prentice Hall, Inc., 1971. N

Reports written by new teachers. One by Smith involved the methods
in which planning took place. Stimulating, good art work, worth
considering if laboratory is a strategy ypu would like to try.

Mod_rn School Shop Planning. Ann Arbor, MI: = Prakken Publications, Inc.,
1973.

Considerations for effective schoosl shop planning: space, equipment,
1ousekeeping, safety. ’

Oaks, M.. and Weiking, B. ''Task Force Production." Paper presented at
American Industrial Arts Association Conference, Seattle, WA, April
1974,

A speech presenting the features of Task Force Production as
implemented in industry and Industrial Arts. Advantages of
the method; steps describing the process from development of
Consumer Product ideas to final .evaluation.
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CATEGORY: QUESTIONING

!

PERFORMANCE OBJECTIVE 5

-Describe and démoﬁstrate a-variety of'questioning techniques.

Instructional Objective 5.1

The learmer will describe questioning as an instructional strategy
and will distinguish between convergent, divergent, and evaluative
questions.

Instructional Objective 5.2

Given a video tape in which the same lesson i8 demonstrated via two
different questioning sequences (one episode showing convergent

to questioning patterns, the other divergent patterns), the learner
will tabulate the teacher and student behaviors and draw generaliza-
tions based on the results. :

Instructional Objective 5.3

The learner will demonstrate comprehension of queationing techniques
(framing, handling incorrect responses, encouraging nom—volunteers)
by correctly answering formative quiz.items.

A Ls

Instructional Objective 5.4

The learner will demonstrate the use of questioning techniques with
a microteaching lesson, critique his/her own micro-lesson and obtain

.three peer evaluations.

/
-
U\
Co
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PERFORMANCE OBJECTIVE 5 s A 00000

Describe and demonstrate a variety of question’~g techniques.

Instruéfional Objective 5.1

The learner will describe questioning as an instructioni} strategy
— 5

and will distinguish between convergent, divergent, and evaluative

<

questions.

Learning Activity 5.1-a o

Read the following definition of questioning as an instruc-

tional strategy, and the characteristics of a poor question.

WHAT IS QUESTIONING?

As childreﬁ we start to question almost as soon as we learn t3 talk;
we are curioué‘about everything, so we ask what? why? where? when{
Throughout our lives asking questions serves as a primary motivator of
learning. Therefore, one of the most important skills'for the teacher
and the curriculum specialist to learn is effective questioning.

Questioning can be defined as a method of instruction based on the
|

|

use of questions to be answered by the student.
Queétioning is a dynamic process. It is useful art or too{, and

in the hands of a skillful teacher, serves numerous learning purposes.

Good questions stimulate and encourage sﬁudenEQ to question themselves,

bcher.students, and the teacher. Good questions act as a sounding board

agaiﬁst which the correctness or acceptability of ideasvmay be tested, they

promote the aims of the lesson in a concise manner, and encourage discussion.
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Questions ..ay be asked to: elicit simple recall, compare and contrast,

choose alternatives, classify, illustrate ox give examples, or present a-

1

relationship. Other types may ask the students to describe, explain, outline, or

organize ideas in one of several wéys.

What is a Poor Question?

/

_ Manyllessons could be vastly more stimulating and worthwhile learning
experiences if a teacher would use a variety of effective questions and
’questioning techniques. - The problem is developing good questions. After you
design a question, ask it to yourself out loud. See how it sounds. You can
often detect poor questions, faulty terminology, or other flaws if you Feé and
hear the questioq{

The most commonly found poor questions have even been given titles. Some
of these stand out as really ineffective and should be avoided.

1. The Guessing Question. The student is asked to supply an answer
that is only a matter of guesswork:

' Do you think more people own red or blue cars today?

2. Indefinite Question. The student is presented with a question )
lacking definition——1imited in scope and purpose.

What's the stock market all about?

3. The Ambiguous Question. Studenﬁs are presented with a question.
whose meaning is not clear to them. They are puzzled as to what
information they are expected to supply.

What do you like about that advertisement?

4. The Echo Question. The question involves the repetition of one or two
key words of the question.

The answer to Harriet's second question is four. Four, Ethel?

5. The Double Question. The student is asked to answer two or more
questions that are usually interrelated and told to consider them
simultaneously.

lr- What are seven food groups and what nutrients do they provide?

What is the stomach and how does it work?

135
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6. The Whiplash Question. This question starts as a declarative
sentence and ends up with a question.

The function of the mitochondria is what?
Edison invented the electric light in his laboratory at where?

7. The Pumping Question. This 18 a question in which the student is
furnished with some letters or words of the answer and is asked

{ to supply the qest.

Columbus discovered America in......14....?7

8. The YES or NO Question. This question 1s answered YES or NO and
calls for no further response. An additional question would have .
to be asked for more information.

Is an antidOte used to nullify the effects of a poison?

[} .
Would you say that this Bshorthand outline is correct?

9. The TUgging Question. The student is asked to furnish additional
but not really meaningful information.

Now that we héve four words to describe this typewriter, who can
give me one more?

- Who can give me one more word to describe the fabric?

These questions}yill slow up, reduce the effectiveness, and minimize the
impact of any activity you are using. The guideliﬁes offered for use in the
{dentification of those types of questions to he avoided are only your starting
point. PEven with a good, well-worded question, the next phase of questioning to
consider is the askiﬁé of the question. | \ £

Learning Activity 5.1-b: Basic Questioning Catggpriesl ‘ '

" Read the following description bﬁ-convergent; divergent,
and evaluative questioning patterns and answer the questions \( d

in the formative quiz. | ) /

1 :

Adapted from Donald C. Orlich and Carol Mandt, "Developing the Art of
Questioning," unpublished module, Washington State University, Pullman, WA,
1973. (Mimeographed.) -

A g
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DESCRIPTION OF QUESTIONING PATTERNS

Questioning activities can be classified into three convenient categories
.or patterns: (1) convergent, (2) divergent, and (3) evaluative. This categori-
zation is an adaptdtioﬁfof that proposed by James Gallagher and his associates.
If a teagher is to recognize the types of questions being asked of students,
then it becomes ﬂecessary to have a method by wh*ch to tabulate or vetify.that
one is utilizing specified éuestioning patterns. These categories appear to
provide an efficient method fqr tabulating the trends of questions used in a
classroom.

Corvergent Questions

As the term denotes, the eméhasis of a convergent questioning patt is
to focus on a rather narrow objective through the uge of questions,whiczf:ocus'.
on a céntral theme. Convergent questions tend to elicit short responses om
’ students. When a yes or no or very ghort answer is desired, then the teacher
should ask a convergent question. /
" A teacher utiliziﬁg the convergent pattern is probably acking for responses
at the knowledge and comprehension level of Bloo;'a taﬁonomy, but this does not
mean that a Qonvergent technique is “iad." There e;: many situations when a

teacher wants students to demonstrate knowledge or tomprehension of specifics.

In such cases, lower level thinking questioning s;@ategies would be mést

appropriate. What this means then, is that the‘é;proprigzeness of any set of
questioning strategies must be judged solely on{the objectives intéﬁded.
. The Pasic convergent pattei allogs’?ﬁkf:éggher to ask for rather short

&/ length, lqyilevel student responses. There,is usually a single answer or a
limited huﬁber of logical responses. A convergent questioning pattern, therefore,
ia not especiﬁ}ly thought provoki;g, Tor 1is it.appfopriate in stimulating class-

) ;2?m¢4}scu1§iona. If a teacher desires to stress knowledge or ‘comprehension

2 l"-_;:(u". -

\'\._‘ . . -
James Gallagher; Graham A. Nuthall; and Barak Rosenshine, Classroom
Observation, (Chicago, IL: Rand McNally, 1970). |

Q -, 4
Q ‘ T B !1‘37 ‘
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levels of thinking among the students, then the convergent pattern 18 the
most appropriate to accomplish oral or written responses.

Divergent Qﬁeations

A divergent questioning technique is the opposite of the convergent tech~
nique. The focus of divergently oriented questions is very brqad. Rather than
seeking a single focus, one seeks résponses which lead to a sef of foéi or a /

. . ks
spectrum of reéponaea. Divergent questions also elicit longer studenf responses.

Thus, 1f a teacher wants differqnt alternatives or different types of'responaes

from the class, then the teacher asks a question which would be divergent in

nature. _ .

Eliciting Multiple Responses. 1If a teaéher desire§ to elicit a number.of
different responses, then a multiple response technique can be utilized. Basic-
ally such a technique would be as follows: the teacher desires that three or
four students should respond to a particular divergent question. The teacher
asks a question which can be answered with multiple responses, calls on three or
four students, and thén assumes 8 passive role in this mini-discussion.

Accepting Diversity. If a zoal of the teacher is to allow or encourage

novel soluticns and creative responses, then the divergent method 1is appropriate.
When askingkdivergent questions, che teacher must accept a variety of responses
as well as some creative ones. This is the most important concept in the art

of asking questions. To reinforce appropriate ''response behavior,“.a teacher
must provide a high hegreé of positive feedback or positive reinforcement to
each student when appropriate responses are elicited. This in its simplest

form means thaf a teacher may not use "put down" tactics regardless of how
outlandish o+ how 1nappropriate the student's answer may seem.

Evaluxative Questions

The third basic pattern of questioning 1s one which utilizes divergent

&

138




A
y

137

questions but with one added component—-—evaluation. The basic difference
between a divergent question and an evaluative question is that the laﬁter
ha; a built-in evaluation or judgmental set of criteria. When one asks why
something is good or bad, they are requesting an evaluation. However, to
prevent nothing more than a poor collection of uninformed student opiniors,
the teacher should encourage the specificity of the Eriteria used for evaluation.
A major componenﬁ in the evaluative question framework is that the teacher
helps students in developing a logical framework by which to establish evalua-
tiva criteria. The typical teacher comment that, "You're not beiﬁg logical”
giyés the student no basis fo; improvement whatsoever. The teacher must provide
a specific set of criteria or specific items as a model for students to develop
their own specific sets of criteria.
As evaluative questions are presented and student responses elicited,
there will be a tendency for the teacher and the students to desire a classifi-
cation of the evaluative responses. This classification might be a continuum

which will range from 'bad" or "logical' responses to ''good" or "logically

developed"” responses.
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FORMATIVE CHECK
Learning Activity 5.1-b

A series of questions are listed below to aid in diagnosing your anélytic
skills copcerning basic types of questions. Place a "C" in the space provided
if the item is "Convergent'";la "D" if it is "Divergent"; and an "g" if 1t is

“Evaluative." Complete all items, then check your responses with the solutions.

on the next page.

1. What would happen in an office if its filing system'vere not effective?
2. What are three basic methods for artificial respiration?

3. How might agricultural practices in the USA be changed if the country's
population tripled?

4. Why would one select arc welding over gas welding in the fabrication of
art objects?

5. How does ‘a child's environment affect its early development?

6. How many milliliters are found in one-half liter?

7. What are some ways that a consumer of food can influence consumer
choices available at the market place?

8. Explain the need for human relations training by persons in distribution
and marketing? '

9. How do radial tires compare to standard tires in terms of performance,
price?

10. What is the definition of public relations?

140
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‘ Key - Formative Check for Learning Activity 5.1-b
1.° D
2. C
3. D
- 4. E
5. D
6. C
7. D
8. D
9. E
Y
10. D
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‘ Instructio.nal Objec!':ive 5.2 : N ‘
Given a vidéo tape in which the same lesson is/deanstrated via t;:\\\\
. rdlfferent’;uestioning sequences (one episode shoxing'convergent question—\\ .
ing patterns, the other divergent patterms), the iearner will tabulate N
\ ~ the teacher and student behaviotslénd draw generalizations based on the \\X\

results.

Learning Aétivity 5.2-a: Analyzing Questioning Behavior

Video taped episodes will be presented of the same teacher.
To quantify specific teacher behaviors, a series of "check-
iist" types of behaviors are identified below. Tabulate only
one specific teacher behavior or‘technique since it will

be possible to tabulate simultaneously all of those listed.

CHECKLIST

1. Tébulate:the‘interpersonal sequence that is observable between the

teacher and the student. For example, one sequence is teacher - student

(T-S) which means that the teacher called on only one student to respond
to a question. No other student was involved. A second example would

be teacher - student - student (T-S-S) which indicates that the teacher

asked the question and two students responded without any interruption

by the teacher.

Sequence o Tally Totals Percent of Total
T-S
T-S-S

3
Video tapes of any level of convergent and divergent questioning techniques

can be used for this activity. If such tapes are not readily available, they can
easily be produced, using the outline of this activity as format.

o | - L ' 149
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. ' 2. Classify each question that is asked by the teacher according to

the following categories:
Category ‘ Tally
-Memorization. of fact
Application of Principle
Analysis of Event

Evaluation of Judgment

3. Tabulate the number of times that the teacher repeats a student response.

Tally

\\\ 4. Tabﬁlate the number of times that the teacher asks.a question, then

proceeds to answer his/her own question.

\\\ Tally

~ E

. 5. T.;ﬂ)qlate the number of times that the teacher uses a negative form of
AN .
. ’
feedback to the child. Negative feedback would include such terms as
N :
“no," "that\ig uot right," or any other negative associated terminology,

If possible, wriﬁg\the Precise wording‘that the teacher uses.

Tally Episode 1 \\\\ Tally Episode 2

. ™ , . '
6. Tébulate the number of times fﬁ?t\g?e teacher uses positive feedback.

~

For example, "yes," "that is correct,ﬁ\ﬂgood," "all right,”" "o.k."
‘ ~

Where possible-write the'exact positive fee&Back word or phrase that

was used by the teacher. -

< Tally Episode 1 Tally Episode 2
e .

7. Tabulate the time duration of both episodes to the nearest minute.

Episode #1 = minutes

. . minutes

Episode #2 =

143




Tabulate the total number of questions that were asked-by the teacher

8.
in bothlepisodes. Do not make any value judgments, merely,make.a tally
mark each time that the teacher asks a question. . a
Episode 1 Tally Episode 2 Tally
9. Tabulate the number of students who respond to each question. When‘the
teacher asks a question, list the exact'ﬁumbe; of studenis'who respond
to it. Tabulate each questibn geparately. If no one responds to a
duestion, tabulate zero. | |
Question Number ) Number of Responding Students
| 1.
2.
3.
4.
5. i,
6. »
Etec.. .
10. Tabulate the number of nonverbal cues--raisipg of hands, facia; expres-

siond, and the like.

Nonvérbal Cues

Hand Raising -

Happy Facial

Sad: Facial

Chair Rocking

Other | ‘ ‘ 144
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N
11. Clo;;\the number of seconds.that
each puplz\ﬁheg\to respond to the 1 2 3 4 1 2 3 4
teacher. Fér re;;;ﬁxeg\gfde;;one 5 6 7 8 5 6 7 8
second, recorh 6ne ﬂecond.\\\\R\v 9 10.11 12 l9 10 11 12
\\13\14 15 16 13 14 15 16
Formulating Generalizations: - \\\\\\\\\ | )

-

Now that you have collected data concern®ng the teacher beA;;IEYs\QS

(name) during two different questioning lessons (convergent and ~——

divergent/evaluative), make inferences concerning the types of student cogni~

tive responses that are elicited by the questions asked.

7 What learning priorities were demonstrated dugﬁng each c. these question-

ing episodes? /T,,P”’ﬂ’_" "—\ﬁk\\\\

o

3
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Instructional Objective 5.3 ’ ) ‘

\_ ; The learner will demonstrate comprehension of questioning techni\qg\xes
T (framing, handiing incorrect responses, encouraging non-volunteers) -

. t?y'\co_rr_gctly answering formative quiz items. . N

e =TT TN

s\\> T Tt e, :
Learning Activity 5.3-a: Ques tioning Techniques. - - AN

An understanding of questioii‘hg\.tjges and levels (see \\

Tre— \

preceding éctiGities) is but a small part of the-art of
questioning#. 1f teachers are to develop a repertoire of
/’ questioning skills, then it becomes necessary to be

4 o aware of several questioning techniques that may be used

/ to shape responses from students. The following question-
ing skills" address themselves to specific kinds of prob-
lems thaﬁ can be prédicted whenever a quéstioning session

is being conducted. Each specific 8kill will be discussed ‘
below so that. the learner may identify ‘(and later practicé)

that particular skill.

QUESTIONING SKILLS

Framing the Question

Ask the question; pause, call on a studemnt. This method is grounded
in the ps&chologicaln principle that when a question is asked, all students will
"attend" to tﬁe teacher communication. Any student in the class might be selec- -
ted by the teacher to respond. Thus, the attention level of the ‘élass remains

high. If the teacher calls on a student and then asks the ques tion, all those

students who are not involved have an opportunity "not to attend" to the

communication between teacher and student. One can quickly verify the latter
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by tabulating the number of questions that are typically repeated by
teachers-who call on students then ask questions. Thus, (1) ask the

question, (2) pause, (3) call on the Students.

FORMATIVE CHECK
Framing Questions

Place a check (V) or X in front of each question that has been properly

framed by the teacher. If you do not 0/) or X a question, briefly explain

‘why. After completing the formative check, compare your responses to those

on the key following.

2. (T) "Charlie," (pause) name the parts of the digestive system."

3. (T) "Nancy, I see you horsing around. Please go to the board and
write out problem six." =

4. (T) '"How do legumei,add"nitrogen to the s0il?" (pause) "Albert?"
5. (T) '"Who knows the function of white spece?" (pause)
6. (T)_’“th would this fabric have to be drycleaned?" (pause) 'Mosha?"

i7. (T) '"What is the difference betWeen a debit and credit?"
(pause) '"Alfonso?" , .

8.- (T) "What is the importance of studying interpersonal relationships in
nursing?" {pause) "Ralph, Peggy, Maria?"

b
TS
-3

1. (T) "What does the term "logo" mean in advertising?" (pause) "Christine?"
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Key - Formative Check for Framing Questions

® 2. Wrong tech .. ue; ask question then call on student.

3. Averse usc of learning situation; poor technique.

5. Poor technique; ask a specific student to respond.

2?
i
Lo
o

o™
>
~

.

*

8. 0.K. This is how you'd get more than one student to
respond. (This will be discussed later in the category.)

If you missed two or more reread the section, Framing the Question;

otherwise continue on to the next section.
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Handling Incorrect or Incomplete Responses.

No matter how‘skillful a teacher is at motivating students, providing
adequate and relevant instructional ;aterials, and asking high quality
qués;ions, there will be one probtlem that affects the questioning session—
1ncor¥ect student responses.

Probing (asking the student to amplify or clarify the response) and
prompting (providing a hint or soﬁe additional information to use in making
the response) techniques may be used by a teacher when the answer seems
partially correct or are sgated incompletely. Basically prompting and
probing are rather easy techniques because a teacher .can reinforce the
positive aspect of the student's response, while ignoring the negative or
incomplete component.

However, when a student verbalizes a totally incorrect response, a

more complex situation arises. First; a teacher has little to reinforce

positively. This means such negative reinforcers such as 'no, you are
way off," "that 18 incorrect,"” all act as negative reinforcers and, depending
on the personality of the child who responds, might tend to reduce that
student's‘desite to respond in a verbal classroom situation. Next, if

a teacher responds very aversely to an incorrect student response, there

is a Qigh probability }hat the "ripple effect” will appear. This effect
d§monst;ates that students who are not themselves the target of the teacher's
av}tsgxstratégy, are in fact affected by what the teacher does to other class
members. There is, of cours., a difference between a positire or supporting
strategy as compared to a,negative or threatening strategy. This means that
when an incorrect respbnse is provided by the student the teacher might attempt

to move  to a neutral probing or prompting technique rather than responding
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[ 3
with the usual "no, that is not at all correct.” . '\ //

What, then, can a teacher do? Since the entire approk@ﬁ/in this
module is to stress the positive, the first decision a teyéher might make
is to analyze the student's verbal responses to determiné if ény portion
of the response can be classified as being wvalid, appr priate or cor;ect.
Following this "split-second” decision making, the teacher must then
provide positive reinforcement or praise for that portion which is inter-
preted as being valid, appropriate, or correct. For example, if the teacher
asks a geﬂeral mathematics question and the student responds with a number
for the answer--which is totally incorrect; then the teacher might state
"your response is in the magnitude of the answer," or '"could yod tell us
how you arrived at your answer?" or "could yod rethink your solution
and take anothe; try at it?" Note that none of these responses are totally.

b

negative, but c: be considered as "néutral." that is, they are not.very

positive either.

If there is one crucial teacher behavior in handling incorrect
student responses it is to avoid being averse or punishing. If you u;e
" a puniqhing type of response asQa teacher thgn you are in fact using_a
“put down" strategy. The use of such a strategy tends to produce nega-

tive reinfo;cement and ultimately provides a residual effect which cause

/s
- L
students to ignore opportunities to respond verbally. }/
I
How can a teacher provide either positive or neutral stimuli and .
4 .
yet elicit an appropriate response from the student? One strategy is to

rephrase the question in a different manner so that the burden 1is at least

-gshifted ébay from the student. As was mentioned previous%y,”if any. portion
of the response 18 correct or appropriate, then_the teacher can begin a

spontaneous prompting session with that student. The teacher carefully
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4

.leads the student with a set of convéfgeﬁt or divergent questions, depen-

~
|

ding on which would be more apptopriate:. |
. ! ! . )

}
|

Accompanying this strategy is a poinE which must be kept well in
mind: the teachér must be careful so that "nor~verbal cues" do not show

th#ﬁwﬂesgteacher is upset'or angry at the incorrect response. Thus, a

.
[y

teacher must maintain congruency of both verbal and non-verbal behavior
. <

when handling incorrect responses. For example, a teacher would not
frown at a student who states an incorrect responge.

Another straﬁegy for helping a student over an incorrect response

& -

fs for.the teacher to-diagnose immediately the type of question and ask
a similar question to the student but of less difficult magnitude--without
making other verbal comments to the student. This is similar to perform-
ing a task analysis on a concept whérein simpler concepts must precede the
more difficuit ones. The latter strategy will be most iméortant where

concept learning is being stressed, e.g., social studies, science, grammar,
/

and hqyanities.

;;at we are recommending is that the teacher react like a computer
programmed for the branching techn;que. This system always allows tﬁe
student to get another set of opportunities to show that he /she does "know''

sdmething.
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FORMATIVE CHECK
Incorrect Responses

Below are four multiple response items. On another sheet of paper, indicate
‘the best or most appropriate response. When you complete all four items, turn

the page to check your responses.

1; A student in your class cries when informed that she is wrong. Which
of the following procedures would you use to help her overcome this
problem.

‘A. Never call on her in the future.
B. Admonish her for crying

C. 1Ignore the crying at.d proceed

D. None of these is appropriate

2. One of your 'better" students has given an incorrect response in class,
B which of the following techniques should be used?

A. Tell the student she is right but correct her privately after class. -
B. Reply with a neutral statement such as. "Would you think that

v through again?" . :

C. Walt for other students to .orrect the studemt.

D. Ignore the response and procece.

d

3. Most teachers "feel" Ehat itfs part of their job to tell a student
' he is wrong because:

A. It appears to be easier to maintain classx..om contrcl in this manner.

B. Teachers are sadistic.
C. Punishment is one form of negative behavior that is absolutely

necessary to good learning.
D. Everyone should experience punishment.

4, A student who has nbt previcusly responded, does 8so todh§ but his answer
" . 1is incorrect. Choose one of the following techniques that you would use
to encourage the student to participate again.

A. Be honest and tell him he is wrong, but do it in a kind way.
B. To build his self concept, tell him he is right and proceed with the
class.
C. Give no value judgment but proceed with cues to help him form a p

better answer.
D. Say nothing to him, »ut ask another student for the right answer.

°o. - 152
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Key - Formative Check for Handling Incorrect Responses

D 1.

B 2.

| A_ 3.
cC__ 4.

If you missed any of the above, reread the section entitled "Handling

-—

Incorrect Responses."

If you responded appropriately to all four items, continue your journey.

”

’
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Encouraging Non-Volunteers .

In most situations, a teacher will not have much of a problem encouraging
students to respond to questionsﬂ To be sure, if teachers carefully note
the atudents who respond, they will probably find that a few students dominate
‘the verbal questioning gegsions. Further observation of any class tends to
illustrate that there are several students who do not volungeer their responses.
If a teacher goal is to encourage verbal responses, then the}teacher must take
the appropriate initiative to encourage non-volunteers to respond. Such
encouragement is most difficult at the beginning of a new term when teachers are
relatively. new to students. As a teacher becomes more knowledgesble of student
interests, it is easier to prompt a non-volunteer since the teacher can utilize
a question that will be in the student's realm of interest. What, then, are

gsome helpful étrétegies to motivate non-volunteers to respond verbally during

MYuestioning session?

The first technique is to maintairn a high positive approach toward the

s..dent. The emphasis must be to allow the non-volunteer student to respond

appropriately or correctly each time that he or she is called on. This means

that the teacher must seek or frame questions which are appropriaste to s_uccesbful

answering py the non-volunteer. Once the non-volunéeer has responded appropriately,

there should be generous positive feedback to encourage the gtudent to continue

such behavior. Further, the teacher might devise a systematitc plan to develop those

questions which require short responses, leading to those questions which require

longer responseé. In short, the teacher progresses from a convergent frame of

reference to a more divergent one. Or, an opposite approach will insure at

least some response from non-volunteers, thus allowing for pgsitive reinforcement.

An initial beginning point might even be to use rather easy evaluative questions,
@

gsince most students respond to questions which concern judgment, standards, or

\
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opinion. Whatever the cause for non-volunteering, the teacher must constantly
strive to diagnose which ve;bhl deficiencies and assets are apparent: This is
not to suggest that a teacher should play the role of the junior psychiatrist,
but rather the teacher sh;uld simply determine if there is an aﬁparent pattern
of verbal deficiencies for specific students,

Another method that can be used to increase non-volunteer participation

is to make a game out of questioning from time to time. One way is to place

students' na: 3 on -ards so that the teacher might draw a card at random, thus
creating a condifion where every student could potentially be called on to respond.
Furtﬁer, if in situations where a great number of hands are raised each time

the teacher asks a questioﬁ, then the teacher can politely ask those students who
are raising their hands to "hold all hands for‘the next three minutes" so that
other students may have an opportunity to respond.. In this fashion the teacher
tends to shape behavior of those students who are adequately reinforced through
verbal participatian.

Impli;it in this sectiun is that the teacher observe and rather systematically
note who isAvolunteering to respond, and to which concepts and in what kinds of
situations. If timé permits, it would even be desirable‘to make a daily listing
of such verbal activities. A teacher could appoint one member of the class to
keep tally each.day. At the end of a week a rather definite set of patterns
would emerge for each student.

Calling on non-volunteers for aversive or puniphment tactics should never
be done. Schooling ought to be positi&e with affective consequences of "appfoach
tendencies’" being emulated.

As a'general rule, the most influential meang by which a teacher may encour-

age a non-volunteer to participate is for the teacher to be sincere and genuine
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in treating each student as a human being. Non-volunteers may have learned
(probably painfully) that it doesn't pay :to say anything in the class because
the teacher will '"put you down" snyhow. No one likes to put his hand in'a
hot fire. No student is going to volunteer for a question if she/hevis geing

to be met with 7?arcasm, witty innuendoes, snide remarks, or good old fashioned

hostility.

FORMATIVE CHECK
Encouraging Non-Volunteers 4

Below are two items. Please indicate the most appropriate response. When both

are complete, refer to page 155 to check yo.r answers.

1. There is a tendency for teachers to csi)l or students who volunteei in
class. Which of the following statements best explains this habit?

A. Volunteers usually give controversl=z! answers.

B. Non-volunteers are the studeuts with less intelligence.

C. The volunieer is easier to identify.

D. Volunteers usually give tk~> response that is most desired by the teacner.

2. A student who is a noan-volunteer is =s%ed to provide a solution to a problem
which 1is being discucsed by the class. The student's answer is appropri&?e
but of minime} quelity. The teacher should:

A. Iguore the student since he/she is obviously ircapable of contributing
to the class.

B. Eacourage ¢r praise the student far the response.

C. Tell the studant, "I guess that 12 about all we can expect from
vou, anyhow!" :

D. A combination of items A and C wculd do it. -

ok
)
o
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Key - Encouraging Non-Volunteers

The most appropriate responses are:
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Instructional Objective 5.4 , . \

The learnef will demonstrate the use of queationing techniques, with a
micrateaching lesson, critique his/her own micro-lesson, and obtain

three peer evaluations.

3

Learning Activity 5.4-a: Microteaching

Microteach a lesson in which you demonstrate your
competency with questioning as a strategy of instruc-
tion. As soon as possible, review your video taped
lesson. Analyze your effécti&eness in utilizing
questioning strategies by writing a self-crigique.'
Turn the critique in to your instructor to obtain
additional feedback; (Inqtructiona.and evaluation

P
forms for Microteaching can be found in Appendix A).

Ask a colieague to critidue your m;cro-leason ualng

the following guidelines: | .

A. VWhat type of teaching strategy (or strategies)
is/are being used?

B. What role is the teacher playing 'in Ehe learning
process?

C. Are the bulk of student résponses:convergent,
divergent, or evaluative? How could you determine
this?

D. What are thg apparent instructional abjectiQes?

E. How is the teacher evaluating the students'

participation?
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ANNOTATED LIST OF REFERENCES FOR FURTHER STUDY

Carin, Arthur A., and Sund, Robert B.. Developing Questioning Techniques: A
Self-Concept Approach. Columbus, OH: Charles E. Merrill Publishing Co.,

1971. ¢

This book presents practical suggestions for teachers in selecting,
using, and evaluating appropriate questioning techniques. The stress
throughout is on writing and using questions not only for assisting
student cognitive achievement, but also as an aid in the building of -
student self-esteem and creativity. -

4

Far West Laboratory. Minicourse 1: Effeéctive Questioningr-Elementaty Level.
New York: Macmillan Educational Services,

A five-week course to improve gkills in framing questiomns, increastng
pupil participation, and use of probing techniques.

. . Minicourse 9: Higher ngnitive Questioning--Intermediate and Advanced.

i

/" New York: Macmillan Educational Services,
A four-week course to aid teachers in presenting analysis, synthesis,

"and evaluation questions.

Hunkins, Francis P. Questioning Strategies and Techniques. Boston, MA: Allyn
and Bacon, 1972.

Devoted to helping:teachers ask questions—-a central behavior of the
discovery strategy--this paperback includes the major thinking of ‘
authorities such as Bloom, Suchman, and Taba. In addition, it offers

the reader examples of types of questions at different levels of question-
ing and suggests various methods for evaluating the effectiveness of g
teacher-student question-asking behaviors.

Sandefa, Norris M. Classroom Questions: What Kinds? New York: Harper and
Row, 1966. '

A little book that classifles questions along the lines of Bloom's
taxonomies of thinking. The numerous examples and self-check ''questions
on questions’ might be particularly useful to beginning teachers who are
interested in explanding their question-asking repertoire.
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CATEGORY: INQUIRY

PERFORMANCE OBJECTIVE 6 o 00000

Describe the inquiry strategy, prepare an inquify "stimulus device,” and

demonstrate the use of inquiry as a teaching strategy.

Instructional Objective 6.1

Given an example of a stimulus device for an inquiry lesson, the
learner will draw conclusions about the unique features of the

inquiry strategy.

Instructional Objective 6.2 N

The learner will define inquiry as a teaching strategy, describe . h
. both teacher and learmer behaviors, and describe the features of

an inquiry stimulus device.

“ Instructional Objective 6.3

The learner will develop an inquiry device which is adaptable to a
group teaching mode, and which is personally conceived and created.
The learmer will test the effectiveness of the inquiry device by

" using it as the basis of a microteaching lesson. ’

Instructional Objective 6.4

The learner will develop a list of topics in vocational education
which are appropriate for the inquiry method and li?t advantages
and disadvantages.

161
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PERFORMANCE OBJECTIVE 6 ¢ 00000

Describe the inquiry strategy, prepare an inquiry "stimulus device," and

i

demonstrate the use of inquiry as a teéching strategy.

Instructional Objective 6.1

Given an example of a stimulus device for an inquiry lesson, the

learner will draw conclusions about the unique features of the inquiry

strategy.

Learning Activity 6.1-a

Read the inquiry device by Judy Boling entitled, "An Induc-

tive Approach to Heat Conductivity in Household Equipment."
. N

From this description of an inquiry lesson, draw your own

conclusions about features that make inquiry unique from

other teaching strategies. Share your conclusions with

other learners doing the same activiry.

AN INDUCTIVE APPROACH TO TEACHING
HEAT CONDUCTIVITY IN HOUSEHOLD EQUIPMENT

by Judy Bolingl
Learning and teaching should cause excitemeﬁ: and interest as well as
fulfill specified objectives. The indﬁctive approach to teaching perﬁits
both student and teacher to be creative and learn at the same time. The induc-
tive method draws teaching away fram'the more stilted teacher-tell, |
student-believe-repeat-do sequence, to one of student-do~discover—learn,
Feacher-assis;-guide technique. Both student and teacher work cooperatively

Lo /1

/.

1
Judy Boling created and field tested this exercise while she was a : S

student at Washington State University, 1975.

o | 162 |
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. and closely in the learning process when inquiry proceeds through an inductively
oriented lesson.
The concept of heat conductivity in equiﬁment is a rather difficult one
for high school students to comprehend, especially if it is "told" to them. |
Teaching the concept of heat conductivity is easier with the use of the induc-
tive method and an inductive device, pan "fingerprints.'" By using the induc-
tive method of instruction, the student has a chance to discover the thermal and
conductivity properties, advantages and disadvantages of different pleces of
household equipment instead of being told specifically which is‘best and t.en
doiug an experiment to prove what the teacher has said is "truéﬁ" . Inductive
instruction allows studénts to‘observe, collect information, and then draw.
conclusions of their own. Students are more likely to remember these generali-
zations if they discover the answers themselves..
. Heat conductivity can be taught by the inductive method with the use of
| -various types of pans and their conauctivity '"fingerprints.' Pan "fingerprints"
are produced by the student in the first phase of the lab experimenf and then
used in the s;cond phase to infer generalizations concerning the heat conductivity
< of the pans. Below.is a brief outline of how tpé inductive lesson is accomplished.

N

;~P//_}Ob]ectives

The purpésg of the <. pment lqb experimept is to allow the student to be
actively involved in the making of the inductive device (pan conductivity

"fingerprints") that will be used to arrive 15ductivély at the following generaliza-

tions. ‘ . f :

f

J
1. Different types of pans conduct he#t at different rates.

. j .
2. Some materials conduct and distriblite heat better than others.

> . | .
. 3. Pans will need varying amounts g'f(r’h‘eat and heat control depending
on their conductivity to ac;om;iiph similar "prints.” R
’ ' Lo _ '
. . 163 o ' e . TN
~
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Procedures
The lab experiment on heat conductivity and pans can be used for either a
high school or college home elonomics class. A lesson on heat conductivity can

be used as an introduction to electrical conductivity if the teach desires.

3

Part I:

Eq?ipment (per range) ‘ ’£> .
a.l Two or more pans of various materials of approximatelj(}he'same

diameter.

{1) aluminum (light and heavy weight)

(2) pyroceram

(3) stainless steel

(4) cast iron

‘(5) porcelain

_(6) glass » ' o
b. Vegetable.oil (approximately 2 Tablespoons per pan)
c. Paper towels
d. Pastry brush
e. Scissors.
f. Tongs - , ' , o .
g. Wax paper
h. Dish cloth and towel . -
Procedure for pan '"fingerprints"
- * a. Preheat burner to'mediﬁﬁ-hiéh heat’ X." N -
b. Cut paper towel to fit vottom of pan
c. Co~* pan lightly with oil (approximately 2 Tablespoons)
d. Plac; aJpaper towel in pan, patting until all of towel is saturated

and nd air bubbles remain .

) ‘>./\164
N. , ' -
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e. Place a pan on preheated burner

f. Record time from moment pan is placed on burner until most of the
towel turns a medium cocoa-brown. (Teacher provides a model for
comparison.)

8. Remove paper towel immediately and place on wax paper

h. Label "fingerprint" with pan type and time

i. Wash pans in hot. soapy water

NOTE: On each sqccessivé trial, leave pan on burner until the paper

towel is the same degree of brown.

Part II:

Class Report. . Before making the pan "fingerprints" the clasf ~an discuss
ithe pans to be used and 1list hypotheses as to how they think the pans will rank
in conductivity.

Upon completion of their pan "fingerprints' the students should discuss
and analyze their findings, construct a table or graph showing tﬁe pan conduc-

_tivity results, and alter and/or evaluate their previously made hypotheses.

Sumsary

The teacher could make the "fingerpriﬂfs" and use them in an inductive
leéson; but the students will experience much more from the lesson if they
actually prepare and collect the data fhgt will be used to draw generali;stions.
Further, the students will undoubtedly identify other variables that affect the
pan "fingerprint" such as time on element, size of pan, thickness of material,
and others. The exercise will.provide a sense of excitement to an experiment

that can induce the scientific - _thod of problem solving to what is +{ten a

dull discussion. v Va

»

Instructional Objective 6.2

The iehrner will define inquiry.as a teaching strategy, describe both
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teacher and learner behaviors, and describe the features of an
. < ‘/

inquiry stimulus device.
) - /

i

Learning Activity 6.2-a

kead the following description of the inquiry approach and

completé the knowledge check at the end of the activity.

THE fNQUIRY APPROACH
There is 1little doubt tha; questioning plays a critical role in the
teaching act.: However, the typical questioning proc 3 is generally conducted
by the teacher, usually for the purpose of finding out which students have
-studied and which havé“not. On some occasions quesgions are asked to help

students gain knowledge from their peers, from their texts, or from the teacher. * ‘

typically]from the teacher#

Recently, a different ;ype of questioning tthnique has become a part of
many teachers' repertoire o? instructional strategiéa: questioning by the
students, not to acquire a éingle faqtual answer, but investigative questioning
to solve important physiéal,kbéhavioral;'philosobhical, and historical pfoblems
in the world aroﬁnd them. Thig investigative pio.ess, inquiry, not onlé invqlves
the student in questioning, but he1ps the student bégin the baeic processes
used in gathering informationm, m§kix meralizations, forming hypotheses, and
testiqg these hypothesrs. Through t. use of inquiry as an instructional

strategy, s;udents learn how to learn. They actively participate in the teaching-

learning transaction. : ‘

Although inquiry as a specific approach to instruction is relatively new

.

in Amefican classrooms, it is certaiﬂly not a new instru~tional technique.
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Both Aristotle and Plato, while using different approaches, made use of inquiry

*‘,in their teachings, skillfully blending questioning with the act of query.

thp Dewey, earlier in this century, also encouraged the: development of the
natural tendencies of the child to inquire. Dewey suggested that school experi-

ences should help students t6 learn how to effectively inquire, instead of simply

helping them to acquire information.

Heiging,Students to Inqgire2
[

The inquiry approach does not étress the accumulation of authoritative
information and facts. Rather, it 18 a strategy that emphasizes discovery
aﬁd problem solving. As such, it is a process, a plan of action that enables
the pupil to discover relationships and cause-effec; variables. 'rhé_ student

is encouraged to utilize the methods of the scientific approach: to observe

‘events, formulate hypotheses, test them through verbal or active experimentation,

analyze and interpret the ;esults, and formulate generalizatiqns.

The purpose of the inquiry approach is to involve the st*dent in the, pro-
cesses which are used by researchers in discovering new knowlé?ge. The student
actually becomes the scientist, the historian, the economist, the business
person or artist and asks ghe questions that researchers might ask. The inquiry
view suggests that students learn most effectively when acting as resaarchers--
actively seeking information, listening to relevant ideas offered by the teacher

and other students, managing their own learning, and being aware of these pro-

cesses. The gtudent participates as both acter and observer.

The Performance of the Inquiry . Teacher

Magsialas and Zevin3 identified eight teaching procedures that they belleved

2
Adapted in part from W. K. Cross, A Minicourse in Inquiry, A module utilized
at Washingrun sState University, Pullman, WA, 1972-1974.
3 : .
Byrowx G. Massialas, and Jack Zevin, Creative Encounters in the Classroom:
Teaching and Learning through Discovery, (New York: Wiley, 1967), p. 25.
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are agsgsoclated with effective utilization of inquiry as a mode of instructionm.
They noted that the inquiry teacher often:

1; plans very cafefully the topics, ideas, and generalizations that the
class may want to explore, and organizes and times the spacing and
sequence of the materials,

2. introduces the initial material that will serve as a springboard
for inquiry and discussion (the preparation that goes into the
constructinn of this materirl can never be overestimgted),

3. challenges and continuously prods the students to explore and test
new alternatives,

4. publicly insists on the communication of beliefs, and asks for the
defensibility of statements,

5. summarizes, recapitulates, and asks for clarification of points ‘
made by students,

6. during times of impasse, ma; raise additional questions which may
help the class to see alternative ways of solving a problem,

7. legitimizes creative expression (in contradistinction to a traditional
teacher who frowns upon ideas that are unorthodox, the inquiry-oriented
teacher constantly encourages the students ''to play their hunches" and
to conjecture; the tearher considers this activity to be the core of -
the formal classroom instruction), and

8. performs several managerial tasks such as recognizing students and
making class announcements.

Remember, the inquiry approach, whether it be inductive, discovery, or

problem solving, is focused on students using their mental processef of investi-
gation through questioning. The student should be the one seeking more informa- ‘

tion, proposing ways of getting'that information, and testing the worth of that
. .

>
- »

168




169

. information in solving a problem. The teacher shoula only participate as a
facilitator, providing necessary additional information when properly asked, and,
in some situatiaons, act as a guide through some very complex ideas. Often when
students have gained sufficient information to develop a hypothesis they think
is conclusive, the teacher will want to provide some additional information

that acts contrary to the student hypothesis.

FORMATIVE CHECK :
Learning Activity 6.2-a

If you were using 1aquiry processes to teach a lesson in your discipline, what
teacher behaviors and student behaviors would you expect to occur in the

classroom?

TEACHER INQUIRY BEHAVIORS " STUDENT INQUIRY BEHAVIORS

Feedback: correct your list by referring to the descriptive program

in Learning Activity 6.2-b

Leaéning Activity 6.2-b

To complete this activity, you will use the program that follows
and the "Inclined Plane” stimulus device which is also included.

Use of the Program

1. Cover the right hand column with a separate sheet of paper as

you read the program and answer the questions.
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2. Write answers on a separate sheet of paper.
3. Check your rzsponses as you proceed through the program

by sliding the cover sheet down tiw: right hand column.
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‘ PROGRAM: - Inquiry
-inquity,has been defined by John Dewey as:
. « » (th. active, persistent, and careful consideration

of any-belief:or supposed form of knowledge in cthe light
of the grounds thax support it and the further conclusions

to which it tends,'

1. Dewey tells us that inquiry is an R 1.
'petsistent, and careful c0nsidetation. : active

2. He intimateé, then, fhat pupils are involved 2.
in an manner rather than in a active

passive fashion.

3. The consideration is not only active, it is also » 3.

and v .

persistent

‘ | careful

4. Notioms to be considered, according to Dewey's

definition of inquiry are "any : . 4,
or supposed form of knowledge." . belief
_ 5. By uaihg the terﬁg | or supposed - S.
form of | Dewey shows that
inquiry works largely with the realm of idiaa. belief
\ knowledge
6. ﬁhen we use our stimulus device, such as the 6.

"Inclined Plane,” we are going to actively,

persistently, and catefully' consider
any beliefs or supposed form of ; knowledge
dealing with the students'bdiBCOvefy of - B

‘ physics principles.
4

John Dewey, How We Think, (Boston, MA: D. C. Heath and Co., 1910), p. 6.
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7. We must remember, to be consistent with our 7.
definition; our approach must be ‘ active - )
not passive.

8. In Dewey's definition, careful consideration of 8.

beliefs and supposed forms of knowlédge'is to ' support
be done in ''the light of the grouhds that

it and the furthér conclusions
to which it tends."

9, In other words, pupils must show ' 9.

for their beliefs and knowledge when they

supply them as answers in ‘ support
sessions. ’ S inquiry

10. Not only must the consideration be in light 10.
of the grounds thatvsupport the belief but conclusions
the further ] to which the.belief

tends must also be éonsidered.

11. In this definition, then, we are required to 11.

look___ ' than the belief or supposed further

form of knowledge to the conclusion to which

that belief or knowlédge may lead us. .

.12. According to Dewey inquiry is an N -1 12,

persistent and careful of beliefs

and knowledge that requires ~ _and

some further v . as to where such active
beliefs and knowledge might lead. " | : "~ consideration
support

conclusion -
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Magsialas and Zevin have also given us

©

" a definition.of inquiry consistent
with Dewey's. It reads:

Inquiry generally aims at the
grounding of belief through the
use of reason, evidence, infer-
ence, and generalization.

13. The common major term in our two defini- ) - |13,
tions 1is . belief
14, The conclusions to which the inquiry 14.

considerations lead are referred to by

Massialas and Zevin as and inference
. generalization
15. What Massialas and Zevin call evidence, 15.
‘ ‘ Dewey called . support

In summing up their discussion on inquiry
Massialas and Zevin make the following state-
ment:

e « o+in inquiry intellectual activity
is always purposeful, moves from
groblem to solution, and entails a
gseries of related but operationagly
distinguishable cognitive tasks.

16. In this statement the authors again stress v 16.
that pupils aré to be involved in an active
manner.
5

Byron Massialas and Jack Zevin. Creative Encounters in the Classroom:
Teaching and Learning Through Discovery, (New York: Wiley, 1967), p. 1.

6
() Ibid
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17. The word "purposeful" is inserted in place 17.

of ' ___and again leads us to the - persistent

notion that inquiry pursues knowledge in an

active manner.

18. You should now be able to write your defi- 18. (1) active
nition of inquiry on a separate answer (ii)'pgrsistent
sheet. On completion see if your definition ' or
contains gsynonyms for the five major notions ' purposeful
listed in the usual answer column to the (111) evidence or
right. ' | support

(iv) conclusions
or
generalizations
(v) belief or

knowledge

If your definition contained all five major notions and seems, in the main,

, parallel in meaning to the supplied definitions,

P R

and
if in the program to this point you had no more than three incorrect answers at

first trial, you may proceed.

If you do not meet these criteria, do the program over to this point. If

you still wo not meet the criteria, see your instructor.

AN
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THE INCLINED PLANE

A Stimdlus Device

(This section provides an example of a stimulus device that will lead students to
an inquiry session in the discovery of physics principles.)'
Study the drawing of the board and nails for a moment before starting the

program. The nails have different points: one sharp, one dull, one medium.

1. The board and nails, prepared as in tﬁe drawing, 1.
are presented to students to focus their problem
att;ntion on a problem--this presentation is
called a "stimulus device.”" 1In inq;lrf

lesson, students are to pursue a

actively.
2. In inquiry teaching, the board and nails would 2.
be called a ’ device. ' stimulus
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3. Read the two page description, "An Intro-
duction to the Inclined Plane," which
follows. This description presents the

development of the stimulus device,
mbtivating questions, and possible

solutions.

AN INTRODUCTION TO THE INCLINED PLANE
by A} Grashe;r7
This lesson can be used as an introduction to one of the six simple

machines—-the inclined plane. ‘It can be uged for any grade but'it is best for

junior high studen;s since it is at ghis level that simﬁle machines are intro-
\ duéed. The set-up is very simple and can be acquired from any”schobl shop. Ybu
need a hammer, a 2 x 4 about 30 cm .ong (or something to pound 3 nails in), and
.3 nails. The nails need some special preparation. The points of each nail
should be ground so that you have different éhérpnessvof points. This can‘be
done by using a grinder from the school shop. Oﬁe point should be very short.
The burrs of the second nail ;should be ground off making the medium poin; and the

\ third nail should be given a long sharp pbint, e.g.: .
w©

'
I

7 :
Al Grasher created and field tested this lesson while he was ‘a student at

Washington State University, 1975. o / :
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) . -
These nails should be driven into the 2 x 4, such that they are of equal =

. *height. The hammer should be kept hidden. Present the 2 x 4, with the ﬁails

in it, to the cléss and explain that each nail is exactly the same.except fogi\'
their points. Draw examples of«the points on the blackboard. _‘ '.*\
Questions that could be asked:
-How can you tell which nail goes with which point?

' ~Can’ you devise an experiment to determine which nail goes with which

7

. :
/ -

point? | ] ./

Ideas such as pulling the nails;out, burning the wood, pounding the nail:
all the w#y through, etc. ;h0u1d;be thought of as valid means but physically
impoésible (invent excuses). Tﬁe student should come up Gith‘a means such that
each néi{ is not viewed. The best solution is to pound each nail with the sam;
force and thg nail with the sharper point (or smallest grade) will éo,in easier.
Do ,this and show the sharpness of each nail.

After discovery of this principle, ask these question;:
~What hypothesis or general princ;pal can y;u formula;e?

-What common objects use this principle? (axes, knives, wedges, etc.)

Then explain how a nail is like an inclined ﬁlane. (Cross section of nail:

L ~. ) and discuss the ease of rolling a heavy drum up a long
grade onto a truck.

i\
The general priﬁcipié\can be stated: The ;maller.the grade the easier it
is to do work. ‘ |
OPTIONAL: If you take a fourth 8~penny nail without the burrs ground off,
it should go farther than the middle nail and poséipiy farther thag £Fe sharpest. -
This is because this nail cuts the wood making it go down easier than just

¢

separating the wood as the smooth pointea nails do. This nailefoulé be like an

unknown nail and the students will try to guess how éhe sharpness compares. After

- -

you pull it out and show tre grade is about the same as the second nail, you can go
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axe should be paper thin because it will make work easier.

into consideration the use of the

into a discuss f the structure of the use of the object.

~

Iﬁeoreticaliy an :

But you must take

don't use a knife to chop down (A" trke, althodgh it is very sharp!
. prgs .

. _ - .
) 4. The question pré@énted to motivate the stddy
‘ h 3

of this ) X device might be: How

. , “can you;tell which nail goes with which

pgint?

5. Consiétent with our definitions of inquiry,

pupils are to pursue this problem;_

. . in order to arri@e at certain . .

o . N

J. Richard Suchman, in describing the initiation
of an 1lnquiry session, describes it in the following
' way:

An inquiry session normally begins with the
presertation of an event which serves as a
stimulus and focus or study. The event is
one which is at variance with the student's
expectation of what should happen. This ~p
discrepancy gives him a powerful motivation
to inquire, to seek an explanation that will
elimingte the discrepancy.' The event also
focuses his attention upon a limited portion
of the wgrld which he can more easily
analyze.

. 6. qutead of stimulus device, Suchman utilizes the

‘ ‘. " word , which hs says serves as'a E

focks for inquiry.

7. He says that this eventjahould be one that is at

N,

|3 N;// ' . .
e with the student's expectations.

-~

8

ect.\\zhis 1§™the same reason that you

hS

5.

o~

stimulus

actively
conclusions or

infereunces

variance

J. Richard Suchman, The Elementaty School Program in Scientific Inquiry,

(Urbana }L* University of Illinois, 1962).

o o« .18
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10.

11.

12.

His reasoning for this discrepancy

is that it will provide the student with a

powerful to inquire.

In using the inclined plane and the question
posed 1in fra;e 4, we are providinz the

or stimulus Suchmsn says is needed
to motivate inquiry.
The in our gtimulus and question is
tha* the nails each have differgpt points and
the students are to decide how to det=rmine
how the péints differ.
This type of digcrepancy will the
pupils to seek an explanation for their
choice.
We may say, therefore, that the board and

nails are a coupled with a

question that is at with the

usual order of the »upil's classroom expecta-

tions. This discrepancy will
&
the pupils to inquire in order to find

answers satisfactory to themselves.

179

8.

variance

motivation

9.

event

10.

discrepancy

‘11.

motivate

12.

- stimulus
variance

motivate

The references at the end of this category list sources which provide more

depth on the use of inquiry as a teaching etrategy- This category cannot, and

ices not attempt to, cover the field. Rather, it p}ovides an introduction to

the efrategy and hopefully stimulates further veading by the learner.
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Instructional_ggigccive 6.3

The learner will develop an inquiry device which is adaptable to a group
teaching mode, and which is perqonaliy conceived and created.
The learner will test the effectivenesas of the inquiry.device by us

as the basis of a microteachine lesson.

1

learning Activity 6.3-s

Using the stimuius devicea”enCOV. .+ earlier in thie
category (Heat Conductivity in Household Equipment,
Learning Activity 6.1-s, and Inclined Plane, Learning
Activity 6.2-b) as examples, create a uséble inquiry

Jevice which mects the following criteria:

1. Usability and Appiicability
-gr;de Jevel specified
tgsubject matter specified
. . —alternatiQe vses of device specified
2. Design foilows inquiry method
2 Apparent care in production

-materials are c¢ :plete, readable, and usable in
their present form

-materials are ready for use by other teachcrs

-specific and clearly understandable directions are
21cluded for both teachers and students

TIPS ON CHOOSING IN INQUIRY TOPIC ‘
Although inquiry may be valuable, it is but one of many teaching met. »ds.

A teacher must ultimately make the de "ision whether the materiél, topic, or

o o | 150
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. conccpf can best be learned through-large group instruction, smali group instr.c-
tion, and/or discussion and independent study, or through inquiry sessions, or
simulations. Edwin Fenton, noted social sc’ uce educator'who emphasizes . quiry,
wrote that prior to determining methods, a teacher should ask the following
questions:

1. What content and purposes could students of different levzlc of
ability learn and accomplish for themselves with little or uo
help from me?

2. What content and purposes require motivation, xplanation, demon-
stration, or other presentation oy me or by some other competent
person?

3. What content and purposes actually reqdiré personal interaction
amoﬁg ztudents gnd betwveen me and the students?

. As you respcad to Fenton's c{uestions, rémember that the teacher's role as
decision maker 1is cortingent upon ° e teac er having a vast set of resources on

which to draw--the first of w-ich is the teacher's own cognitive «nowledge of

methods.

Learning Activity 6.3-b

This activity is designed te % you use the inquiry device
crz2ated in Learning Activity 6.3-a and practice the inquiry
method of instruction with a small group of peers. The lesson
will be recorded on video‘tape for reviewing, refining, and
analyzing very specific teaching processes. Microteaching
aims to divide ine complex act of teaching into éimplef com-

ponents so that the learning task will be more manageable for

' , 9 .
Edwin Fenton, Teachins the New Social Studies in Secondary Schools: An
Inductive Approach, (New York: Holt, Rinehart, and Winston, 19688} ¢, 14§
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the beginner. When you engape in a wmicroteaching lesson you
will focus on a specific asp~-: of teaching: in this case,
"inquiry." (See Appenzix A for microteaching {instruction- and

evaluation forms.)

TIPS ON USING INQUIRY

The following are suggested tips for using inquiry:

1.

Use a variety of inquiry experiences from different sources or projects;
do not use just one mode of inquirv or type of inqui - format.

Make sure that as many students as possible become int.rested in the

‘inquiry; don't pursue a problem if most sfudents are not interested.

54

Don't foster dependency in students by giving too &uch'help; try to
develop the capacity fdr gstudents to learn by and for themselves.
Accentugte, at least occasionpally, the value component in inquiry;

have students thiﬂk'about?f&e desirab?lity and feasibility of taking
individual or group, actioen.

Be positive about students' ideas; do not deny students the opportunity
to see that é given hypothesis may have to be rejected.

Avoid highly artifiéial or trivial problems; try for real life problems.
Try to give students as much responsibility for their inquiry as possible.
Tackle a whole problem instead of just a piece or sggment of a probler
Recognize, however, .h~t it may be r :essary %o sub;divide such problems,
and sub-problems may appeal to different individuals.

rRealize that many students have not been rewarded in the past for asking
questions or for proposing.ideas. Don't -:pect creative inquirers to
develop in just three weeks. It takes a long time for many students to
learn iuquiry skills.

18%
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‘ Microteaching Replay. The playback gives you an approximation of how

you appear and sound to others. In the interest of the efficiency and effective-
ness of the program, you should listen tc or view the recording as soon as
possiﬁle after the actual microteaching session, preferably immediately, but
c¢ertainly no later than 24-48 hours after you microteach.

‘When you critique yourself .tilize the ''verbal analysis' to guide you in
your analysis of the inquiry lesson.

In addition, aék tl:ree of your microteaching "peer students' to give

you written feedback on your lesson.

‘Instructional Objective 6.4

The learaer wiil develop a list of topics in vocational education which
are appropriate for the inquiry method and 1ist advantages and disadvan-

‘ tages of the method.

Learring Activity 6.4-a

Aiter designing an inquiry device and testigg it via a
microteaching lesson, you should have more definite ideas

of what i3 appropriate as- a topic for the inquiry method

{a  we hope you didn't learn the hard way!). In a small
grovp wFtlr other class members (or.individually, if
n:cecsary), brainstorm a list of topiqs in vocational educa-
tion that seen appropriate for the inquiry method. (The
Discussicn category of this module outlines the use of
hrainstorming~-see pa = 76,)

1f thera i3 more "han rne grour compare lists after the

‘ brainstorming activity.
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FEEDBACix °

Compare .ist of advantages and d:sadvantages with the following:

’

Advantages
1. The inquv - ..rategy is likely to help improve and/or increase the pupil's

supply and control of cognitive skills and processes, provided he/she is
+1qvolved consistently with guided inquiry. Greater strength in the process
of iﬁquiry comes from trying to &iscover; 1n_effect, one arns how to learn.
2. Knowledge gained through this strategy is most uniqu 'y personal and is
probably the mosf“péﬁerful (in terms of depth of"uﬁderstanding retentic ,
and transfer, for example). .
3. The inquiry st:iategy producés a sense uf excitement ip students. For
// example, they can get the sense of groping, exploring, succeeding, and
occasionally failing that comes to éll who inquire on their own (scientisfs,
for instance). ‘

4. The method allows a.student to move along paths best suited to his/her own

abilities.

Disadvantages

1. The inquiry strategy assumes a certain readiness of mind for this kind of
learning. Fbr.example, slower students might be confused in attempting to
do divergent thinking, deal with abstractions, find the inter-relatedness of
concepts within a subject, or compo;é what they fird iﬁ either written ox
oral form. More ‘intel_w=ctuall- able s.udent's miz"t monopolize the inquiries,
creating frustration fu£ others.

2. The method is not especially éfticient for teaching large numbers of students.
For example, a great deal of time could be spen* ﬂelping qut one student

;k discover the theories of government upon which the Decla)_ration of Independence .

is based, vr discovering why certain words ar~ speclled as they ar=,

Q S | . 1}3'4
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3. The expectatious in the sgtrategy can be disruptive to students and

teachers who are accustomed to more traditional planning and teaching.
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ANNOTATED LIST OF REFERENCES FOR FURTHER STUDY

Hudgius, Bryce B. The Instructional Proceas. Chicago: Rand McNally & Co., 1971.

An interesting discussion and comparison of discovery learning in
contrast with what the author terms "re:eption learnming." In audition
to describing part of the development of discovery techniques, this
paperback lists the basic educational goals for the discovery '

strategy.

Joyce, Bruce, - . Weil, Marsha. Models of Teaching. Englewood Cliffs, NJ:
Prentice- all, 1972.

Presents a concept attainment model developed from.a study of ''discovery
type thinking" by Jerome S. Bruner and his associates. Its purpose is to
teach students about the nature of concepts and the strategies people

uge to learn concepts. It also describes approaches developed by Suchman

and Taba.

McClosky, Mildred. Teaching Strategies and Classroom Realities. F¥Fnglewood Cliffs,
NJ: Prenctice-Hall, 1971.

Offers fairly d. ailed classroom examples >f discovery appr.aches
attempted by teachers in the disciplines o. English, science, mathema- -
tics, and social studies.

Nor-hwest Regional Fducational T~%oratory.. Facilitating Inquiry in the C -~sroom.
Portland, OR: Northwest Regicnal Educational Laboratory, 1973.

An i-srructional syst:m based especially on the work of Dr. Richard
Suchr. ar . University of Illinois, these mate:ials are designed to

asg’. ¢ teachers develop and improve abilitizs 1i: using 18 tactical move:s
that =1low pupils to inquire. The system aids teachers in identifying
what rtudents do when they inquire and how they grow as inquirers. it
alsc helps teachers diaygynose ard evaliurate where individual s .udents are
01 a continuum cf inquirer growth. Th¢ system would be most appr “pria‘ :
for an inservice workshop of some 45 hours of instruct »>n on facil.itatirg
the inquiry procesy.

Pogtman, Neil, and Weingartner, {narles. Teaching as a Subversive Activizz,
New York: Delacorte Pra2ds, i949.

The authors see inquiry as a "survival strategy' needed by evudents.

In an entertaining and thought-prowvoking style, they suggest teacher
behaviors and at itudes to assist puplils in English and other disc?ovlines
in developing critic 11 thinking abilities.
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I Raths, James; Pancella, John R.; and Van Ness, James S. Studying Teaching.
Englewood Cliffs, NJ: Prentice-Hall, 1967.

In a gection on "Teaching Method" this text offers three articles directly
related to discovery: one by Bruner on the act of discovery, one on
teaching social studies through discovery, and une dealing with the
cationale and mystique of the method.

Ryan, Frank, and Ellis, Arthur K. In -ructicnal Implications of Inquiry.
Englewood Cliffs, NJ: Prentice-Hall, 1974.

Another addition tc the rapi”'r growing number of inquiry-oriented texts
and materials at #.. levels ou. Instruction, this "methods' text defines
. inquiry in terms of specific operations applicable to classroom efforts
of helping students, K-12, general knowledge. Over 65 descriptions of
classroom ideas for utilizing the content in a variety of curricular
areas (especially soclal studies) are provided; in addition, the text
assists prospertive teachers in becoming actively involved in inquiry
operations aud hence, in learning "iuquiry'" by becoming inquirers.

The overall aim throughout the book 18 to establish an intimate and
explicit tie between instructional theory and instructional -ractice.

Strasser, Ben B., et al. Teaching “o«ard Inquiry. Washington, DC: National
‘ Educatior Association, 1971. '

Presented in an unusual format, this book 1s written as a resource for
teachers. It deals with "why inquiry," "what people do as they inquire,”
"facilitating inquiry in the classroom,"" and "objectives in inquiry."
Informative and interesting, it enables teachers to use discove.;

teaching in their classrooms. P

¥

Time-Life, Inc. Finding Out. New York: Time-Life Films, 1967.

A film ttat shows the methods by which children can be made tco discover
things for themselves 1n a "sc-entific" way.
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‘ CATEGORY: SIMULATION/GAMES

PERFORMANCE OBJECTIVE 7 ; o0 00000

Descr!»e and demonstrate simulation, games, and role playing as they apply to

»

vocational education.

Instructional Objective 7.1

The learner will distinguish between simulation, games, and role playing.

Instructional Objective 7.2

The learner will identify the necessary elements of a game as they
apply*go vocational education. .

e
N

Instructional Objective 7.3

. The learner will define the roles of the teacher and student in simulation
and games.

Instructional Objective 7.4

The learmer will discuss the values of simulation and gaming as they
apply to vocational educationm.
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PERFORMANCE OBJECTIVE 7 oo 00000 .

Define and demonstrate simulation, games, and role playing as they apply to

vocational educatcion.

Introduction
This category is designe. to provide infcrimation about simulaction, games,
and role playing and how to jiute.rate them intc vocational edupation. Simula-
tions are an attempt to model a portion of reality in an artificial situation.

Educational imes are a portic of reality restricted by rvles, where the

individual who gains the most information becomes the winner. Role playing
i3 a simulated situation where each individual is given a particular rble to
assume. The following diagram ahows that role playing and games are different,

but they may in some cases overlap. It shows that role playing and games both .

fall under the broader classification of simulations.

SIMULAT 10N \

ROLE PLAYING

=




. Instructionrl Jbjective 7.1

The learner will be able to distinguish between simulation, games and

role playing.

Learning Activity 7.1-a

1. Read the discussion which follows on 'Differences Between
Simulation, Games, and Role Playing." »

2. In your own words, briefly define simulation, gar :s,
and r;le playing. \

3. Write a'aitugticn or ¢ ‘iption of a simulation, game,
and role playing for vocational education. folléw the

, characteristics listed in Taole 1 to é plete your

assignment.

4, Use the "Saﬁple Octcomes of Learning Accivity 7.1-a,"”
at the end o/ this activity as a guiueline for developing

your simulatio-, game, or role playing.

DIFFERENCES BETWEEN SIMULATIONS, GAMES, AND ROLE PLAYING
5 Although some éducational trends come and go according to the enthusiasm
oféatudents and educators, this ié not so with simulation. Simulations are an
atthmpt to model a portion of realisy in an artificial situation. They tépro-;
duc; the social, economic, or po;itical.proceaa of particular systems of docial

intkrsction. Students assume roles ir the svstem and *ry to understand how

the’ayatem operates by participating in‘it ags a member, not an observer.1

P S

e -

1 A
0 Darreil R. Lewis, Donald Wentworth, Robert Reinke, and William E. Becker, Jr.

“dutational Games and Simulation in Economics, (New York: Joint Council on
Eccvomic Education, 1974), p. 2.
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A game as defined by Coleman is:

. . . a way of partitioning off a portion of action from /
the complex stream of life activities. It partitions off ‘
a set of players, a set of allowable actions, a segment
time, and establislier z fivamework within which the action
;;//iihes place. It est.blishes what one might describe as a

minute system of acxivii 28, and if the game contains mc e
, than a single player, as wo.at games do, _the game can even

oe desc:ibed as’'a minute social system.

Role playiig is a simulative situation in which students are given i.for-

mation on a particular situation and told who they will b; and how they should

o
.

act, \ ) '

'

. Simulation has;been used synonymously with zamen and role playing. Games

and éimulations may be combined with the fea: s of role playiag for learning
hi

and for using the competithe nature of ga "ncourage student motivation.
The most commonly used term in the mater'il. . ailab’ on the market is
"Simulation Games.' \K

. ™.

The'folléazﬁk table shoys the cha- - ‘e*ics of games and role plaving and

-

how each strategy is a part of the bro:. cateégory of simulation.

!
i

’
-

'~ James Coleman, "Academic Games:and Learning,” National Association of

Secondary School'Principala.nSZ,'No. 325 (Fe?rugry 1968), 62.

o .

1
:




CHARACTERISTICS OF SIMULATION, GAH@S, AND ROLE PLAYING

SIMULATION

TABL.

GAME

ROLE PLAYING

A. MOTIVATION INCENTIVES

O

Subject matter generates enthusiasm
for or commitment to learning in a

subject area or in a course, or to

learning in general.

The scoring system provides rewards
which depends on the results of the
players' decisions.

Players visualize themselves in
another person's situation which
is not threatening.

B. RULES

1. A clear statement of objectives.

2. The situation should be
realistic.

3. The situation should be
simple.

4, Should be a non-threatening
experience,

1. A clear statement of objectives.

2, A set of rules which should be
followed.

3. The agreement of all players to
abide by the rules and objectives,

4, A procedure for critiquing or
-evaluation.

1. A clear statement of objectives,

2. Allow sufficient time to complete
role playing.

3. Situation should be simple and

spontaneous,

4, Should deal with human relations.

C. LEARNING EXPERIENCES

Focuses upon the development of per-’

sonal and technical skills of super-
vision and decision making.

Student interaction in which verbal
and interpersonal skills are
developed.

Stimulate thought or discussion of
different ways of approaching a
problem, situation or controversial
matter,

F

D, DESIGNING EASE

More difficult to desiga than role
playing as the consequences of each

" possible combination of players' de-
‘cisions must be built in., Must real-
'istically represent resources each
person has available in the real
situation and the value to each
poassible outcome,

193

(nce the rules and objectives have
been defined and agreed upon then

‘there is n~ difficulty in getting the

game into a time limited basis for a
small group.

- prohibit grossly unrealistic be- 9

Easler to design than a simulation
game, Designer need only 1) write
descriptions of each role, 2) state
each player's objectives in general
terms, and 3) add a few rules to

©

havior.
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Sample Outcomes: Learning Activity 7.1-a ‘
Th= following are suggestions only. ’They are provided for guidelines
* .

for developing your own simulation, games and role playing situations.

I. Simulation
Place: Personnel Office (simulated)
People ipvolved: A personnel manager and prospective employee
Situation: The student is interviewing for a position in thé company
dbjectives: A. Students will be able to demonstrate their knowledgé of
proper interview techniques.
B. Students will be able to decilop their personal skills
of talking with a prospective eﬁployer.

. Students will be abie to develop confidence in themselves.

.

V-3
(o}

II. Games’

/

There are numerous commerciaily prepared edwcational games that ¢ould be
adapted to v°cational education. The important fact is that ;here are specific
rules to be followed and there is usually a winner. Poin;s are usually given as
aﬁ incentive to' become the winner. An example of a game follows Learning Activity

7- 2‘-80

III. Role Playing

Situation: A mother trying“to buy a shirt for her son on a Saturday after-
noon at a local department store.

Procedure: Three stu&ents are selected. They are handed a card which
displays the type of person they should try to become. Only
the gstudent pi;ying the rble knows what is on the card.

People involved and roles:

Salespersoa - A man about 25-30, married and has worke at this

store for one year. He is trying to please both sides. <

| 195
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Mother - A ver&‘interesting individual. She is always looking for
a durable product, but at pargain prices.
Son ~ He 1is abqut 17, vargity basketball player, likes to be
stylish and attractive to the opposite gsex. Does not like ‘

the color or style of the shirt.

Objective: The student will be able to identify the problems associated with

a particular situation and describe how he/she would have handled

the same problem.

oa

Instructional Objective 7.2

The learner will identify the necessary elements of a game as.they apply
to vocational education._

Before a game is used to provide the necessary 1nformation'to attain
a behavioral objective in the vocational education classroom, two questions
should be asked. The first is, 'Are they interested?"; second, "Is the game
workable in a vocational education classroom situation?"$

The answer  would then lead to the development ?f a game. However,
there are a few basic elements that need to be defined. The teachef.should
"build a game“ to accomplish the final objective. As described by the

Joint Council on Economic Education, there are six questions relating to’;hé

parts of the game and the criteria used to evaluate the gahe.

196
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TABLE 2
3 Al
QUESTIONS AND CRITERIA

pop—

QUESTIONS PARTS OF A GAME o CRITERIA
1. What is the central Problem ) Clarity
problem presented in Conceptual content

the game? Utility
- ' Relationship to the
real world

T | b
2. What choices are available Choices “Soundness

to players?

3. What are the different moves Moves Consistency
or activities provided for
players?

4. What are the rules of the Rules Lack of distortion
game? Relationship to

problem

5. How is the game .Organization Inclusiveness

organized? Sequencing

Relationship to
choices, moves,

.rules
6. What summary activities Conclusidn ~ Adequacy
conclude the game? ' Applicability
) Relationship to
-y problem
Relationship to
activities
’ ' nes . @
Lewis, Wentworth, Reinke and Becker, Jr. Educational Games and Simulation
in Economics, (New York: Joint Council on Economic Education),1974. p. 32-33. .

ED 095 057
197
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. /' Learning Activity 7.2-a

Using information on the Questions and Criteria Table,

/ develop a game that can be used in a vocational education

area. (Small groups of 3-4)

Sample Outcomes: Learning Activity 7.2-a

SUPER STAR GAME

ot

1. ;The central problem of the game 1is to prdViae answers for questions dealing

:

/ with a vocational area.

/

2./ The students have the choice of playing the game individually or dividing into

“E

, // - competing teams with a maximum number of four.
al' 3.

If a questién is correctly answered, the blayer or team move; their piece

I forward the number of spaces ind;cated on the question card. If the player's

/ or team's piece lands on a bonus question, they are allowed another questién.
-~ I1f it lands on a penalty question, they mihs a turn. Iq,the event that the

/ player's or team's piece lands on a bonus move or pe#alty move, their piece

/ . is 1mmediate1y moved that number of spaces indicated in the block.

4. 'One student will act as the game official. The official will draw a quesﬁion
card_and read the question. She/he will decide if a correct answer has been’
given and then will ;nnounce éhe number of points the question is worth. R
(Announcing.the value of the question ahea&xéf time would allow players to
intentionally give the wrong answer to avoid loss of a turn or penalty block.)

During team play, a time allowance of ten seconds’ for ‘consultation shculd be

given and checked by the game official.

193

’,-"




L

200

The order of play is detérmined and a question is read to that player or Ny ‘

team. Unless special moves or questions are encountered, play cont}nues.

to move back and forth between players or teams. If a quéstiou is not
answered correctly, the néxt player or team has the opportunity to answer

it. When play is by teams, one player should be selected as a spokesperson.
When.questions are written, a point value (spaces moved) shouid be determined
'according to how difficult the question is. duestions at the knowledge and

lcompreﬁension level would be worth fewer points than questions at the

o d

.

application, analysis, synthesis, and evaluation levels.
The player or team reaching the last square first would be declared the
"SUPER STAR.'" At this time, a summary of the material covered would be

useful. Students may then be asked to write questions for use the next

time that the material is covered. ' i
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' SUPER JAR GV
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1 2 3 4 5 6 7 8 9 10|
20 19 18 17 16 15 14 13 12 11
: ‘Bonus Lose '
Question Turn
21 22 23 24 25 26 27 28 29 30
& Bonus
o Question
%0 39 38 37 36 35 | 3% 33 32 31
Bonus
Question
Move 10 .
41 42 43 45 46 47 48 49, 50
Penalty :
: - Move Back
60 59 58 56 55 54 53 52 51
61 62 - 63 64 65 66 67 68 69 70
Penalty |- Bonus
Move Back Move 10
71 72 73 74 75 76 77 78 79 80] -
' Bonus
Question
90. 89 88 87 86 85 84 83 82 81
Bonus
Question
Tor- 92 93 9% 95 9% |97 98 99
Ar‘ Lose Penalty
Turn Move Back
10
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Instructional Objective 7.3’

fhe learner will define the roles of the teacher and student in

simulation and games.

o~

Learning Activity 7.3-a

Read the following discussion about the roles of the teacher

and students in simulations and games. Then complete the
o : g
learning check which follows.

-

| TEACHER AND STUDENT ROLES IN SIMULATION AND GAMES
The vocationai teacher must realize that gaining maximum benefit from simu-
lations and games requireé much preparatiqn time. The teacher must change his/
her teaching role, must be organized, have well stated instructional objectives,
and a supporting curriculum. The ultimate success of the exercise depends on

the teacher more than any other variable.
Iad

The roles of the teacher are listed below to help clarify the above

statements.

Teacher Roies
! » .
1. The teacher must have the game's objectives and the objectives of the unit

o

being taught clearly in mind.
2. The teacher must be flexible to move in and out of different roles, i.e.,
umpire, coach, sympathizer, leader, and final authqrityf

3. The teacher should have a '"'dry run" before using the simulation or game

in his/her classroom.
F

4. The teacher must stop the game while students still have the desire to

“ continue to play.

The students should be familiar with tﬁe activities that are involved in
>

201
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simulation and games. Time should be devoted to its explanation and practice.
The best wdy for the student to understand this activity is to perform a simula-

tion or game and qork out the problems as they arise. The students have well
5 )
defined roles which are listed below.

Student Roles’ . o

1. Tine student should be prepared with a basic understanding to participate in
the simulation or game.
2, Tﬁe student should be willing to assume a participating role which may bef

" a leadership position.

3. The student should be encouraged to maintain good spdrtsmanship throughout

the activity.

4. In order for the simulation or game to be successful, the students must

be serious about their participation.

FORMATIVE CHECK
Learning Activity 7.3-a -

In your own words, list at least three roles each for students and teachers who

particlpate in simulations or‘games. Check your answers agaiﬁst the -preceding

discusgsion of roles.

Instructional Objective 7.4 °

The learnmer will discuss the values of simulation and gaming as they

apply to vocational educqtion.

Learning Activity 7.4-a

P o

Read the following discussion on the value of simulation and

gaming. Individually (in writing) or as part of a group (orally)

discuss t  .alue of simulations and games in vocational education.

o 202
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Develop a 1list of topics or objectives in vocational

education which would be appropriate for use in a

gaﬁe or simulation.

&y

- L THE VALUE OF SIMULATION
’ s

A child can t¥ansiorm a few blocks ‘{nto houses and cars to build a small

community, thus simulafing a’£eh§vior of.adults at work. A chiid relies heavily
on imagination, but seldom develops complex ;easoning for human and political
: interactions. .
. To build a sound knowledge base about a particolar suéjec; does not méan thg.

simulation needs to be complex. The ggmulation should be a mix between the imagin-

ary situation of a child'and serious scientific explorations.

What are some of the values of simulations and, how can they be used to help ' .

build a sound knowledge base? Listed below are the values Cruickshank believes -

m

are the most dominant.

Simulations can be used to:

1. collect data about how pedple behave under certAin lifelike circumstances,

2. condition participants to behave in a certain way,

3. provide experiences not normally available in training programs.

4. permit participants to look at only seiected, simplified, controlled N
. elements of reality rather than trying to look at and understand all of it,

5. permit participants to engﬁge in potentially dangerous threatening
situations without danger and threat, ’ N

6. involve studznts more intellectually and emotionally than most forms of
instruction. B

5

e
Donald Cruickshank, ''Simulation,'" Phi Delta Kappan XI, No. 8 (September

1966), 23.
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THE VALUE OF GAMING

Webster defines games as 'amusement, diversion, fun and sport." Although

the dictionary does not spécifically say 8o, most games are educational. Children

first learn the meaning of rules through games. When playing with others, if a

rule 18 broken, the game will not function as intended.

/

According to Kelly, the following are the values of educational games:

1.

A large amount of decision-makiné experience is condensed into a short
period of time.
There i8 increased interest and motivation on the part of students.

Educational games are more realistic than a textbook and have direct
relevance to the real world.

Games allow students to make decisions, see the effects of these
decisions, and then live with these effects in making new decisions.

5

William H. Kelly, "The Development and Evaluation of an Educational Game to
Teach Specific Aspects of Farm Management Decision Making to High School Vocational
Agricultural Students" (unpublished Ph.D. dissertation, Coimell University, 1969),

‘ p. 37.

2J i
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ANNOTATED LIST OF REFERENCES FOR FURTHER STUDY Q

Andersons Charles R. '"The Effectiveness of a Simulation Learning Game in
TeaChing Consumer Credit to Senior High School %:udents in Comparison
to 38 Conventional Approach to Instruction." Unpublished Ph. D. disser-
tatlon, University of Maryland, 1969.

Thi8 study experimentally tested whether a simulation learning game
might be 3 more effective learning experience than conventional class- e
roo® approdaches in communicating factual information. Student acquisi- '
tion of gome specifically defined behaviors that might be generalized
to 8 comparable real-life situation were also tested. Scores and
ratings between wontrol and experimental groups were tested for signi-
ficance by analysis of variance and covariance. No significant differ-
enc®8 Were found except that the simulation learning game was mo:e
effective yith males. )

Berne, Eric. Games People Play. -New York: Grove.Press, Inc., 1964. o

?his book deals with the psychology of human relations. ''The Games
-~sf Life," a8 the author calls them cover such areas as marital,

'sexXual, party and conculting room games.
b

Bluckers Gwen, An Annotated Bibliography of Games and Simulations in Con-
sum€r Education. Springfield, IL: Illinois State Office of the
Superintendegt for Public Instructiom, 1974.

N

Boocodk, Sarane S. "The‘Effects of Games with. Simulated Environments Upon
-+ geudent Learning." Unpublished Ph.D. dissertation, John Hopkins
- University, 1966.

Thi8 study reviewed the problems of doing experimental research

" on-New eduycational techniques in general and with simulation games
in Particylar. Data from experiments with seven different games
wereé examined. These studies provided empirical evidence of four
general types of learning effects: (1) inducements to student
motivation and learning, (2) vicarious experience, (3) intellectual
leatning, and (4) changes in student attitudes. There is also
existing evidence fo suggest that performance in games is not rela-
trd to performance on standardized tests.

i

Center fOr Vozational Education. Simulation Training for Supervision and -
Decision Making in Vocational Education. Series No. 35, Columbus, OH:
Ohio State University, 1975. o L

Aftraining package for inservice or graduate edycation programs in .
simvlation as an instructional strategy. The series is also aimed ‘
at d§V810ping leadership programs. : ‘

)Y

¢
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Center for Vocational &édwuvaiica. 4n Interaction Simulation: Coordinated
local-State Vocational Educotion Planning. Series No. 48. Columbus, OH:
Ohio State University, 1:71.

A training package for inservice or graduate education programs in
simulation as an instructional strategy. The series is also aimed at

developing leadership programz.:

John -, Richard G. '"Simulation Techniques in Career Development."

_aerican Vocational Journal 45, No. 6 (September 1972): 30-32.

Job experience; kits motiva:ie students to broaden vocational interests.

Lee, John D. "Occupational Preparation for Today and Tomorrow.' Balance
Sheet 53, No. 7 (April 1972): 302-5.

Business education, vocatio-ial education, job training, individual
program, employment gqualification, cooperative ‘education., time block,
relevance, simulations.

. Lewis, Darrell R.; Wentworth, Donald; Reinke, Robert; and Becker, William E. Jr.
. Educational Games and Simulations in Economics. New York: Joint Council
on Economic Education, 1974. ED 095 057

This book i8 an updated version. In updating they also added a section
on evaluating educational usefulness, providing guidelines for game
creation, and suggestions as to how games can best be used in economics.

Mauriras-Bousquet, Martine. "An Educational Technique of Great Potential:
Simulation Games." Prospects 14, No. 4 (Winter 1974):  555-63.

The author briefly examines the types of simulation games and how they
can be used in social sciences, science, mathematics, and vocational

education.

McClelland, William A. '"'Simulation: Can It Benefit Vocational Education?"
American Vocational Journal 45, No. 6 (September 1970): 23-25.

Because of a preponderance of job similarities, the author suggests that
vocational educators w :k for answers in the research nducted on simu-
lation in the Armed Fc.ces t-aining programs.
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Rice, Dick, and Meekley, Richard. Supervision and Decision-Making Skills in
Vocational Education: A Training Report Utilizing Simulation Techniques,
Final Report. Columbus, OH: Ohio State University Center for Vocational
and Technical Education, March, 1970. ' C

Simulation exercises focusing on the development of personal and technical
skills of supervision and decision making. This publication includes four
simulation guides and instructor's manual.

Sax, Saville, and Hollander, Sandra. Games People Ought to Play. Reality Games.
New York: Macmillan Publishing Co., Inc., 1972.

The authors explain games that enable us to break down habitual ways of
"~ xesponding, and free mind and body to what is happening now—-honestly,

directly and deegply.

Twelker, Paul A. Instructional Simulation: A Research Development and
Dissemination Activity.  Final Report. M nmouth, OR: Oregon State
System of Higher Education, February, 1969. ED 032 657.

"’ The rzport describes design techniques, areas of effective applicatibn,
and research directions in education simulation. :

. Instructional Simulated Systems: An Annotated Bibliography.
Continuing Education Publications, Monmouth, OR: Oregon State System
of Higher Education, 1969. ED 041 441.

The report attempts to list the ovy latest references available and
to help readers to develop their own design simulation system.

&,
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CATEGORY: INDIVIDUALIZED INSTRUCTION

PERFORMANCE OBJECTIVE 8 000 00000

Describe and demonstrate individualized instruction techniques.

Instructional Objective 8.1

The leéfner will develop a personalized definition of individualized
instruction and write a rationale and objectives for its use.

' Instructional Objective 8.2 -

. The learner will list and describe the four general types of individualized
instruction. :

Instructional Objective 8.3

When given a list of acronyms of current exemplary programs in individ-
ualized instruction, the learner will list the name, origin, purpose,
‘ grade level, and subject matter of the program.

Instructional Objective 8.4

The learner will describe the seven component parts of a good individ-
uvalized instruction program.

Instructional Objective 8.5

. The learner will evaluate the quality of different types of individualized
instruction materials against criteria of the seven components of individual-
ized instruction.

Instructional Objective 8.6 o

Thé learner will create an individualized learning program for a concept .
or a portion of curriculum content.

Instructional Obiective 8.7

~ The learner will 1list a minimum of five édvantages and five disad-
vantages of individualized instruction.

209
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Instructional Objective 8.8

The learner will describe a minimum of two models for implementation of
the individualized instruction strategy for a course of study.

210 (
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‘ PERFORMANCE OBJECTIV™, 8 ' YY)

Describe and demonstrate individualized instruction techniques.

Introduction
Take a good look at a classrcom of.sfudenfs. Thére they sit, with the
new text that the teacher has chosen in front of each of them. The teacaer
asks the class to begin on page one and read through t§ page 15 for the
following day. By the end of the next week they are all to have read through
Chaptér 3. Now the geacher begins to explain the first assighe& projeét by
lecturing and demonstrating what is ;equired. ‘The te#cher is very good and
the class seems to be starti;g well . . . But check back in & couple of weeks .
. « « Well, the studéﬁts}arg all turned to the same page in the texf, and‘tﬂey
all seem to be involved ig'generally the same stage of the project, right? |
But don't think in tevrms of the whole class (although many teache%s do). Insteéd
" look at individuals. Look at that student, for instance. He séems bored and
his restlessness ig disturbing to the others. Wonder if he could have had the
text alréady réad and the project coméleted by now? Andvthat student seems
unucually competent with the equipment. Would she father experiment with more’
complicatea projectsZ And that iddividual over there seems to/ﬁe struggling
with the reaq}ﬁg material. Perhaps he could be shown or told wﬂat the book
- is explaining as he is also referred for spec;al re;ding instfuctio;. And
look at that studentj-she'; just sitting or else trying tdfappeéf“bqsy. Is
she confused, discoaraged?. Mé;bé there is a problem . . . What is it?" THESE
STUDENTS ARE BEING TAUGHT AS IF ALL SThDENTS WEkE ALIKE, AS IF,éNE TEACHING

APPROACH AND ONE COURSE CURRICULUM WORKS EQUALLY WELL FOR ALL STUDENTS!!!!

. Hey, they aren't and it doesn't--So INDIVIDUALIZE::.

‘ 2ii
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(Every student has.a particulair set'of entry skills, learning styles,
goals, motivations, abilities, rates of learning, -degrees of retention, strengths,
weaknesses, self-discipline, and problem-solving abilities when entering a

“classroom. And to effectively teach each student in ; class, the teacher must
effer a variety of methdds dr stretegies. 'Offering tnis kind of .variety in the
classroom is difficult to do. )

You are probably aware of teaching strategies such as lecture, discussion,
induiry, qnestioning, values clarification; demonstration, field experiences,
independent study,” laboratory, and simulation and games: - Individualized instruc—
tion creates an environment which alloys students to interact with the srretegies
that are best suited to. their needs. | |

How do teachers and students relate in an individualized‘program?

Since individualized instruction is student—oriented, it requires a
diagnosis of student development to determine the kinds of learning experiences
they require. After these needs are properly identified, instruction can be
largely pupii directed and pupil adninistered and, within tne limd tations imposed
by the school's broader time.requirements, learning can be adjusted. to the |
1earner's needs and cepabilities. The strategy assumes that students héve the
ability to work on their own. The instructor will be used for assistance in

"‘ providing materials and learning activities at the appropriate time.

Individualized Instruction.in Other Schools
What Can YOU Expect?

°

’Indiyidnelized instruction has been edopted in a number of school
districts throughout the nation. How have their srudents scored on standar-
dized tests?' In all of the schools studied, there werefno-insrances of lower
test scores because of'individnalized instruction. Some schools experienced
no improvement inhtest scores. ag compared td non—individualized, control
schools. A large number of schdols reported improved scores after individualizéd

1

.instruction was introduced. But all of the administrators and teachers concurred
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. that standa;dized a.chievevnenht tests do not adequately test all of ;heir
- teaching objectives nor all of the resultant student behavior and attitudinal
changes which occured. Such tests do not yet reflect self-concept, independence,
motivatiqn or inferest, and until.they do, formal test results remain ipcompléte.
How have teachers reacted? Most'téa;hers agree, "Its a lot more work."
Teachers also emphasized that they had neQer felt ﬁore satisfied and that they
could never retu;n to a traditional, group~oriented teaching approach. Sone
;eachers, howexgr, continued to feel comfortable in a ciassréom where every
-hild might oe working oun a different task. Many teachers attached failure
~ 1 _ of space, materials, knowledgé of the strategy, and administrative
support.

-

o And how ha;e administrators responded o individualized instruction‘prdgrams?'

Most assert that students become more mature and independent, that less truancy

. results and discipline probleins decrease or disappear al:og(a_;her. \

)

Y The strategy of Indivtdualized Instruction offers a great deal to'the
students of any school district. Turn this page to learn what kinds of programs
are already in existence, the general components and criteri: ior any individua-

; 11 zed instruction program, and suggestions for implementing such a program in

i

a school district.

t
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Instructional Objective 8.1

N The learner will develop a personalized definition of individualized
instruction'and writg a ratibéale and objective; for its use.
Learning Activity 8;1-8 s
Choose a minimum of two sources from the amiotated list of
references aﬁ; complete the exercise below oﬁ a separate 1"
sheet of paper. f
A, (1) Title of Book
Author
. Definition of Individualized Imstruction
Rationale Offered
Objectives ;
(2) Title of Bouk
Author
Definition of Individualized Instruétion
Rationale Offered
Objectiveay _

B. Wriﬁe down your own definition of individualized instruction and list,
in order of priority, what you feel the major objectives of individualized
instrgction’ére. | ’

. Definition
Rétionale
Objectives >

214
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‘ Instructional Objective 8.2

The learner will list and describe the four general typgs’bfvindivid-

ualized instruction. . ' , .

Learning Activity 8.2-a
v Choosing one of the resource books named below, list by

kY

name the four general types of individu#liied instruction
strategiés.

References:

Dunn, Rita, and Kenneth Dunn. Educator's Self-Teaching Guide

to Individualized Instructional Programs. West Hyack, NY:
Parker "Publishing Co., Inc., 1975.

n

Edling, Jack V. Individualized Instruction: A Manual for
Administrators. Corvallis, OR: Oregon State «University, 1970.

National School Public Relations Associétion. Individuaiization
' in Schools. Education U.S.A. Special Report, Washington, DC:
. National School Public Relations Assoc:}ation. 1971.

¥ Learning Activity 8.2-b -

.

Choose a source from Learning Activity 8.1-a other than the
one selected in Instructional Objective 8.1. For each of the
four types, use the suggested outline below to describe the

« 7 characteristics.

Sugges t(_a& Outline

Name of Type:

' Characterisﬁ;és:

Person determining goals A . - - .

-

Person determining objectives ___

Person deteymining materials used

. Person chg osing leaming activities

Person setting pace of learning .

o
o
G
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FORMATIVE CHECK )
Instructional Objective 8.2
Section A

~

Name the four general types of individualized instruction strategies

in upe in education today. I * ' *
A

Section B

Fill in the blanks with shott answers that ‘will appropriately provide
the requested information on the four general types of individualized instruction
strategies in use today. :

1. Type of individualized instruction:

Who determines the goals?

Who determines the objectives?

Who detérmines the materials used?

Who chooses the leérning activities?

Who sets the pace of learning? ,

“ 2. Type of individualized instruction:

Who determines the'gdals? -

Who ‘determines the gbjectives?

Who determines the materials used?

Who chooses the learning activities?

~

Who gets the pace of learniﬁg?

3. Type of indiﬁidualized instruction:

Who determines the goals? . N

Who determines the objectives?

Who determines the materials used?
Co . ) 12
Who chooses the learning activities?

Who sets the pace of learning? .
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Type of individualized instruction:

Who determines the goais?

Who determines the obiectives? : .

Who determines the materials used?

Who chooses the learning activities?

Who sets the pace of learning? °

Instructional Objective 8.3

A

Wh%g given a list of acronyms of current exemplary programs in individ-
ualized instruction, the learner will 1ist the name, origin, purpose,
_grade level, and subject matter of the program.

5 .
Learning,Activi;178.3-a

- <
Read Appendix C (back of the module). Use the worksheet
féllowing to list the name, origin, purpose, grade level,
and subject matter for the individualized programs

named.

3

Ngme

[

~ Origin (Inventor)

Purpose

Grade Level

Subject Matter .

Name

Origin (Inventor)

Purpose

Grade Level .

Subject Matter

217
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LAP

IGE

IMS

- PLATO -

DULUTH PLAN

~ Purpose

Name

Subject Matter

Name

——

Origin (Ianventor)

Purpose

Grade Level

Subject Matter

Name

Origin (Inventor)

Grade Level

Subject Matter

Name

Origin (Inventor)

Purpose

Grade Level

™~
Subject Matter

’

Name

Origin (Inventor)

Purpose

: Grade LeQel

Subject Matter

Origin ‘Tnventor)

Purpose

Grade Level

3
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CRAWFGRD STUDY Name ' : ) v ’

4

origin (Inventor)

Purpose

Crade Level

— Subject Matter

Learning Activity 8.3-b

Instructor: Make a deck of 5 x 8 car&s listing acronyms on one
side aﬁd the name, orizin, purbose, grade level, and subject
matter on the reverse sidé. Have students quiz each other

in pairs until they feel confident, and then individually

~ ask for oral respanse as yod show the acronym cards.

Thus far, you have become familiar with individualizing programs that.
~have already been developed and used in the schools. In organizing individualized
< ) _ o

F:¥nstruction for your school district you may want to incorporate parts of these

prugramns while creating other components on your own.

But do you know when an individualized instruction program is complete?

What :;Itefia should you use to gvaluate an individualized instruction

program and its‘separate components?

'y
What kinds of resources and training materials should you provide to

the teachers of your district?

Instructio 'l Objective 8.4

The learner will describe the seven component parts of a good

individualized instruction program.
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Learning Activity 8.4-a

Read the following material. After you have reviewed

this information, complete Learning Activity 8.4-b.

INDIVIDUALIZED INSTRUCTION PROGRAM COMPONENTS

Diagnosis

Teachers spend a great deal of time trying to pound the proverbial square

peg into a round hol2 because they do not adequately assess the student's
(1) intercits, (2) learning styles, (3) entry skills, (4) motiQation, and
(5) independence.

A student's’interests, motivation, and independence can be determined
by teacher-made questionnaires and vy as many teache;/student conferences
as needed. _Some)students learn best by hearing information, others by
_seeing or reading it, and others through physical manipulation of the
environment. Students differ in styleslof learning, times of greatest

Qf. alertness, thé’length of attention span, types of group work preferred, and
positiveisound factors.

Learning increases significantly if students are taught according to

- their most effective learning style. Similarily, teachers may be tested to
d:%ermine their preferred stylé which usually indicates their preferred teaching
method. .

Entry skills can be diagnosed by a number of standardiz-d tests. Many of
the programs already discussed have tests available for use. In the vocational-
technical education field, standardized tests may “e procured from the state

« - department, counselors, advisory committees, and from industry. Teachers may
assess entry Qkills by using traditional paper and pe. cil tests, student

performance tests, or evaluation of work samples.

The diagnostic profile of a student can become rather copplex, but one

O = ° 220
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"‘ overriding factor should pervade all diagnosis--student interest. In some
cases, this should be the primary basis for determining learning experiences

régardless of test ucores.

Prescription/Selection of Imstructional Objectives

This component foilows diagnosis ififhe gstudent is determining goals and
objectives. If the teacher is determining goals and~objective§ and wishes to
know the student's gkills in relation :o‘those-goals, then diagnosis follows
the teacher's determination of instructional objectives. Prescription alwafs
follows diagnosis. .

During the prescriptive étage,ythe teacher shoqld explain the learning
alternatives that are available to the student. The student may not be familiar
enough with the various learning alternatives or the subject matter to be cog- -
. nizant of the choices open. The teacher should also discuss with students their
responsibilities for choosing learning objectives that are consistent with
their skills, expressed interests, and goals. During prescription the teacher
a

must assist the student in devsloping skills in’choice, planning, and self-
~./ '

observation.

The actual formation of instructional objectives requires teacher skill
"in composing objectives that specify, in detail, what behavior the student is
to do, the environmental conditions for the Behavior, and the criteria for
success; These objectivee can then, in turn, be broken down into carefully
sequenced enabling;objectives that allow a student to proceed step by step -
toward mastery of the overall objective.
Ideally, an individualized program not only deals with cognitive learning
objectives and test measures,vbut also with attitudinal objectives. Also, the
. cognitive performance ot;jectives should span the entire taxonomy and not just

require simple recall of facts aqd_specific information.

7y -}
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Coupled with the preparation of instructional -objectives, is the preﬁar—
ation of pre and posttests and suitable learning activities. These are designed
for pre-assessment to allow for individual differences in Rnowledge, and provide
the proper starting point to the final post-evaluation t6 assess comprehension
of the required knowledge. Samples of both typés will be used throughodt this

category to reinforce their use.

Materials and Equipment

Ideally, every individualized instrqctional unit should incorporate a
multi-media approach so that students may heé?;xsgg, read, touch, and become

physically active. Concepts and facts can be ﬂeielopéd‘through books,

'

£ ’ S ) to
films, displays, cassette tapes, pictures, and other media forms_go fit each-
individual's needs. Such an approach engages all of the senses as it alldws: /

students to select those media forms that correspond best +to their own

¢

learning style. But while the various learning styles must be provided for§

there are no criteria which insist_thét "the fancier the pedia, the bettesf"
Indeed, 1if your district is intending toAindividualize its instructibn, f
teacher prep;ration time and funding will not permit an elaborate filmstﬁ‘p/
cassette pre%entation for every concept. Constant efforts for improvement

and diversification of media should still occur, of course.

\
Suggestéd criteria for the purchase and production of media are as

|
|
follows: |

1. Select the medium which will help teachers accomplish their objectives.
If aéteacher specifies ;hat stuadents are to identify different kinds
1 .
of models from ten slides, they must have practice looking at slides.

Sketches won't do in this case.



2. Select media that allow students to proceed through the unit in
short steps and provide immediate feedback.

3. Select the media which will make it possible for teachers to eificiently
finish producing the unit. Individualization already demands much
teacher time. The process should not require more technical know-how to
administer in the classroom than most teachers can reasonably be expected

to possess.

4. Make sure that a-good number of teachers can use cﬁe newly produced or
purchased uni .. Not all teachers may have the same equipment available.
Some may wish to use only a part of the unit or mage alterations. These’
kinds of teacher adjustments should be possible,

5.' Finally, select mediation which creates thcnmost learning for the léasb

possible cost.

Teaching Methods

Like mediation, an individualized instructional program should employ as
vide a variety of teaching methods as possible in respo&se to the varying learning
styles within any class. Use of the other teaching strategy modules can improve
teacher competencies in these strategies. All teaching strategies Lave their value
within individualized instruction, although soie are more applicable than others.
Lengthy lectures, for example, should usually be replaced by cassette recordings,
work books, and/or film strips which better allow students to learn in steps and
" receive feedback. Some students may occasionally feel more comfortable as part of
a group where the activity is largely teacher directed. Methods éspecially
suitable for individualized iﬁstruction are simulation/games, laboratory, field
exper;ence, discussion, aqd inquiry. In general, teaching methods used within
individualized units should be evaluated according to the following criteria:

1. The intended teaching method should be clearly defined, while the program

223
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“ also allows for teacher adjustment.

2. Methods used should eucourage as much varied reséonse and pgrticipation

on the part of students as possible. Independence and choice making
- should be stressed.

3. Even as students are allowed to select teaching methods which meet their
needs, the choice of methods sh091d be organized so that a student is
encouraged to experience a variety of groupings during a school day:
working alone, with a partner, with a teacher or tutor, in a small group,

in a large group, etc.

Learning Settings

‘Whether anyﬁindividualized unit ultimately "works' is dependent upon the
learning settings, and this component can be the most demanding in terms of
school aﬁa district-wide coordination, funding, and planning. Many highly success-
ful individﬁalized programs deal with a s;ng;e subjéct area and function(within
the self-contained classroom. But many others have resulted in media resource
centers, learning pods_of team teachers organized around multiple disciplines,
learning labs, cgmputerized programs, work study, and cooperative prégrams. New
innovations are continuing to be tested to find what is best for each iearner.
The total learning center specified in an individualized program should méet the
following criteria:

1. It must have th:z general support of the teachers‘@ho work within the
£

structure of the learning setting. Some teachers.don't‘enjoy team

teaching and are dynamic soloiéts while others feel that individualization

necessitates teamwork. . ‘ ;
2, It must organizé>the various inferests and instructicnal styles . into a

number of designated areas in the learning setting and then allow for

student-initiated movement between thése areas.

™
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3. It must make the learning resources easily available to the student.
4 It must provide for a variety of social interactions in a student's

déy.

; .
Ipstructional Time

Flexibility must be the watchword in terms of instruction time. An
acceptable individualized instruction unit is one in which the instructional
time meets the following criteria:

1. A fairly accurate estimate of the average class time takern by a
p&rticular unit must be established, as goon as verification ailows,
to implement planning.

'2. At the same time, students are allowed to establish their own pace -
for completing the unit. If students becomé bogged down, it is an
indication that the unit needs revision. |

3. The 1nstr§ctional time should not be over-committed to the completion

of the basic or required performance objective.

Evaluation

The evaluation component provides crucial "signposts" to both the student
and - the teacher as to where in the program.the student should begin his study,
how he/she should progress through tlhe program, and in which direction should
further study in the next step of the student's development be considered.
Criteria for evaluation measures are as follows:

1. gyery program must contain a pretest and posttest which adhere to

acceptable standards of test construction.

2. The material cited in the pre and posttests must be embedded in the

content of the individualized program. No surprises’

3. The pre and posttests must correspond to the performance objectives

R2H
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and to the %garning activities. If the performance objectives
state that the student will be able to identify six kinds of molds
- from slides, the pre and posttests must requ{re the students to look

at and identify slides.

4. Opportunities for the student self-assessment should be provided
in addition to teacher evaluation. An example: '"Use the followiné )
exercises for further practice untii yéu feel that you have mastered
this skill. Then seé your teacher about going on to the nexf instruc-
tional objective.'" or, "Select the sub-objeétive which was most
difficult to master and ask your teacher for adgitionél practice
materials." |

5. Ideally, the evaluation component should provide the student with

alternative choices for the next step of the individualized instruc-

tion program.

. - Learning Activity 8.4-b

After reading the ‘material provided in Learning Activity 8.4-a,
,/"d complete the following exercise. At least 80% of'the’answers.

must be c;rrect in order to pass Instructional Objective 8.4

of this category.

List the seQen components of a complete individualized iﬁstruc-

tion program. For each component, provide three general

cfiterig for determining the quality of the component.

Suggested Format:

Component:

Criteria: 1

2

. 3
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. Instructional Objective 8.5

The learner will evaluate the qualicy of different ‘types of individualized
instructional materials against the criteria'of the seven componeﬁts of

individualized instructiom.

Learning Activity 8.5-a

Carefully read through the individuali;ed packet found in
Appendix C. Evaluate the quality of the entire package
ﬁccording to a minimum of three criteria.for each of the
seven componeﬂts. Turn in this evaluation to your

N

ingstructor.

Pousible Format: Evaluation of Media Component

Criteria:
’ ____1s satisfied ____Is not satisfi'e'd
. Reason:
Criteria:
’ Is satisfied ____Is not safisfied
Reason:

Tnscructional Objective 8.6

The student will create an individualized learning program for a

concept or a portion of curriculum content.

-

Learning Activity 8.6-a

I4
Select a concept or small portion of content in ypur'subject

s

atea and create an individualized learning program to convey

that mategial. Refer back to the information in this

{

. category and to the sources in the list of references as

neéded. The program should satisfy a mir mum of three
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crite}ia for quality in eacg of the seven -components
of individualized instruction and for satisfactory
completion, the program must contain thé following mini-
mum items:
a. two performance objectives,
b. three instructional objectives,
c. three learning activities and three alternative
learning activities,
d. three open-ended suggestions for independent study, and

e. a minimum of five pre and posttest items.

Learnigngctivi:y 8.6-b
After completing your individualized instruction program,)
exchange with another student in the class. Work through
each othenla program and p;ovide suggeat;nns for improve-
ment accprding to the evaluative criterié alre;dy studied.
‘Revise your packet as you feel necessary. Turn in tﬁe

original version, and any revised sections to your instruc-

tor.

Learning Activity8.6-c

After completion of the individualized instruction programs,
have members-of_the class work through and evaluate theApro-
gram; of the otﬁer members. Turn in the individualized

instruction program to the instructor for evaluation,‘along

with a description of how you would revise your program

based on the feedback provided by the class.

[\
oo
6o
[
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‘ Instructional Objective 8.7
The learnmer will 1list a minimum"of fivg advantages and five disadvan-

tages of individualized instrhction.

Learning Activity 8.7-a

Locate a minimum of two references given in the annotated
list and read the sections dealing with advantages of
individualized instruction. List those advantages common

* to all references.

Learning Activity 8.7-b

(Optional)
’ - After completion of Learning Activity 8.7-a, forﬂ small
~groups (3-5) and discuss the advantages eééh member has .

' found. Make a 1list of the combined advantages for e;ach

member.

'  Learning Activity 8.7-c

Locate a minimum of two references given in the annotated
list and read the sections dealing with problems or
disadvantages of individualized instruction. List those

disadvantages common to all references.

Learning Activity 8.7-d

(optional) ) : .
After completion of Learning Activity 8.7-c, form small
groups (3-5) and discuss the disadvantages each member has

found. Make a 1ist of the combined disadvantages for each

‘ member.
229 | |
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Instructional Objective 8.8

The learner will describe a minimum of two models for impﬁﬁmentation

of the individualized instructional strategy for a course of study.
.

Learning Activity 8.8-a

1,

Obtain the following reference book:

Dunn, Rita, and Dunn, Kenneth. Practice Approaches to
Individualizing Instruction: Contracts and Other
Effective Teaching Strategies. West Nyack, NY:
Parker Publishing Co., Inc., 1972. .

Read Chapter 2.
Make and submit to the instructor & course cutline which
describes a way to implement a strategy to a group of

teachers in an inservice program.

Learning Activity 8.8-b

1.

Obtain the following reference book:

Bishop, Lloyd D. Individualizing Educational Systems.
New York: Harper and Row, Publishers, Inc., 1971.

Read Chapter 13, pp. 248-270.

Draw a diagram of the Professional Teacher Core System.
List the duties of each member in assisting the
implementation of indiviAualized instruction.

Draw a diagram of the Composite Principaiship Task—-Force
System.

List the duties of each member in assisting the

implementation of individualized instruction.
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‘ Leaxning Activity 8.8-c 0
1. Obtain the following reference book:

Hoover, Kenneth H. The -Professional Teacher's Hand-
book: A Guide for Improving Instruction in Today's
Secondary Schools. Boston, MA: Allyn and Bacon,
Inc., .1973.

2. -Explain the purpose of sub-grouping techniques in your
own words and make a list of steps (including cautions,
for a teacher to follow who wishes to move toward individ-

) ualized ‘instruction. |

3. --Submit your work to the instructor for evaluation.

/ ‘ Learning Activity 8.8-d

1. Obtafun the following reference book:

‘ Grunlund, Norman E. Individualizing Classroom Instruc-
. tion. New York: Macmillan Publishing Co., Inc., 1974.

2. Read Chapter 5 and make a list of the elements for the
basic learning guide to individualizing instruction.

3. Study thg list by repeating it, explaining the steps to

- at least two other people, and writing them from mémory
on paper.

4., Obtain evaluation sheet from instructor.

&
e
[
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ANNOTATED LIST OF REFERENCES FOR FURTRER STUDY

/

*Bishop, Lloyd D., Individualizing Educational Systems. New York: Harper
and Row, Publishers, Inc., 1971,

- P

The text'repfgsents an excéllent.balance between conceptual properties
and operational aspects of jhdividualization.

*Dunn, Kennheth, and Dunn, Rita. Educator's Self-Teaching Guide to Individualized
Instructional Progranis West Nyack, NY: Park Pub;ishing Company, Inc.,

1975. - .

‘.
+

This book serves as a self;inatructionél and self-evaluating guide to
managing, observing and evaluating quality individualized instructional

programs, - :

*, .  Practical Approaches to Individualized Instruction. West Nyack, NY:
Parker Publishing Company, Inc., 1972.

This book considers the radionale for individualized instruction, development
and content of inservice training for teachers, descriptions of teaching
methods particularly well suited to individualized instruction, methods of
aggessment of students and teachers, and the development of adequate media

resources.,

Esbensen, Thorwald. Working with Individualized Instruction--The Quluth
Experience. Palo Alto, CA: Fearon Publishers, 1968.

Describes the kinds of individualized instruction programs used and
their effects on students and teachers.

7

Edling, Jack V. VIndividualizéH Instruction: A Manual for Administrators.
Corvallis, OR: Oregon State Higher Fducation Board, Teaching Research

Division, 1972.

Survey and in-depth report of 100 schools using individualized instruction
with emphasis on and recommendations for diaguostic procedures, instructional
methods, evaluation results, problems encountered and recommendations on

implementation procedures.

Gitstrap, Robert L., and Martin, William R. Current Strategies for Teachers.
Pacific Palisades, CA: Goodyear Publishing Company, Inc., 1975. —

This book contains 12 teaching strategies used by instructors. Each
strategy description includes a competency sheet, advantages, disadvantages,
and classroom examples at the elementary and secondary levels.

* \ .
Required for learning activities within this category. . ,

232

v




235

*Grunlund, Norman E. Individualizing Classroom Instruction. New York: Mac-

millan Publishing Co., Inc., 1974.

. - ,
This book provides a description of several types of individualized

instructional programs and describes a variety of specific procedures

for individualizing instruction that can_ be directly. adOpted _or — ——
adapted for classroom use.

Haves, Virgil M. ‘Individualizing Instruction: A Teaching Strategy. New

York: Macmillan Publishing Co., Inc., 1970.

A collection of articles that discuss the nature snd,purpose of individ-
ualization and the ways it can be implemented in the classroom.

*Hoover, Kenneth H. The Professional Teacher's Handbook: A Guide for Improving

Instruction in Toqu 8 Secondary Schools. Boston, MA: Allyn and Bacon,
Inc., 1973. . :

3

The handbook describes a basic framework from which each teacher may
develop her/his own unique instructional skills. The wide variety of
illustrations should enable the reader to perfect a number of instruc-
tional techniques in a chosen field of instruction or specialization.

Kapfer, Philip G., and Ovard, Glenn F. Preparing and Using Individualized

Kim,

Learning for Ungraded Continuous Progress Education. Englewood Cliffs,
NJ: Educational Technology Publicatiens, 1971. 7.

1
;-

"how to" manual that describes specific steps in the creation of
learning packets and entire individualized instructional programs.
Stresses and demonstrates alternative learning activities for different
learning styles, opportunities for '"quest" or independent gtudy, develop-
ment of choice-making skills in the student.

Eugene C., and Kellough, Richard D. A Resource Guide for Secondary School
Teaching. New York: Macmillan Publishing Co., Inc., 1974.

This book is primarily concerned with techniques for improving teacher
style and '‘competence in classroom teaching. A pract}cal approach is
provided throughout the text by the use of examples  of the uses of
discussion questions and exercises.

;

National School Public Relations Assoc.ation. Individualization in the Schools;

Washington, DC: National School Public Relations Association, 1971.

This publication attempts to reveal what is goisg on in individualized
instruction in the schools. Describes the types of programs in operation
and where they are being implemented.:

‘l t

")
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ﬁesearch for Better Schools, Inc. Individualized Instruction. Pullman, WA:
Pullman Public Schools, 1969.

Booklet provides history of individualized instruction, overview of

— — -———-—8trategy and-list-of necessary components. - -~ o eoo- S

¢
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CATEGORY: FIELD EXPERIENCE

PERFORMANCE OBJECT1VE 9 0000 00000

g

Identify and select various field experiences aé instructional strategies.

Ingtructional Objiective 9.1

The learner wili‘identify the various types of field experiences, their
characteristics, and purposes.

Instructional Objective 9.2

The learner will select the appropriate types of field expefiences
that would be best utilized to accomplish various instructional

objectives. o

. @
oo
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PELFORMANCE OBJECTIVE 9 _ 0000 00000

Identify and select various types of field experiences as instructional

strategies,

Instructional Objective 9.1

The learmer will identify the various types of field experiences, their

characteristics, and purposes.

Learning Activity 9.1-a

Read the foilowing intfoductory material and the character-
istics of seven ty'éeé of field experiences. Then.partici'pate
in one of the knowledge reviews which follows. When completed,
go oﬁ to Instructional Objective 9.2,

A script for a slide~-tape presentation oh field experience

is included at the end of this category on page 261. ‘

)
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INTRODUCTION
.
If the goal of vocational education is preparing students for employment
in the real world,lthen providing students with experiences in that world ig a

necessary instruccional strategy for vocational educators. Strategies that

~

utilize experiences in a wqu‘ggxting to achieve educational goals are known as

field experiences; exampleéﬂare:

1. apprenticeships, /
2. internships, '
3. non-pay work experience,

4. work observation,

S

- | 5. paid work experience,
‘ 6. work study, and
7. cooperative vocationél education.
,,Thé rétionale for using the world of work as an educational strategy relates
directly to the objectives of both general and vocétioﬁal education. While voca-

tional‘education.is more‘specifidally related to preparing students for entry and
i B

AN '

advancement in occupations, general education is also concermed .with certain aspects

of the w6¥1d of work. lThe objecfives of geperél and vocational education lend’
themselves to.field experiences in which the student: -
l. becomes aware of the world of work,
2. becomes aware of self aspirations regarding occuﬁations,
3. earns money, -
4. ‘puts theory into practice, and

5. gaiﬂs experiences not available in the classroom.;

1 . . “
R. N. Evans and D. R. Terry, eds., Changing the Role of Vocational Teacher

Education, (Bloomington, IL: McKnight and McKnight, 1971), p. 191.
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Field experiences give students a chance to get out of the classroom and .

into the community. For vocational students, these field experiencés offer several
distinct advantages over other instructionallstrategies:

1. Most field experiences provide direct application of vocational
learnings.

2. On-the-job involvement helps the student to perceive the 'big
picture" in any vocational field.

3. Students become involved with community businesses and businessmen,
improving relations between the school and community, and increasing
contacts for future employment.

4, The variety of field experiences is endless--experiences exist to
meet almost any objective in any vocational field. '

5. Field experience provides quick adaptability to labor market demands.

6. Little capital outlay for space and equipment in the school laboratory
is needed when students are trained on the job.

7. Field experiences help develop realistic attitudes toward job
requirements such as speed, quality, and efficiency.

However, since field experiences are, by definition, away'frbm school,
there are also disadvantages to using these straEegies:

1. At the secondary levél, students involved'in_field experiences are
often deprived of social activities associated with the school.

2. Coordination and scheduling of problems nraturally increase when
institutions other than the school are involved.

3. Getting to the job éite is frequently a problem for students involved
with field experiences.

4. Unless employers are working with school officials to meet student
goals, students might be encouraged to drop out of school in favor .
of a fulltime job.

w

5. Field experience programs are not readily adaptable to all communities,
especially those that are small or have declining populations.

6. Economic recessions can cause layoffs of student embloyees, who are
often last on the seniority rolls.
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| |
The emount of teacher involvement in field experiences varies. For eoébera-
tive pfograne, the teacher is directly involved in coordination, superQisioe, end
evaluation. At the other end of the continuui,-work study programs.;equire
negligible involvement by the classroom teacher. However, for most field experience
prograﬁs,“certain optimum teacher'charactefistics can-be 1dent1f1ed.‘ The teacher
should be able to: |

1. show evidence of appropriate work experience outside the field of
education,

2. articulate with occupations in the geographic area,

3. demonstrate a commitment to a belief in the equality of man and the
elimination of discriminatory practices,

4. maintain good public relations and communicate between the.schoél and
the community,- .

' 5. demonstrate sensitivity to the needs und feelings of all people,

including an understanding of the feelings of success, failure, and
frustration, and

6. function as a salesperson of the program and motivator of the students.

There 18 no one "best'" type of fieid experience. Each has its own unique
features and special purpose-—-the "right' one is the one that best meets the

Ki

objectives of your program.

There 18 also considerable variation in the definitions of field exﬁeriencem
programe?‘ In this category, every effort has been made to use terms in tﬁe same .
manner as do the recognized authorities in the vocational education fiel?.

The next six pages describe the charecteristics'of eeven types of field
experience.. The script for a slide-tape presentation on the same 1nformetion can

be found at the end of this category, on page 261.
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APPRENTICESHIP

Apprenticeship is an experience of between two and eight years in which the
instruction is supplemental to the daily employment of the'student (apprentice).

The apprentice is selected by a joint apprenticeship committee composed of

members from industry and labor.

Purpose: to allow the student to learn and perform, in a productive setting, under

the supervision of an experienced employee (master).
Level: students must be at leastv 18 years old. Limited to apprenticeable trades.

[
School/Work Relationship: education provides the facilities and the related

instruction which 'is taught by a skilled journeyman. A formal agreenent binds the
employer to provide instruction in exchange for the work of the apprentice, who
is pai” for his work. Supervision of the apprentice at the work station is the

responsibility of the experienced employee (master).~

Vocational Application: Trade and Industrial Education.

INTERNSHIP
Internship is usually a culminatiné experience that occurs after the class-
room instruction is completed. Tﬁe student worké in a professional situation, under
supervision, and is usuallf paid. The internship is generélly fuiltime, and lasts
at least one semester. | |
Purpose: to allow the student, in a realistic situationm, td‘apply the attitudes,

knowledges, and skills learned in the classroom.

241 | *
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. ‘ Level: ~college (2 of 4 year)

professional, sub-professional » o ' AN

School/Work R.elationehip the student learns theory in school then appliee knowledge,

skills, and attitudes in a work experience after the schooling 1s finished. Often,
the internship site 18 selected by the school. . The major reeponsibility for

. Y
student supervision 1is usuelly at the work station, but in cooperation with the

school.

Vocational Application: Health occupations, Engineering technicians.

NON-PAY WORK EXPERIENCE

Non-pay work experience is an instructional strategy in which the student
‘ actually performs work for an employer but does not receive pay. The student's
experiences and training are carefully and specifically planned by the school

and the employer ih order to comply with strict legal regulations.

e

Purpose: to offer an exploratory or training experience that lends to the
student's employability utilizing non-pay experiences in situations where a

paid experiehce 18 not feasible.

_Le'vel:: usually juniors or seniors in high school. Cou1d~‘be’ appropriate

to ahy secondary or post-secondary program.

" School/Work Relationship: varies with the intent of the experience. If explora-

tory in nature, the role of the school is (1) providing occupational information,

" and (2) planning and supervising the work experience with the_ employee. If training
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is the purpose, the role of the school is very similar to thét in a cooperative
education program.. In either case, the empléyer,ﬁust be very careful to comply with
conditions of the Fair Labor Standards Act relating to an employment situation. The °
employee provides training and supervision at the work station.

Note: éxtreme cautibn must be used with this instructional strategy bécause

of the legal questions relating to an employee-employer’ relationship.

Vocational Application: all vocational service areas at secondary or post-

secondary level.

WORK OBSERVATION

Work observation 18 usually a strategy used in other programs or a class-

r‘o‘om activity rather than a program in itself. In this strategy, the student ‘

observes work but does not aétually perform. Thé student is not paid.

AN

Purpose: to allow the student an opportunity to become aware of and/or ex-

plore the nature of work and/or occupations.

Level: used freﬁuently in career education pfograms, especially the middle

grade levels. Could be used at any level.

School /Work Relationship: since this is primarily an exploratory activity,

there is little, if any, instruq{}on which 1is directly related to the occupation.

LA élassroom discussion might focﬁs on general occupational information. 'The role

.provide transportation. The role of thé work situation is to provide the

of the school is to arrange the opportunities fof students to observe work: and

opportunities for students to .observe work under safe and meaningful conditions.
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Vocational Application: pre-vocational and career education programs but could

be used as an instructional strategy in any vocational area.’

-

» PATD WORK EXPERIENCE

L)

Paid work exﬁirience srograms offer students an opportunity to work for
pay as producing employees. The work experience is not necessarily, nor usually,

related to the student's occupational goal.

Purpogse: to meet general educational goéls such as:
* explore the World of Work
: * allow wage earning while continuing education
* provide an alternative to the regular curriculum
‘ , ** prevent-drop-outs

~ increase student motivation toward regular curriculum

Level: 8econdary or post-secondary " v

School)Work Relationship: tﬁere is generally no related claqs and limited
supervision bymgg;J;chool. Sfudents are released from school fér a portion of
the school ‘day and may or may not receive academic credit. Supervision of the
student at the work station is the sole responsibility of the emplofee. Usually
the reéponaiSility of the.school is to assistAthe student in.finding employment;

if released time and school credit are a consideration, the.school valgdates

employment and the number of hours the student is working. |
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' .

Vocational Application: not considered vocational, but can be used by a school

to meet the general educational goals 'as stated above.

WORK STUDY PROGRAM

N

Work study (as defined by. the Vocat19n01 Amendments of 1968 Title I, Part H)

are programs that offer students a paid éxperience with an educational or public
agency. Thevst;dents must qualify as needing earnings to continue their education.
They are economically disadvantaged, fulltime vogational students who are at least 15
but less than 21 years of age, and they may not work for more than 15 hours per week.

Federal support is for 80X of the compensation paid students and for development

and administration cosfs.

Purpose: to provide financial assistance to students who need the earnings to .

continue their education.

Level: adaptable to any level in which the students meet the age requirements and

~are employable.

&
School/Work Relationship: there is no attempt to offer classroom instruction that

1s related to the work situation, nor are students released from any of their

normal educational requirements. The employer alone determines what is performed ﬂ\

-on the job."
g

Vocational Application: any elegible vocational student.
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COOPERATIVE VOCATIONAL EDUCATION

Cooperative vocational education (from the Vocational Amendments qf 1968
Title I, Part G): " . ., . a program of vocational education forcperaons wﬁo, through‘
a cooperative arrangement between the school and employers, receive instruction in-
cluding required academic courses andvgg}ated vocational inscructioﬁ by alternation
of study in school with a job in any occﬁpational field . . ." The student receives

both pay and creditt.

Purpose: to provide classroom instruction and on-the-job work experience that

relate to the student's curriculum and stated occupational goals.

Level: secondary, post-secondary.

Q

School /Work Relationahip: school provides academic instruction and related

,voc onal instruction. Both classroom ard work experiences are planned and

: e X

supervised by the school and employer.so that eagh concfibdtes to the student's
«

education and employability. The émployee;provides the laboratory where’the
student can apply the related vocational instruction provided in the school. The

work station also offers the student an opportunity to acquire new competencies not
s - R Y

-

available 1in the classroom.

Cooperative wocational programs are very structured with the roles of the
4 , N

student, school, and employee well defined.

Vocational Application: all vocational service areas at secondary oy, post-secondary

levels-.
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FORMATIVE CHECK: Individual ‘ ‘
Learning Activity 9.1-a

On the following pages are Types .of Field Experience and Field Experience

Characte&istics. Cut the'pages on the dotted 'lines to muke a series of

"learning cards." Make a st:.k for each type of field experience, placing
the appropriate characteristics (cards) on the type of the field experience.

When you are finished, check your answers with the answ.: key at fhe end

.of the activityF7 -

FORMATIVE CHECK: Group
Learning Activity 9.1-a

"SUPERSTAR"FIELD EXPERIENCE GAME
1. Divide the class into teams with a maximum number of four. In small
classes, gembers may function as individuals to answer questions.
2. VUse the cards from Formative Check: Iﬁdividual (above) to provide ‘

questions for review.

3. One student will act as the game official to draw a question card and ;
[ /

v

read the question. The order of play is determined and a question is
read to that team (or indiviglal). Score fs determined by the ."SUPERSTAR
' — .

SCOREBOARD" which follows.

4. The official will decide if a correct answer has been given and then
will announce the number of points the question is worth. (Announcing
the.value of tﬁé question ahead of time would allow players to inten-
tionally give the wrong answer to avoid an obvious 'loss of turn' or

"penalty" block.) During team play, a time allowance of ten seconds for

i consultation should be allowed and checked by the game official.

If the ‘

player's or team's piece lands on a bonus question; they miss a turn.

/

5. If a question is correctly answered, the player or team moves

forward the number of spaces indicated on the question card.

- .,

O ‘ . 2 4 r." , . | I;
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In the event that the player's or team's pieée lands on a bonus move

or a penalty move, their piece is immediately moved that number of

spaces indicated in the block.

Thevorder of play is determined and a question is read to that player

of team. Unless special moves or questions ‘are encountered, play
continues to move back and forth between players or teams. If a question
is not amswered correctly, the next player or teém has the opportunity to
answer it. When play is by teams, one piayer should be selected as a
spokesperson. When questions are written, a point value (spaces moved)
should be determined according to how difficult the question is. Ques-
tions at the knowledge and éomprehension level would be worth fewer
points than questions at the application, analysis, synthesis, and
evaluation levels.

The player or team reaching the last squaz -~ fir . would be declared

the "winner." At this time, a summary -f the material covered would

be useful. "Students may then be asked tc rite questions for use the

next time the material is covered.
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TYPES OF FIELD EXPERIENCES

APPRENTI CESHIP INTERNSHIP .
NON-PAY WORK WORK
EXPERIENCE OBSERVATION
PAID WORK WORK
EXPERIENCE STUDY

COOPERATIVE
VOCATIONAL
EDUCATION

249




FIELD EXPERTENCE CHARACTERISTICS

(Cut page on lines to make "learning cards.')
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Duration: 2-8 Years

Usually occurs
after classroom
instruction is
complete

Designed for economically
dig;gvantaged students
15-21 years old.

Observes work,
but does
not perform.

Purpose 1s to prevent drop-
outs, provide exploration, or
an alternative to the regular
curriculum.

Student performs
work, but is
not paid.-

Purpose is to allow the
student to apply, in a
realistic situation, the
attitudes, knowledges, and .
skills learned in the
"classroom,

A paid experience with
an educational or
public agency.
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Student is not
paid.

10

There 18 no attempt
to offer related
classroom instruction.

1

Student receives both
pay and credit.

12

There is generally no
related class and limited
school supervision.

L

13

Trainee 18 selected by a
committee from industry
and labor.

‘a

14

Usually occurs at the college
level, in professional or sub-
professional occupations.

15

Students must need earnings
to continue their education
in order to qualify.

16

There is little, if any
related classroom
instruction.

17

Experience alternates work
with related school
learning.

18

Purpose is to allow the
student to learn a trade

- and perform, in a productive

setting, under the supervision
of an experienced employee.

(™)

A
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19

Work 1is carefully
planned because of
legal implications.

20

) i

Experience alternates school
and work related to student's

occupational goals.
: y

21

A formal sgreement binds
the employee to pravide
instruction in exchange
for work.

|

22

Employment is not necessarily, »
or usually, related to the
student's occupational goal.

k]

Purpose 1is to allow the

student tc become aware of
and/or explore the nature ]
of work and/or occupations.

<D
Ot

12
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1 2 3 4 5 6 7 8 9 10
20 19 18 17 16 15 14 13 12 11
Bonus lose
Question Turn
21 22 23 24 i 25 26 27 28 | 29 30
Bonus .
N Question
40 39 38 37 36 35 34 33 32 31
Bonus
Ques;ion
Move 10
41 42 43 44 45 46 47 48 49 50
Penalty
Move Back
60 59 58 57 56 55 54 53 52 51
61 - 62 63 - 64 65 66 67 68 ) 69 70
Penalty - Bonus '
Move Back Move 10
71 72 73 74 75 76 77 78 79 80
Bonus ’
Question
90 89 88 87 86 85 84 83 182 81
- Bonus
Question
91 92 93 | 94 95 - 96 97 98 99 100
" |Lose ) Penalty ;
Turn Move Back o
10 ’ :




Key - Learning Activity 9.,1-a: Indiwvidual

"18.

20.
21.
22.

. Apprenticeship
Internship ’ o Cf
Work Study ) 5
Work Observations ’ *aﬁé

Paid Work Experience

Non-Pay Work Experience

Internship or CVE’

Work Study

Work Observation or Non-Pay Work Experience
Work Study, Paid Work Experience, or Work Observation
Cooperative Vocational Education

Pald Work Experience or Work Study

Apprenticeship

Internship

Work Study’
Work Observation, Paid Work Experience, or Work Study

Paid Work Experience, CVE, or Non-Pay Work Experience
Apprenticeship

Non-Pay Work Experience

CVE

Apprenticeship

Work Experience .or Work Study
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Instructional Objective 9.2

The learner will select the appropriate types of field experiences

that would be best utilized/ig‘ggsplpitahsxg:i?us ingtructional
objectives. ///,/////

LearnLﬂi,Activi;y 9.2-a: Individual

éa’g/;eSult o; a needs assessment, certain groups in the
high school population have been identified as haz;ng
particular'needs. As curriculum director, you have

been assigned the task of identifying instructional
stfgtegies that will relate to those needs. For each of

the three groups listed on the next page:

1. identify a field experience that will achieve

the objec:ivé,

2. state whether the field experience has a possi-
bility of being funded through vocational
education,

3. explain how the strategy is to be orgaﬁized, and

4. state the roles of the school and employee.

Learning Activity 9.3-b: Group

Given the situation in Group II on the next page, a panel

of three to four étudents, each representing dne of the

following strategies: work observation, work experieﬁce,
¢ CVE, and non-pay work experience, presents fo the group

(class) a proposal to have the type pf'field experience .

they represent be selected as the appropriate 901ution

to the problem. Each panel member has a waximum of five
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minutes and must present accurate information. After

the presentétions, class members may direct questions

to the panel members. After the questioning session,

each panel member and each class member is to vote for

one of the field experiences.h As an option, class mémbera
cou1§ vote by secret ballot--each vote should 4nclude an
explanation for the field experience selectéd. A con-

\
cluding activity might be a summarizing class discussion.

[ )
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GROUP SITUATIONS FOR LEARNING ACTIVITIES 9.2-a, 9.2~b

Group I - A considerable number of vocational studentsa are having financial

difficulties and many will be unable to continue their educ 1ion.

Group II - Many juniors and seniors have no clear occupational goal. The
regular curriculum does not meet their needs and they have little motivation

to succeed in the present offerings. Many of these students are dropping out.

Group III - Many job opportunities are available in the community in the
food service area. A survey of students indicates a considerable number ... . _.._.

of students with a career interest in food service.

e
(W)
-




SCRIPT FOR SLIDE-TAPE PRESENTATION
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k]

(T & I teacher speaks) '"You know, we've got a pretty
good auto mechanics program here, but the students
are lacking one important thing--that's real,
on-the-job performance." .

T&I teacher with
another adult look-
ing at students work-
ing on cars in auto
shop.

(Business and Office teacher speaks) '"It geems like
every one of my students has a different choice for
a career in business. These students deserve an
opportunity to explore their interests, but I'm not
sure where to begin."

B&0 teacher talking
with an administrator,
students in background.

(TITLE PAGE)

Using
FIELD EXPERIENCE
AS AN
INSTRUCTIONAL
STRATEGY

If the goal of vocational education is preparing
students for employment in the real world, then
giving students experience in that world is a
necessary strategy for vocational education.

Circle of pictures
depicting places of
employueant, e.g.,
.ndu-tries, offices,
hospitals, etc.

Such strategies are equally important to meet the
goals of general education, involving students of

all ages.

Small children
~observing workers.

Strategies that utilize experiences in a work
setting to achieve educational goals are known
as field experience.

Using work experi-
ences to achieve educa-
tional goals = FIELD
EXPERIENCE. .

()
Ut
w

-
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7.

Examples of field experiences are: List: use color
Apprenticeships, and interesting
Internships, type style.
Non—~pay work experience '

Work observation
Paid work experience
Work study
Cooperative Vocational programs
8.
e
The rationale for using the world of work as an educa- vocational
tional strategy relates directly to the objectives of general ' educ.
both vocational and general education. educ. scene
class-.
room
4
9.

These objectives lend themselves to field experiences Money Work

in which the student: . ' 7
becomes aware of the world of work, STUDENT
becomes. aware of self aspirations regarding \\\\

occupations . ’
earns money, Experlence Seif
puts theory into practice, and . o
gains experiences not,available in the classroom. _P'QC"CQ\N 7j:;iﬁ
10.

Each field experience strategy has its own unique j )

characteristics--its advantages and d{sadvantages,/ For “ Collage of

‘teachers who plan to use thege strategies, it is | pros and

necessary to be able to distlﬁéuish between them and to ' cons,

pick the appropriate strategy in meeting educational

objectives. /

/
11. BUREEE '
" ' T B : f/

f INTERNSHIP
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n
Ny

e

{f. AN ,

.2An internship is usually a culminating experience that ‘\\/ P!ATURES: @
occurs after the classroom instruction is completed. The * Follows classroom
student works in a professional or sub-professional situa- experience.

“.tion, under supervision, and is usually paid. The intern- | * Professidnal
ship is generally fulltime, and lasts at least one situation.-
semester. * Paid

. * Fulltime
13.
The purpose of the internship 18 to allow the student Intern working. _ ]
to apply in a realistic situation the attitudes, under -
knowledges, and skills learned in the classroom. supervision.
14. ) .
The student learna ‘the theory in school, then applies School supplieS'
knowledge, skills, and attitudes in a work experience * classroom learning,
after the schoolieg is finished. Internship site
. . \ supplies:
1 * practical applica-
- tion
+ 15.
| i - APPRENTICESHIP
16:

- An apprenticeship is an experience of between two and eight Feathies: ‘
years. The instruction is supplemental to the daily employ-|* 2-8 years .
ment of the student or apprentice. The apprentice is selec-|* instruction ‘sup-
ted by a joint. apprenticeship committee composed of members plemental to job
-ftom industry and labor. * Selection by

. joint apprentice-
» ship committee.
g
£y '-N\ ° ’ '-_
- ‘\\ O \ . : ~
7 - 20
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17,

v The purpose of the apprenticeship is to allow the student
to learn and perform in a productive setting, under the
supervision of an experienced employee or master.

These experiences are limited to the apprenticeable
trades, and to students at least 17 years old.

Apprentice working
on job with older
master worker,

The purpose of this strategy is to offer an exploratory or
training experience that lends to the students' employa-
bilicy utilizing non-pay experiences in situations where

a paid experience is not feasible.

J/jfit is usually offered at the junior-or senior ievel in
Qg[!high school, but these experiences could be appropriate
w

q;to any secondary or post-secondary program.

18.
In an apprenticeship, the schoof_provides-facilities and School provides:
related instruction, which is taught by gkilled journey- * related instruc-
men workers. A formal agreement binds the employer to tion and
Provide on-the-job instruction in exchange for the work facilities,
of the apprentice who is paid for his/her work. Employer provides:
* OJT ~
o
19.
NON-PAY WORK
EXPERIENCE
A~
20.
Non-pay work experience is an instructional gtrategy in FEATURES :
which the student actually performs work for an employee | * On the job work
but does not receive pay. The student's experiences and experience,
training are carefully and specifically planned by the * No pay
8chool and the employee in order to comply with strict * Coordination
- legal regulations. ' - between school
’ and employer.
!10 4

Student in
uniform workiwg in
facility.
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22, :
_ - EXPLORATORY
The school/work relationship varies with the intent of the [ School ‘provides:

. experience.  If exploratory in nature, the role of the .* planning and
school 1is p#aviding occupational information and planning . supervising the
and supervising the work experience with the employee. work experience

with the employer.
Employer provides:
v *on the job work
; experience and
supervision.
23.
If training is the purpose, the rcle of the echool is very |  TRAINING
similar to that in a cooperative aducation program. In School provides:
either case, the employee must be very careful to comply * related classroom
with conditions of the Fair Labor Standards Act relating instruction.
to an employment situation. Employer provides:
. * 0JT
24,
WORK OBSERVATION
25.
i / '
Work observation is usually a strategy used in other FEATURES :
prngrams_o:—a—classroom—aetivit&—rathet—thaa—auprogram—in———*—ebservation~oniy———
itself. In this strategy, the student observes work but * No pay
does not actually perform The ' student is not paid. * Exploratory
The purpose is to allow the student an opportunity to be-
come aware of and/or explore the nature of work or
specific occupation. ~

126.:

The work observation strategy is used frequently in career
education programs, especially at the middle grade levels,
although it could be used at any educational level.

Junior High students
observing workers
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27'
Since work observation is primarily. an exploratory School provides:
activity, there is 1little, if any, instruction which * indirect instruc-
is directly related to the occupation. However, a tion
classroom\discussion might focus on general occupa- Employer provides:
tional information. The role of the employer is to *observation oppor-
allow the stadent to observe. tunity
28.
PAID WORK EXPERIENCE
29'
Paid work experience programs offer students an oppor- FEATURES:
tunity to work for pay as producing employees. The *Work for pay
work éxperience is not necessarily, or usually, related *Work 1is not usually
to the student's occupational goal. related to occupa-
The purpose of paid work experience programs is to tional goal.
meet gcneral educational goals such as: *General educational
*explore the World of Work . goals
*allow wage earning while continuing education
*provide an alternative to the regular curriculum
*prevent dropouts
*increase student motivation toward the regular
curriculum
30'

Paid work experience programs are generally used at
the secondary and post-secondary levels.

There is generally no related c¢lass and limited super-
vision by the schosl. Students are released from
school for a portion of the school day and may or may
not receive academic credit. The role of the employer
is to provide a paying job for the student.

FEATURES :

*Release time for
student

*Academic credit
(sometimes)

Employer provides:

*Job with pay

M

WORK STUDY PROGRAMS
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32.
Work study programs, as defined by the Vocational FEATURES:
Amendments of 1968, are those programs which offer * Legal definition
students a paid experience with an education or public * Economically dis-
~agency. The students must qualify as needing earnings advantaged students
to continue their education. They must be economically * Federal support for
disadvantaged, fulltime vocational students who are at programs -
least 15 but less than 21, and they may work no more
than 15 hours per week. The federal government sup-
ports 802 of the compensation paid to students, and
of development and administration costs.
33.
The purpose of the work study program is to provide Students on the
financial assistance to students who need the earn-— job
ings to continue their education. The program is
adaptable to any level in which the students are
from 15-21 years of age. ‘
34.
There is no attempt to offer classroom instruction School provides: ”)
that is related to the work situation, nor are stu- * gtudents
dents released from any of their normal educational (No related
requirements. The employer alone determines what instruction,
is performed on the job. No release time.) \L
35.
COOPERATIVE
VOCATIONAL
EDUCATION
36.
The Vocational Amendments of 1968 state that Coopera- FEATURES :

tive Vocational Educatten is "“a program of vocational
:ducation for persons who, through a cooperative
arrangement between the hool and employers, receive
instruction dncluding requivred academic courses and
related vocational instructign by alternation of study
in school with a job in any o&cupational field. . ."
The student receives both pay and\credit.

_ % Legal definition

* Alternation of re-
lated classroom
instruction with
job experience

* Pay plus credit

;. 2w
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37.

The purpose of cooperative “ocational education is to
provide classroom instruction and on-the-job work
experience that relates to the student's curriculum

« i stated occupational goals. The strategy 1is used
at both the secondary and post-secondary levels.

Students on the job

38.

“t is the responsibility of the school to provide aca-
uemic instruction and related vocational instruction.
The employer provides a laboratory where the student
can apply the related vocational instruction learned
in the classroom. The work station also offers the
student an opportunity to acquire new competencies

not available in the classroom.

School provides: :

* academic instruction

* related vocational
instruction

Employer providei?

* job and specific
work. experiences,
supervision and
training

39.

Both classroom and work experiences are planned and
supervised by the school and employer so that each
contributes to the student's education and employ-
ability. :

Teacher (in suit)
shaking hands wit
employer (in'coveralls).
Student in background
working on car, '

7
-/

40.

NO DTIALOGUE

~

Repeat slide #7

41.

j
J

Using field experiences as an instructional strategy
is appropriate for both vocational and general educa-
tion teachers. The important consideration 1s to use
a type of field experience that is compatable with -
the educational goals of the program.

Teacher matching
strategy to goal

2
(N




269

P

ANNOTATED LIST OF REFERE.( ZS FOR FURTHER STUDY

Materials for all Vocational Areas

COOPERATIVE PROGRAMS:

Ashmun, Richard D., and Klaurens, Mary K. "Essentials ir tducating the Teacher-
Coordinator." American Vocational Jouimal 44, 'o. % (May 1969): 28-29; 62.

B

The autuor discusses nine essentinls in educating tue teacher—cocrdinator.

Butler, Roy L., and York, Edwin C. What Teacher-Coordinators Should Know About
Cooperative Vocational Education. ERIC Information Series No. 36.
Columbus, OH: ERIC Clearinghouse on Vocational and Technical Educaticn,
Ohio State University, 1971. '

The authors have synthesized information useful to teacher-coordinators as
a8 reference for developing and improving occupational experience programs.
Sections include: Planning the Program, Coordinating -the Program, and
Evaluating the Program. .

Dixie, Theodore C., and Welch, Frederick G. Alternative Plans in the Event of
Work Interruption: Cooperative Vocational Education in Pennsylvania. CVE’
Monograph #2. Harrisburg, PA: Pennsylvania State Department of Education,
1973. ED 101 125. )

The study described alternative methods to work experience uged by cooperative
vocational education in the event of student lay-offs.

-

g

Evans, Rupert N. 'Cooperative Programs: - Advantages, Disadvantages, and Factors
on Development." American Vocational Journal 44, No. 5 (May 1969): 19-22;58.

The article provides background material on cooperative programs.

Harris, E. Edward, and Johnson, Peter. An Articulated Guide for Cooperative
Occupational Education. Bulletin No. 34~872. Springfield, IL: Illinois
State Board of Vocational Education and Rehabilitation, Division of Vocational
and Technical Education, 1974. ED 105 151. -

The purpose of the guide is to assist educators and community leaders in
designing and implementing educational programs to serve student and community
needs, and to identify the goals and elements of cooperstive vocational
education. - el

Huffman, Harry. Guidelines in Cooperative Education. Columbus, OH: The Center
for Vocational and Technical Education, Ohio State University, 1967.

The introduction to this publication (Part I) reviews history, definitions,
and advantages to Cooperative Education, and includes art masters which ex-
plain the strategy. Part II gives guidelines for implementing cooperative

programs. Also included (Part III) are papers presented at a national

seminar on cooperative education.
. o~
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Hunt, Donald C. Fifty Views of Cooperative Education. Washington, DC: U.S.
Bureau of Higher Education (DHEW/OE), 1974. ED 102 420.

This is a collection of diverse beliefa on the administration of
cooperative education programming.

Mason, Ralph E., and Haines, Peter G. Cooperative Occupational Education and
Work Experience in the Curriculum. .Danville, IL: Interstate Printers
and Publishers, Inc., 1972.

Chapter 1: Overview of work experience. Description and comparison of °

- work observation, general work experience, work study/internships, and
cooperative occupational education. Chapter 8-13: The "how to" on setting
up cooperative programs. Chapter 14-19: Using cooperative programs in
specialized programs--Adult and Continuing -Education, various vocational
arcas. This is one of the best books in the field on all asypects of
Cooperative Education programs. There is also limited information on
other types of field experience gtrategies.

«

y

—~—

FUniversity of Minnesota. A Guide for Cooperative Vocational Education. _
Minneapolis, MN: College of Education, Division of Vocational and Technical

Education, 1969.

This is a valuable resource book for teachers who want to establish a
cooperative vocational program. Some of the information is applicable ‘
to other field experience strategies.

U.S. Bureau of Higher Education (DHEW/OE) New Horizons in Cooperative Education:
Project Report. Washington, DC: U.S. Bureau of Higher Education, 1974,

ED 100 434.

This is an overview of cooperative education programs in a community
college district, including a’ description of three plans for cooperative

programs.

¥aliace, Harold R. Review and Synthesis of Research un Coopc¢rative Vocational
Education. ERIC Research Series No. 60. Columbua, Nr:  ERIC Clearinghouse on
Vocational and Technical Education, Ohio State Universitvy, 1970. ED 040 274.

A well organized summary of research and development on Cooperative Vocational
Education. Various units are: Basic Concepts, The Student Learner, The
Employment Community, Educational Technoiogy, Program Implementation and

Priorities, Problems and Issues.
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. Review and Analysis of Instructional Materials for Cooperative
Vocational Education. ERIC Information Series No. 60. Columbus, OH:
Ohio State University, 1972. ED 062 513.

For three learning situations in the cooperative program (vocational or
technical course work, training stations, and the related class) the
author reviewed pertinent curriculum materials. Aspects of the review
were: content, quality and usefulness, validity, enrichment materials
and instructional aids, and student involvement and participation.

OTHER FIELD EXPERIENCE PROGRAMS: -

Bishop, Jerry. "A Middle School Creates an Employment Service.'" The Clearinghouse
47, No. 3 (November 1972): 182-184.

Middle school students and potential employers showed-so much interest in
the school's Work Experience Program, that an emplovment service was
started. The author tells how it was done and gives recommendations for
the development of new programs.

Ivins, Wilson H., and Runge, William B. Work Experience in High School. New York:
"Ronald Press Co., 1951. ' :

Chapters 2 and 3 give a history of work experience as part of education.

Law, -Gordon F. Contemporary Concepts in Vocational Education. Washington, DC:
American Vocational Association, 1971. :

Section 7 (pp. 275-300) covers several aspects of '"Cooperative Education

and Other Forms of School-Community Involvement.' This is interesting

reading by the experts on the "whys" and "how to's" of school-community
. cooperation in education.

Luckner, Barbara A., and Zane, Lawrence F. H. eds. Familiarization and Dissemi-
nation of Selected Vocational-Technical Curriculum and Resource Materials,
Final Report. ¥ashington, DC: National Center for Improvement of Educational
Systems (DHEW/OE), 1974. ED 101 142.

The document includes a paper by Alan Yonan entitled, ''Combining Theory
with Work Experience Through Apprenticeship.' This paper explains the
agencies involved in apprenticeship programs (state and trade) and their
interrelationships. .

<2
e
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Ray, Gordon, and LeKander, larry. "The Salinas Approach.” Thrust for Educational '
Leadership 1, No. 5 (April 1972): 24-25.

Examples of non-typical vocational programs are described by the authors:
floriculture, (ag), Home Care (homz ec), Computer Programming (B & O), and
Industrial Electricity (T & I).

Venn, Grant. Man, Education, and Work. Washington, DC: Amerizan Council on
Education, 1964. '

A brief overview on apprenticeships is given on pages 104-105.
Materials for Specific Vocational Areas
AGRICULTURE EDUCATION:

Dillon, Roy. ''Cooperation for Realistic Education: Emphasis Agribusiness."
American Vocational Journal 48, No. & (November 1973): 26-28, 31.

The author describes various field experience programs appropriate for
different age levels and different objectives in agricultural
education.

Idaho State Board for Vocational Education. Guidelines and Procedures for
Cooperative Programs in Agriculture Education. Idaho Vo-Ed #16.
Boise, ID: 1Idaho State Board for Vocational Education, 1971.

This resource manual was developed as a guide for teachers of agriculture
education who plan to conduct cooperative programs in agricultural zduca-

tion. . .

North Carolina State Departﬁént of Public Insiructic Looperative Education in
Vocational Agriculturé. Raleigh, NC: Division »>f Occupational Education,
State Department of Public Instruction, 1971.

This publication was developed as a guide to teachers, administrators and
agricultural businessmen who are interested in adding the cooperative
approach to the vocational agriculture prograums.
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BUSINESS AND OFFICE EDUCATION:

Flemmons, Martha; Carr-Smith, Norma; and Watts, Jo. 'Teaching Designs for
Varied VOE Programs." Business Education Forum 27. No. 8 (May 1973):

20-22.

The article includes a comparison of laboratory vs. cooperative teaching
strategies, and sample plans for two types of cooperative programs.

New iersey Department of Education. Coqpefative Of fice >f Education.
Trenton, NJ: State of New Jersey, Department of Education, Division of

Vocational Education, 1969.

This bulletin was designed to provide the educator with the philosoph§ and
practical application of those principles fundamental to Cooperative Office

Education. '

DISTRIBUTIVE EDUCATION:

Coakley, Carroll B. ed. Distributive Education Teacher-Coordinator's Handbook.
Danville, IL: Interstate Printers and Publishers, Inc., 1972.

Thé handbook offers guidelines for organizing and implementing
distributive education programs.

Crawford, Lucy C., and Meyer, Warren G. Organization and Administratior of
Distributive Education. Columbus, OH: Charles E. Merrill Co., 1972.

A helpful list of specialized terms, most of which relate to cooperative
education, is given on pages 11 and 12. Chapters 5 and 6 would be useful
to teachers interested in setting up a cooperative program.

’

DIVERSIFIED OCCUPATIONS/MULTI-OCCUPATIONAL EDUCATION:

Moore, Charles E. 'Factors to be Considered in Establishing a Diversified
Cooperative Occupational Education Program."” Man/Society/Technology
33, No. 3.(December 1973): 79-80.

Factors vhich should be considered when establishing a D.0. program
are discussed. The author identifies such  factors as: Establishing
student need and interest, Determining community attitudes, facilities,
and needs; Attitudes of school personnel, Financial aspects, and other

factors. “
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Spooner, Kendrick, and Mutter, Mary Louise. eds. Teacher-Coordinator's Guide fcr
Related Instruction in Multi-Occupation Cooperative Programs. Cheyenne,
WY: Wyoming State Department of Education, 1974. ED 105 227.

The guide provides supplementary instructional material for secondary school
multi-occupational cooperative programs.

. Washington Coordinating Council for Occupational Education. Diversified Occupa-
tions Basic Coordinator's Guide. Olympia, WA: Washington Council for
Occupational Eﬂucation, 1970.

A source bck for teachers who wish to implement cooperative programs in
Diversified )ccupations.

|
I
i

Wyoming State Department of Education. Management System for Multi-Occupational
" Education: Cooperative Occupational Education. Cheyenne, WY: Wyoming
State Depar.ment of Education, 1974.

This document offers suggestions for the development of management systems
and policies for the improvement and implementation of cooperative occupational
education programs. It includes objectives, procedures, checklists, forms

and requirements.

HOME AND FAMILY LIFE EDUCATION:

New Jersey Deparfment of Education. Home Economics Cooperative Education Pro-
grams for Youth and Adults. Trenton, NJ: State of New Jersey, Department
of Education, Division of Vocational Education, Home Ecenomics Unit, 1971.

This is a handbook for teacher-coordinators of new cooperative programs in
Home Economics.

TRADE, INDUSTRIAL AND TECHNICAL EDUCATION:

v

Resnick, Harold, and Riceciuti, Renzo A. "Bridge Building Programs in Industrial
Arts: No Panaceas Necessary.' American Vocational Journal 48, No. 8

(November 1973): 46-49.

The authors describe a work study program in industrial arts which
combines field-based and occupational exploratory activities.




275

. Materials for Students with Special Needs

1
~

— MENTALLY AND PHYSICALLY HANDICAPPED

Croell, Marvin C. A Pilot, Project in Curriculum Development for "Work Experience'
and "Occupations" Courses for Educable Mentally Retarded Students. Oakland, -
= CA: -Oakland Unified School District, 1967. ED 023 207. . -

A two-phase project on work study for EMR's is described. Descriptions of
instructional materials, teaching procedures, and the vocational training

\ program are included. ) {
\ . ) .. | |
\\w' Mather, Robert J., and O'Toole, Richard. 'Counselors Move Out from Behind Their
| Desks." American Vocational Journal 45, No. 4 (April 1970): 24-26; 32.

\\\- . B \ ’

. Work study programs for the mentally retarded are described: workshop

\ setting, counseling, interpersonal relations, and instructional strategies
used in preparation for the work study experience.

“\ ’ ‘ .

ﬁ \ New Mexico State Department of EducatiOn. A Guidé for Teachers of the Educable

L Mentally Handicagped Secondary. Santa Fe, NM: New Mexico State Department
Vo of Education, Division of Special Education, 1974, *

-
. \ The document is a curriculum guide for a pre-vocational, vocatiomnal, and
' work study program to be used with educable mentally retarded students, 12 s
to 21 years of age. *

~ . \ P,.\ 1
Sluser, Ruth, and Mathewson, John. "Summer Work-Study for Educable Mentally

Retarded Students."” The Bulletin of the National Association of Secondary .
School Principals 54, No. - 344 (March 1970) 48-55. :

\ ——

1

| A summer work-study program was initiated to help the social adjustment of
- mentally retarded high school students and prepare them for full time jobs.
"This paper discussed objectives, student se1ection and evaluation procedures.

_ - .

U. S. Bureau of Education for the, Hanoitaoped. Project Worker: Teacher's Manual
for a Course in Career Decision Making fer Special Education. Washington, DC:
U. S. Bureau of Education for the Handicapped (NPHIEW/OE), 1974. ED 091 560.
i o 1 , s
This teacher's manual is coordinated to individually-paced occupational
experiences for secondary special education students. These students gain
‘general _.ntry-level skills for employment. The manual includes student ‘
checklists, testing inatruments, job listing, and suggestions for fie1d
experiences and bibliography. R

t
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. ﬁork Study Program for Handicapped Children. Final Report. 'Washington,

- DC: U. S. Bureau of Education for the Handicapped (DHEW/OE), 1974.\
ED 091 560. .

This is the report of a project descigned to increase the employability of
mentally and physically handicapped high school students. Results included
audiovisual materials on job information, assessment of student employability,
and placement and evaluation of students in work stations.

\ K;
Yamagata, Barbara, et al. Curriculum Guide for the Work Study Program, 1974.

Fairfax VA: Fairfax County Public Schools, Department of Instructional v
Services, Special Education Division, 1974. ED 100 094, o / i

This is a work study curriculum guide fo: mentally retarded high /school
students. It includes job placement, termination procedures, program
forms, program evaluation components, and guidelines and diagrams for
classroom and occupationc’ laboratoFy organization.

{

RURAL DISADVANTAGED:

Cook, John E. "Cooperative Education for Rural Students? 1It's Possible."
American Vocztional Journal 50, No. 5 (May 1975): 26-28.

This is éﬂ article which gives suggested resources and strategies for
cooperative programs in a rural setting.

Miles, Guy H. Goidelines for an Experimental Rural Youth Program for the . ~
Southeastern States. Second of Two Final Reports. Washington, DC:
Manpower Administration (DOL), 1973. ED 100 544.

-

This document describes a rural youth work experience and offers tentative
idelines for operating similar programs. .

Swenson, Leroy H. "Are Co-op Programs Possible in. Small High Schools?"
American Vocational Journal 44 No. 5 (May 1969,: 22- -23..

The author describes the speci. alues and inherent problems of co-op
programs in small high schools. e also outlines the steps in planning
such programs, the conditions that are required, and- the typical occupa-
tions involved. .
: ‘ . #yy
U. S. Department of Health, Education, and Welfare. Proceedings of the Training
Institute for Rural, Disadvantaged. ~Washington, DC: Office of Education,

August 17-21, 1970. ED 049:389.

This document includes a presentation by Max L. Amberson, on 'Adapting
Cooperative Vocational Edu-2tion Programs to Meet the Needs of the Kural

Disadvantaged” (pp 86-100). Dr. Amberson includes his suggestions for means
of adapting such programs. .
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CATEGORY: INDEPENDENT STUDY

PERFORMANCE OBJECTIVE 10 ' 00000 00000

Describe and demonstrate independent atudy techniques.

Iustructional Objective 1C.1

The learner will define independent study and distinguish it
from individualized instruction.

Instructional Objective 10.2

The learner will design a preliminary group experience (problem)
in one vocational area.

Instructional Objzctive 10.3

The learner will develop an independent study plan appfopriate
for a student in a vocational situation.

Instructional Objective 10.4

The learner will use appropriate criteria to -evaluate independent
study.
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PERFORMANCE OBJECTIVE 10

Describe and demonstrate independert study techniques.

Inst:uctional Objective 10.1

The learrier will define independent study :uiid distinguish it from

individualized instructini,

Learning Activity 10.l-a

" Read the following introduction, definitino. rvacteristics
of iLeacher and learnmer, and advantages'andldisadvantages of
independent study, then comple<ze the formative check which

iollows.

Optf.nal: A script for a sliide~tape presentation which

intruduces Independent Study as an i,,t:gggiggél strategy

e \

is included at the end of this categoery. 3

INDEPENDENT §TUDY
Introauction
A program of independent study is a teaching s%rategy that can be utilized
to accomplish the -aime of the educational process. - A teaching strategy is a me-ns

|
to an end and should be modified or discontinued if it fails to accomplish an

educational objective.

Independent study is individuallzed instruction with certain qualifications.

On their own initiativé, students voluntarily accomplish the objectives of the study.

They generally perform the study outside the reguiar classroom,. and have a voice in ‘

' deciding whatr, when and how they learm. In contrast to programmed instructinn,

» 276 | I -
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‘ the procedures and methods are not readily apparent at the bezinning of :the
study. Another very u.portant qualification is that the rewards for purseing
an independent study program are intrinsic rather than extrinsic. For example,
grades and peer approval are examples of extrinsic rewafds. But because inde-
pendent study is tailored to the interests and abilities of the studeﬁt, most

find the study enjoyable, satisfying, and intrinsically rewarding for the sake

of learn;ng itself. -

Definitions-in the Literature

Authors of various research stpdies have defined independent study in 2
variety of ways. One definition of independent study is "study chosen by an
individual because the student wants to pursue it, and in ehy manner she/he
desires."! An important part of independent study is having a student accept

. the responsibility for acquiring knowledge. The teacher acts as a resource
for students as‘yell as helping them to plan and evaluate thei; studies. Inde-
I pendent study was defined differently by uChEYCOLZ when he compared the teaching
methoa; for lecture, discussion, an. independent study:. He defined it as having
minimal student/teacher interactian where etudents were giQen an assigpment to
carry out on their own; Students were freec to do whataver they wanted with the
material. T@ere were no stucy sessions, programmes’ ~»4juncts, or study guides.

It was not surprising that he found i .e independent study method to be the least

effective method. _He concluded that student/teacher contact provided a more

<

favorabl climate for Zearning.

1 .
_ A. W. Chickeriug, "Dimension of Independence," Journal of Higher Education
XXXV (January. 1964): 40.

2

C. R. Atherton, '"Lecture, Discussion aﬁd Independent Study: Instructional
‘ Methods Revisiiad,” Journal of Experimental Education 40 (Summer 1972): 24-28.
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;

Some studies described which students should be involved in independent
study. ’ Brown3 stated that only those students who :ve demonstrated capacity

for self-motivation and industry be allowed to study independently. Chickering

»

- was somewhat in agreement with him when he stated, "It was the well controlled,

highly motivated, self-assured » « . student who worked most suruessfully."a

Another viewpoint expressed that all students of all ability levels should be
involved in independent study. In Hamden High School, 80 students were selected
to be involved in independent study with some of these gtudents pursuing all of
their subjects in this manner. The students were admitted to the program only
if they knew what subject they wanted to study, how chey wanted to pr eed with
the research and how they wanted to be evaluated. Note that the criteria for
selection of students was not abili;y.s
In the 1960's independent study was advocated for all students rather than
just rfor tﬁe "gifted.'" Perhaps the significant point is that students who do
not have experience in studying independently are the most in need of direction
to develop this ability. If an interest in studying is initiated by the’student,
is it not the role of the teacher to foster tﬁis inter~st and help the student
in his/her endeavor? The teacher can also initiate ideas for independent study.
For tne purpose of this category, the definition of independent study includes

any learning activity that .is motivated by the learner's own aims, done inde-

pendentl. of class, and utilizes the teaclier primarily as a resource person

3
B. F. Brawn, Education by Appoint. 2nt, (West Hy.ck, NY: Parker Publishars,
1968). . :
4
Chickering, "Dimensions,' p. 40.

5 : '
H. B. Axelrod, '"Independent Study: A Report from Hamden High,"

Clearinghouse 48 (October 1973): 102-105.
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Learners have a voice in determining what, when and how they learn. Independent
study 1is student directed rather than teacher <irected. When an independent
study is evaluated, both che s;udent and teachzr a,e involved in the evaluation
pfocedure. One goal of independent study is o bave students improve in their
ability to evaluate themselves. Stﬁdents involved in independert study must have
access to a variety of vresources. The students and teachers must be ab.e to use
the libr-~v., This definition effectively excludes individualized instructional
programs, correspondence courses, on-the-job tr: -ing (GJT) situations, ard teacher
assigned shop projects from consideration within the independent study strategy.
This i8 not to say that these edu;ational activities cannot be incorporated into
very productive independent study programs. A discussion of how some of these
act 2y can be expanded into independent study programs related to vocational

edu i is pragented later in the discussion.

Teacher and &itud .nt Characteristics in Independent Study

1. The teacher needs to:

a. rrcagnize that ccudents will maintain their motivation only to the
estert they are having success,

h. provide gu‘dance for the student,

«. rwealize that eva ::ton 13 4ifficult and oft=n subjective,

d. realize thag not a.. -3:.cédentp ara ready to profitﬁfrom an experience
in independent study,

e. realiz- that indepeadent study can be used us a supplemeﬁt to other
teaching scrategies,

f. préviic if.strurtion on how to utili-s reaouice persons and materials,

s

g. e couwyrtent ‘n the techniques - < prchlem solving,

h. plap the day to allow time fnr advising students on a one-to-one basis,

r~
{

£~

)

3
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"know how to identify and ‘larify problems,

encourage all stu-i~nts tc develop those behaviors and attitudes

necessary for . :8ful independent study.
provide pre. imi / gzroup 2xperiences that lead to independent study
(discussed .. .:),

A:gign an independent study plan with the student (discussed later), and
eva'uate the study (discussed later).

students need to:

be self-directed and motivated,

know how to find inféfﬁhti;n--li“rary and resource peoplg and mat :rials,
know how to formulate their own goale.

know how to evaluate their own progress,

know how to use techniﬁues of problem solving,

enjoy learning, and

feel free to consult with the teacher for guidance.

~

. .vantages of Independent Study

It increases abilities to learn independentlx.

Wise allotment of time iz encouraged.

The students are exﬁosed to related eubjects and often become

motivated ;P:;Qrsue related subjects in greater Fepth.

It fosteré:an understanding of self-evaluatiom.

It encou?ages the student co seek jut @ varieti of » exurces--boc 3,
films, §;acﬁers an& other resource neople.

It provides a chance to practice a way of learning to solve problems that

stﬁdents can use throughout life. This concept is ~tal in vocational

o

education because of rapidly char-ing technology and the need to keep up

with current industrial needs.

250 - :
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. Disadvantages of Independent Study:

FORMATIVE CHECK
Learning Activity 10.1-a

1.

a. It is time consuming for the teacher to work with students individually.
b. It takes more teacher time compared with other teaching strategies.

c. Students need to be motivated and interested to compl-te their study plan.

“d. Independent 8tudy is more difficult to evaluate when compared to a typical

classrooa where rote learning .s emphasized and tssted.

e. Students must have experience in the inquiry method of learning or time
will be wasted in random non-productive behavior.

f. The Eeachihg behaviors of self-discipline, working independentlyv,
self-motivation are not easily taught or learned by students.

g. The tegcher must have the skill to work with the student in motivation,
planning, conferences and evaluation.

h. Many teachers are not well vefaed in the inquiry approach to teaching.

(Answer on separate pap?r)
In your own words, give a dei. ‘ft’cn of independent study. Include Luportant
characteristics whicy id=a.i] ke ~trategy, and distinguish the:strategy

fri: that of individual. .ed instructina.

L}

Swar- "« 8¢ .# advartages and disadvantuges >f the independent study strategy.

Jusocvc sional Oolsctive 10.2

The learner will design a preliﬁinary group experience (problem) in one

vocational area.

s«2arning Activity 10L2-a

Rea.: the background material on "Preliminary Group Experiences
That Lead to Independent Study for Vocationsl Fducation.'" Then

use one of the following/inquiry techniques to design a class

231
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proBlem in your vocational area.
Inquiry techniques:
1. analysis of an unusual event
2. open—ended preblem
3. probl-m formulation-—a problem is presented that

ne s to be solved

PRELIMINARY GROUP EXPERIENCES THAT LEAD TO INDEPENDENT STUDY .
F.)> VOCATIONAL EDUCATION
One method of demonstrating to students that learning can take place indepen-
‘dently fro@ the teacher is to develop a resource center in the classroom. For

example, a reading center in a vocational agriculture cla.s could serve as the .

settiﬂg for prelininary group experience: Stugents couid bring materials from
home to donate ﬁo the center such as siides, back issues of agriculture magazines,
and current periodicals. The class members cc1ld then develop independent study
problems based on &. : materials available. They could have individual teacher
conferences and latey share their learning: prepagéd booklets, mo;ies,-slides.

and ditto sheets ccuid be used to iepo:rt their information to the class.

Practice in Using the Irquiry Technique in a Classroom

There are three techrniques whick can be used in the classroom to help students
use the inquiry method. The'goal is to go from a more gtructured situation w;th
teacher direction toward less structured problems with greater student direction.

Techniques are:

1. analysis of unusual events,

2. open-ended problems, and

3. problem formulation.
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The student should first be exposed to the "analysis of the unusual event."

This analysis is the least complex technique because it has more teacher directicn
relative to the other téchniques. "Problem formulation' has less teacher direc-
tion than do:s the open-ended problem technique.

’ The unusual ever.. 18 any circumstance thbit involves people, living or physical
systems, of happenings in a situation that is extraordinary rfor that particular
event; for example--a pine tree growing from a granite ledge. This unusual event
can be presented with slides, color 1lift transparencies, photographs, dréwings or
some other visual aid. After the unusual event is presented to the students, a
class discussion follows. The discussion is concerned with the following quections:

1. What Qnusual thing s showii? In our example the unusual event is the
pine tree growing out of the rocks.
2. What are the possible explanatio...
3. What are the best reasons for the unusual event?
4, What library research or experiment would either prove or disprove the
reason(3) the event has occurred.
Another inquiry techniqu: that may be used is the open-ended problem. The
most identifiable characteristic of an open-ended probleﬁ is the lack of a
single best solution. Studeﬁts are éncouraged to use their own iﬁitiative and
creativity to solve the problem'in as many different ways as there are students
in the class. This technique makes good use of limited library resources ana
all‘students contribute to the solution of the problem. The problem(s) are devel-
oped and assigned by the teacher. Another approach is to assign an open-ended
problem to ‘i .ividual students »r to small groups. These studenté are free to
solve the " .em in any way they deem most apprqpriate.

. The tnird technique,.problem formuiation, is highly uns .ruccured and employs

very little teacher direction. The teacher presents a prob em. The class dis-

cusses the problem and develops alternative solutions. For example, a vocational

283 B
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teacher presents an inoperable small gasoline engine to the class. The class
must first identify the prublem then develop alternative solutions. 1If defective
valves are determined to be the problem, then the class ﬁust decide whether to
grind valves, buy new valves, replace the old valves witﬁpgsed ones, buy a new
engine, or get along with it the way it is. As a result of this process, the
stuéents may disccver other problems. For example tﬁé rings may also be defective.
There may be other problems as weli. The class develops several alternative
solutions for each problem. These techniques can be used to motivaté independent

study and provide students with needed practice in the inquiry approach tc problem

solving.

Instructional Objcctive 10.3

~

The learner will develop an independent study plan appropriate for a

student in a vocational situation.

Learning Activity 10.3-a

Read the following information on "Designing an Independent
Study Plan.”" Then design a study plan for a student in your

vocational area. Include (a) time and work schedule, and

(b) resources.

NESTGNING AN IﬁDEPENDENT STUDY LAN:

Teachers and administrators often complain that §tudents do not know how
to study independently. The crizicism is often voiced tt t students caunuot
identify significant problems, manage their time; plan the study, undertake
research or evaluate their effot:s. Perhs t 1s unfair to expect students to

~ study Independently when they have not bee: expoéed to a 'earning environment

pPr!
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whicb_places the ourden-of learning on the student. Remember, teachers can
provide experiences that will develop independent study skills. Students who
are accustomed to having their entire school day planned{‘programmed, and super-
vised by others will need help and practice in plann;ng and executing study
plans. T : teacher and the student néed to work together when deciding on:

1. the selection of a subject,

2. the development of a study plan, and

// 3. the evaluation criteria.

The possible subjects in a vocational education class are limitless. Some sug-

gestions for motivating independent study in the vocational classroom will be A

mentioned later. .
When makiﬁg a study plan students should:
1. assume responsibiiity for their own learning.in time and work management,
2. develop skill in problem solving techniques, and
3. improve their ability.to learn independencly.

The following list of specific ways :gachers can help students with time and

work agement, and development of problem solving techniques may be helpful to
you.
r : -
| The student: The teacher:
L
L
TIME MANAGEMENT ! \
r
@® 1ists school commitments, - ® discusses plans with the student.

estimates time demands, and
plans time allctments.

® plans time for independent study ® checks to see that enough time
project--i:adlines, conferences is allowed. The teacher's schedule

and indiv.duzl work. is considerer

LA)

CC
A

v\
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The student: . The teacher:
N .
@ adiusts schedule iccording to ® knows how student is progressing
progress and other commitments. by scheduling conferences.
~ ' ° '
@ evaluates time allotment plan. @® e¢.uluates with student to determine
if time allotment plan is feasible.
WORK PLAN !
N ® gelects a problem or learning {1 ® helps student focls on a realistic
activity. , problem for study.’
® writes a problem atement.
i
® identifies gnals of study.
® identifies information already ® suggests possible resources and

known and what is needed. ways of attacking prcblem.

@ identifies potential resources
(human, material, research).

® determines end product--how it (
will be presented i.e., written
report, slides. s ’ /j

® develops evaluation criteria. @ ensures that the evaluation/ includes
self- :valuations and teachFr evalua~-

tions. .

' . )
® plans deadlines and conferences ® plans with student to set realistic

- with teacher. . time lines, and conferences’a:

appropriate intervals.

® incbrporates work plan into
time-study schedules.

@® applies and evaluates work p.ans. ® Lkeeps records of conferences,

deadlines met, etc.
\ . i

f

i PROBLEM SOLVING

® gathers information and defines the ® evaluates 1bliography and notes.
problem. S
Y idéntifies alternatives. . ® determines if alternatives are

realistic and appropriate. Generates . '
other p<ssible alternatives.
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AH

The student: The teacher:

@ weighs, then selects the most
feasible alternative(s).

® implemeﬁts the best alternative, @ decides with student in evaluating.
then evaluates. S

\

’

The third goal we have for students involved in indébéndent study is to’

improve their ability to learn independently.

The t..cher can determine if these abiliti- -~ are being improved by asxing if

the student can use people, books, and journals as resources.

Additional ways of evaluating students will be discussed in the next, section. RS

L]

”,

Motivating Independent Study in Vocational Education J

a. Publicize independent study programs in school newspape: s, radio,
TV, incal newspapers, etc.

b. Exhibit finished products at ar open house, vocational club nigat, r

advisory committee meetings.

c. Se@ up special club~awards for independent study projects. Have members °
4

of advisory committee act as judges. ‘ : 3
e, Indenrendent study prbgrams that have been developed thyough FFA ‘and

FHA home projects can be used as examples for other class members.

Examples of Iﬁdependent Study in Vocational Education

N

1. An oh—ihe-job training (UWJT) situation whereby the student becomes interested

. ! . \ P o
in a related operation of the business and pursues an independent study pro- ™~ .

! - .
gram ‘n greater detail. The study must be purposeful activity which is well- N
| .

olanne# and d%;ected. sndependent study is‘ho; just random acdquisition of ' -

!

‘ N : . _
krowledge and skills as a result of performing regular OJT duties. - Cat

T - 7..0p skills project that goes beyond normal ci.ss requireﬁen:s. Again,
|
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. “ »

* .’ t

students must be responsible for defining the pafameters of this inquiry a‘nd .

wust ovatematically accomplish their objectives on their own initiative. Shop
related mechanical problems ice numcrous and ideally lend themselves to
Jproblem solving technique. in . “:ationa® education.
<

3. ,k An independent study of certain aspects of the job that the student becomes

l4nterested in as a result of being released from school to observe aﬁ occupa-

tion in a laboratory situation.

4, An industrial arts student creates an original design to solve a practical
, ‘1

.

problem as a result of self-wotivation. Generall, speaking this activity

would be above and beyond regular rlass requir. -uts and expectatione.
; y g xp ,

5. Ab.in-depth study of an aspect related to a - ed home project commonly

\Eound in vocational agriculture anc home e: 7n s« Fr quently, the indepen-

1

dent stuay project will overlap into the izpular -7~arroom activities. Thisg

V fc ‘m of independent study is ideal becaus. - relates the extended learning ‘

. »

activities to the classroom activities.

~

Instructional Objective 10.4

The learner wiff be able to use appropriate criteria to evaluate %nde*

\

"~. pendent study. o

. \ '
“ . Learning Activity 10.4-a

Réqd the following information on "Eviluation of Independent

Study.”" Then design ain evaluation form that could be used for

te

the evaluation of “he study plan 1 Learni - Activity 10.3-a.

One exaﬁple of such a checklist can .be found at the end of this

1}

activity.
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EVALUATION OF INDE ENT STUDf
Evaluation is often Fhought of as wa of.giving grades to students. How-
ever, an independent study evaluation has other characteristics:
1. Students need éo develop skills in self-evaluation. It is only recently
that student self-evaluation has been accepted as a worthwhile goal for

students.

2. Students should have a responsible part in deciding their owr grade.
~3. Students and teachers evaluate together these parts of independent study:
the study plan, problem solving and research techniques employed, and

the final project report.

4, Attitudes related to self-study also need to be evaluated. Student

attitudes related to motivation, confidence and self-reliance are of

concern here.
It is important that evaluation be an on-going process rather than only an
end process. It must also involve students so they can gain abilities necessary

for self-evaluation.

£y
EVALUATION FORM FOR INDEPENDENT STUDY

Example

Explanation:

Each teacher needs to develop his/her own techniques for evaluating indepen-

dent study. The following checklist will provide guidelines for evaluating the

learning process, the end product, and the student's attitudes toward learning.

EVALUATION CHECH

Fair Good Excellent

Learning Process: - Poor

1. determines the problem

2. develops a flexible workuplan

289
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Poor Fair Good A Excellent

3. arranges time schedules

4. adjusts goals and objectives'
in light of new evidence

5. pursues a variety of resources
to solve the problem’

4. perseveres with work

7. forms Sevéfal possible
hypotheses :

8. problem solving approach
efficiently used

End Product:

1. final report prepared on topic
2. time, study plans completed
3. objectives of study met

! 4, problem solving process
.applied )

/ : 5. good research techniques
/ used ‘

6. creative approaches. applied
to discovering

7. subject thoroughly researched -

8. evaluation against perhonal
standards of excellence’

9. evaluation against general
standards of excellence

Attitudes:

1. works on self-chosen taéks
2, self-satisfaction with work 1is°
greatest incentive

T

3. confronts problems and questions .
willingly !

4. accepts criticisms and suggest—
tions ‘

Q. | 290
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has confidence in her/his
ability to work independently

self-image is congruent with
how others view student

is flexible in view of new

.evidence

meets deadlines and commit-
ments

accepts responsibility for
own behavior

relates to others but is not
overly dependent upon them.

295

Poor

Fair

Good

Excellent:

291
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SCRIPT FOR A SLIDE-TAPE PRESENTATION

"Using Independent Study in Vocational Education'

Mr. Green - "I'd really appreciate that. I am con-
cerned because I d.n't know how to evaluate Joe's pro-
gress or how the principal will appreciate his not

" being ‘in Ag. shop class during his regular class

period."”

Mr. Taylor: 'Don't worry, Jack is very understand-
ing. He wants assurance that Joe is busy and making
progress not just wandering the halls. There won't
be any problems. A study plan with objectives,

tine lines, and responsibiliti for both Joe and
you) is essential."” - g

1. : . '
Ag. student, Joe - "I would like to study more about Mr. Greenhorn visiting
fertilizers. After the problems I had with putting on with a student wearing
too much nitrogen, I talked to the extension agent an FFA jacket.
and he gave me a book to read.
Do you think I could talk to him tomorrow rather tnan
go to the ag. shop class? Could’I write an extra
report for credit?. ' '
2. .
Vocational Agriculture Teacher, Mr. Green -
"Well . . . yes I think something can be worked out. Close-up of Mr.
We need to develop a plan. Check with me tomorrow Green's perplexed
during your free period and let's discuss this face.
further. ;
3.
Mr. Green - "Say, Mi. Taylor, I understand from the
principal that several of your students are involved Mr. Green and Mr.
in independent study projects.” Taylor visiting in
. the hall.
Mr. Taylor- "Yah, right. I find the technique works
well with many of my students. In fact, I am trying
to get all of them interested in independent study.
Come on down to my office and let's talk about it."
4.

Mr. Green visiting
with Mr. Taylor in

Mr. Taylor's office.

‘)&)f)
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5.

Mr. Green:
a successful plan of independent study?"”

Mr. Taylor: "OK--there needs to be a clear definition
Second, list-several alternative ways

of the problem.
to solve the problem.”

Mr. Green: "I am not certain Joe has the ability to do

this. 'In fact, I have had very little training with
this approach to teaching and I am worried about my
own ability.'"

"Well what are the essential ingredients of

Shqt of Mr. Taylor
visiting with a
student.

Close up of
perplexed
Mr. Green.

Yr. Taylor: "I realize this may sound*difficult and
ydu can't do it all for Joe either. Joe must do
most of the organizing himself. You must encourage

. and shelp him select those resources that will help

him clarify the problem. However, I have noticed
that students really enjoy this; they like the
freedom and enjoy being removed from the regular
classroom sitvation."” i

Student sitting:
by himself
writing.

Mr. Green: '"Well, what's the next step?” Mr. Tay-
lor: '"The next step is to help him weigh and
select the most feasible alternative. Finally,

you and Joe must agree on the method and type

of evaluation.”

Mr. Green: "I don't know = That all sounds pretty
complex to me.: Maybe I'd better take that evening
extension course on problem solving that is being
offered by the Community College."

Student seated.
Mr. Taylor standing
and pointed at the
student 's paper.

Mr. Taylor and
student both

_seated visiting.

Mr. Taylor: '"That is a good idea - but don't let
that stop you from getting Joe started while he is
interested. I'll be happy to help you out. The
process is not all that complicated.” '

Picture of Mr.
Taylor.

Mr. Green: '"I suppose if we established a time

line and broke the problem down in component parts--
and in a logical sequence, the process you described
would be manageable." .

Mr. Taylor writing
on the chalk
board.

A
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10.

Mr. Taylor: "That's right. Just be certain both you
and Joe know what is to be done, when it is to be
done, how he will do it and how you will know when
he has™completed the task."

A shot of
Mr. Taylor.

11.

Mr. Green: "Well the whole idea sounds exciting-- .
how can I get other students interested in an
independent study project?"

. Shot of Classroom

full of students.r

. 12.

Mr. Taylor: 'One thing I do is just sit down and

talk about independent study with the whole class.

I tell and show them some of the things other students
have done. I always make certain to inform the class
that they must prove to me that they are tQady to
pursue independent study." .

Mr. Green: "What do you mean by being 'ready'?"

Shot of teacher
visiting wit» 5
students in an
informal setting.

Close up‘of one
student enthusi-
astically raising
his hand.

13.
Mr. Tayfor:, !Well, they have to show me by their sAnother shot of
- actions that they are mature and responsible enough Mr. Taylor watching
to work alone. There is very little supervision a student work on
most of the time. ' They have. to be responsible for a shop project.
their own actions. They also have to be organized
and know how to get the~information they used."
14. - o )
Mr. Green: "It seems to me that process would take Shot of a student,
too much of my time explaining how to use the 1ib- Mr. Taylor and
rary and lining up resource persons." ‘ another adult
?:3 (standing) visiting.
15. e

Mr. Taylor: "It is true that this takes time.
However, these are primarily student responsibilities.
A good study plan will.save you.a lot of time in

the long run. In general, people are most willing

to take their time to work with a willing stydent.

O0f course, the librarian is most helpful."
Mr. Green: ''That all sounds great--but how about

the evaluation?" _ .
aN

Mr. Taylor: "Again the study plan ig'the key. .Of
course if I can get the objectives written in '
measurable form this will be a big help.

Shot of gtudent
visiting with
the librarian.

294
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@

16.
. Also, there is a check 1list for evaluating inde-
pendent study that can be obtained by writing to
the Department of Vocational-Technical Education
at the state university. :

Shot of Mr. Taylor
writing at his desk.

7. -
Mr. Green: "I noticed that Joe wasn't as concerned

about the grade as he was about studying fertili-
zation in greater detail.”

18. - .
“"Mr. Taylor:  "That's right - the grade in itself is
not important.' : s

Joe tomorrow we'll get started on that study plan.”

rd

. 9 ’ .
Mr. Green: '"Thank you for your time. When I talk with

Picture of Mr.m
Green and Mr.
Taylor shaking hands.

Q-’t<

‘n

L.
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ANNOTATED LIST OF REFERENCES FOR FURTHER STUDY

Atherton, C. R. '"Lecture, Discussion and Independent Study: Instructional
Methods Revisited." Journal of Experimental Education 40 (Summer
1972): 24-28. -

+

Comparison of lecture, discussion and independent study teacher
methods to determine significant differences on tests for recall,
understanding and application of material.

T . ]
Alexander, William M.; Hines, Vynce A.; and Associates. ‘Independent Study
in Secondary SchbolsB New York: Holt Rinehart and Winston, Inc., 1967.

Defines independent study; describes teacher characteristics, student
~characteristics, independent study characteristics, administrative
"responsibilities, and cites many examples pf how independent study

programs are conducted around the United States.

DTS

”

Axelrod, H. B. '"Independent Study: A Report for Hamden High." Clearing-
" house 48 (October 1973): 103-105.

Students meet with a teacher in their area of interest once a week. The
media person is a key person. He/she has to know.&hat is needed and
find it with the student. : ™
.Some students pursue-xll ‘their subjects this way. They are released

to attend nearby universities.

Students must know what they want to study, how they want to proceed,
and how they want to be evaluated.

Brown, B. F. Education By Appointment. West Hyack, NY: Parker Publishers,
- 1968. S '

Only students wh, have demonstrated capacity for self-motivation and

industry should be allowed to study independently.

Cleary, F. D. Blueprints for Better Leatning: Added Dimension in Skill
Development. Nethuchen, NJ: Scarecrow Press, 1968.

. Those desiring to utilize independent study, must develop skills in
™ the use of library resources.

-
a5

Chickering, A. W. "Dimensions of Independence.' Journal of Higher Education
XXXV (January 1964): 38-41. : :

Research at Goddard College concluded that independent study was success-
ful for students who had attitudes conducive to studying independently
rather than high irntellectual ability.

¥
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Gilroy, John J. "Independent Study: Assessing Outcome.' Clearinghouse 48 .
(April 1974): 468-472, '

®

Evaluating independent study programs. Goals and objectives of
independent study. Methods of acquiring data.

. Khal, D. H. "Fifth Grade Moves Toward Independent Study." Illustrated

Childhood Education 49 (November 1972): 80-83.

Fifth grade class sets up a library wiéh materials brought ' from home.

_Knapp, R. C. '"Independent Study as an Objective of,}nstruction. High School

Journal 56 (November 1972): 77-87.

Characteristics of students involved in independent study. Charts on -
time management, work management problem solving. Sources of knowledge

”evaluation, attitudes. . .
Pare, R. R., and Butzov, J. W. "Reliability and Predictive Validity of a Test

of Independence of Work Habits." Educational and Psychological Measure-
ment 33 (Winter 1973)% 963-965. '

Authors present a test to determine if students could identify
independent characteristics in a learning situation.

Ryan, R. D., and Berry, W. "Motivate Your Students with Independent Studies."
Illustrated Industrial' Education 64 (June 1975): 26-27.

The authors maintain that independent study will lead“to positive and
rewarding results. They provide an objectives checklist and relate
2 the 4instructor's responsibilities in an independent study situation. ..
~ N
Smith, K. T. A LKP on Writing LAP's. Fort Lauderdale, FL: Bravard County
Board of Public Instruction, 1969. ' v

The authors point out the need of students to receive guidance in
developing a work plan. .

" Wilson, J. W., and Armstrong, T. "Techniques for Initiating. Independent Study.

Clearinghouse 47 (May 1973): 524-528.

Group éxperiences that lead to independent study. :Use of inquiry
technique. T

4
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‘ CATEGORY: PUTTING IT TOGETHER

' PERFORMANCE OBJECTIVE 11 '@ oceee cecoe

Sy
Identify the components of instructional strategy decision making ‘and ‘select

d alternative‘atrategiea for given learning situations.

kY
-

Instructional Ohdectiva~11.1

The learner will identify the compoments of instructional strategy
decision making.

Inﬁtructional'bbjective 11.2 o ' ' !

The learner will define the variables for a léatning‘situation and select
alternative strategies which arixappropriate for that situation.

v
—
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PERFORMANCE OBJECTIVE 11 ® 00000 00000

Identify the components of instructional strategy decision making and select

alternative strg;egies for'given learning situations.

/ Instructional Otjective 11.1

/

The learner will identify the components of instructional strategy

decision making.

Learning Activity 11l.1-a.

Read the following narration on the components of instructional

strategy decision making, then complete the formative check

which follows.

COMPONENTS OF INSTRUCTIONAL STRATEGY DECISION MAkING.
.Previéus experiences, study, and rése;rch about teaching‘suggest that
there are m;ny elements associated with "grqpt" teaching. One of these elements
is the abilivy to identify and utilize instructional strategies that are appro-
priate to a given educational purpose.. Thus, the’general rationale and one of
the overall goals of this module is to prepare the curriculum specialist to be
able td make rational decisions when selecting instructional strategies and to
facilitate the curriculum team in this endeavor. To do this, the curriculum
specialist must be able to match strategies with educational goals and objectives
and with particular learning situations. J
Every prospective lesson can be examined in terms of the variables at work

r

in 1it.
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The Components of a Learning Situation

wﬁo variables: _ .

~The teacher
-The atudents

WHAT and WHY variables:

."

~The content or sub:j2~t matter

~The goals and obj2c¢ . {vea
WHEN and WHERE variables:

~The setting and aiwosphere : \(n

HOW variable:*

Co ~The strategd
~The resourqges

{ follows 1d:§t1fies the names and relationships of the

The mﬁdel whi
afiables which are essenti

ecision nnking~p:ocesé.

(S
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STRATEGIES
~AND
RESOURCES

WHO?

_ INSTRUCTIORAL

'STRATEGY ~
DECISIONS

CONTENT
. AND
OBJECTIVES
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Wio : .

Suit the teachers--their interests, abilities, knowledge of subject matter,

skills, and attitudes. Although there is considerable agree.. nt that thé teacher

18 one of the most significant elements in the instructional process, all kinds cf
mysticism surround the topics of effective teaching. Perhaps you have heard swch
statements as:- 'Good teachers are born, not made," '"Good teachers are experts in

their content areas;" "Good teachers are like hot biscuits; great to have but

'difflgg}t to describe." All of these descriptive statements, though perhaps at

<

least p;zzially valid, provide an incomplete and narrow picture of the who in the
teaching process. Instead of helping instructors increase their competencies,
they seem to imply that either the teacher "haslit" or “doesn't havé it."

. But teachers can consciously make decisions about their own behaviofs, ones -
that will positively affect learners, the learning environment, and learning out-
comes. Each teacher can identify personal strengths and skills, and then draw on
these when selecting instructional strategies. These strategiles, like the shoes
we wear, should fit comfortably.

This does nét mean that teachers should use only a limited number of methods
and techniques. Evenvif a teacher's personal inclination and preferences are for
tﬁe lecture approach, the instructor needs to make afcontinuo;s effort to deveiop
an éxpansive repertoire of additional strategies. With practice, the teacher can
feel comfortable with an extensive selection of strategles.

Suit the learners——-their. interests, ﬂeedsliabilities, knowledge, and valueés.

Learners, too, are integral '"who" variables. Each student enters the classroom
with personal characteristics, interests, learning styles, skills, and abilities.‘
Probably no two will be at the same level of readiness, will be motivated identi-

cally, or will respond to the teacher in the séme wai.' Thus, . when making decisions
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about instructional strategies, it is absolutely essential L. give careful con- . ‘

sideration to the learners themselves. If a student is fearful of delivering
statements in front of the entire class, ther the instructor will wan: to modify
this strategy, adopt a new one, or provide the’'learner with activities that w‘ll
gradually lead her/him to attain this skill.

WHAT AND WHY

Suit the subject matter and objectives of the lesson. All curricular -endeavors

have a purpose. This purpose? the desired end of the educational experience, involves
both the obiectives and the subject matter of the lesson. The selection of appro-
priate strategies requires consideration of the prrpose of the lesson: is it learning
skills, learning knowledge, or learning attitudes and values? | : .

Fbr instance, lectures may be very effective in meeting cognitive objectives,
' but are generally much less appropriate for learning attitudes or psychomotor skills.
If the teacher wants to teach the students to be.honest, the~strategy should involv.

&
‘opportunities for the student to exhibit honesty. To teach students the effects

~

that oxygen has on metals, it would seen inapproﬁriate to set up a debate on the
issue-denonstrations or laboratorf exercises would be more to the point. Similarly,
the method appropriate for teaching the effects of ;dvertising will differ from
tbose for teaching how to operate a calculator.

WHEN AND WHERE

Suit the time and place context of the teaching situation. For example, if ‘it
is 2:00 p.m. on a Friday aftErnoon, and the class is comprised of tenth graders who
have a sophomore prom that evening, it would be unwise to choose a method that
requires the students to sit ouietly and attentively for SO.miautes. A‘method that
insolves student\participation or comparatively free movement for the students vould -
probsbly be better sufted to the students' mood. The amouot of time_available to

4

teach tlie lesson is another 'when' variable to consider.
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Since the instructional strategy 1is 6ften related to where instruction tékes
pche; the teacher should consider the question, "fs this environment the best one
for the strategy planned?" For lectufes, students ﬁeed comfortable chairs that
make note-taking easy, Placed 80 that‘students can hear and see the 1edtut;t.
Discussions and inquiry lend themselves to the more flexible environment, where
students can(intetact in small groups. Laboratory and field experiences require
special envitonmgnts which may or may not be available. Selection of an instructional

strategy should be made with knowledge and consideration of the appropriate learn-

a
ing environment.

HOW

Suit the resources and strategies available. Most instructional strategies

rely to some extent'bn &atious material or human tesoutcés. Obviousiy, the selection
of strategies requires an analysis of such resources--what are they, and are they
available?

The most critical human resource is a teacher who is trained in using the
sttategy—-who.defines the strategies that are available. But there are other human
resources that.ate important: d;scussion leaders, field experience sugervisots,
gue;t qéeakegs, and consultants. 'Material resources include physical ﬁlaht, equipment,
print and non-print instructional materials. .Thesé resources must be available for
the strategy to be effécttve,/

" The "how" variable is a critical variable in selecting iﬁstructional strategies.

A teacher may know why, what, when, and where to teach, but how to teach must also

P
: o

be considered as an essential element for effective learning.

Summar

This category doesn't provide answers for making decisions about instructional

strategies. Instead, it siimulates questions—questions which should be asked by
r

the curriculum specialist/teacher when choosing an instructional strategy for a

given iesaon.

395
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FORMATIVE CHECK : .
Learning Activity 11.1-a , N

Match the descriptive phrase on the left with the appropriate name of the component
on the right. 'The answer key follows on the next page. <

1. The purpose of the lesson is for .
students to be able to «..... . a. Who variable

2. Some of the students seem to

catch on slowly. Why variable

3. Learning activity packages are
available. . » c¢. How variable

4. The 1natructor has a timid voice

. which makes lecturing difficult. ' d. When variable
5. 1It's the first day of school. . 'e. Where variable
6. A local industry has offered field , f. What variable
experience for students with.n their
facility.

7. The subject 1s grading meat.

~t




1.
2.
3.
4.

6.

e

Keys - Learning Activity 1ll.1-a
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Instructional Objective 11.2
The learner will define the variables for a learning situation and

select alternative strategies which are appropriate for thar situation.

Learning Activity 11.2-a: Part I -

Read the following &iscussion about making strategy decisionms,

then participate in the activity which follows.

o

STRATEGY DECISIONS

Where Do You Stdrt?

The relationships of the variables in this strategy decieion making process
can be illustrated by the circular model discussed previously. Such a model
indicates that there is no one best starting point, and that all variables are

essential to the decision making process.

WHO?

Teachers

I.Students

. — T -
H Strategies Instructional Content ?
0 and Strategy and and
W Resources Decisions Objectives W
7 H
Y
?
~ Setting
and
" Atmosphere o ?
W s E
: ~ R
E - E
N H
? -and W
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In many cases, the process starts with an objective._ For vocaticnal education,
a task analysis often determines goals, which are further defined and specified,
eventually resulting in behavioral objectives which are used by the teacher as the

basis for classroom lessons. Let's consider such a case:

Patsy Takamura teaches a community college course for training medical labora-

" tory technicians. An objective for h@g students 1s: Given clean glass slides,

heparinized blood, and a capillary :ﬁﬁe, the learner will prepare a minimhm of
‘five thin sm irs which nhave feathered“edges and cover at least one-half the length

i

of the 8" Jde.
Using this objective as her fo;us, Patﬁy decides onda;ing demonstration as .
the instructional strategy, followed By student practice. She then considets this
‘strategy against the other variables, to‘cénfirm the appropriateness of her choice:
Teacher: ”’ - ' E o
Pa;sy herself 1s'qua11f1ed to perforr '".¢ demonstrations, since shes pro-
.ficient at making smedrs, confident at speaking before a, group, and has
proven effective in giving demonstrations.
Sfudent;:
| Having compleféd an introductory unit on laboratory techniques, the students
are famil%af with using capillary tubes to manipulate liquids and with hand-
ling blood specimens safely. Since making }rqper blood smears is a prerequisite

to their hospital-based experience, students are motivated to léarn the skill.

Setting and Atmosphere:

-~

_ Although fhe student laboeratory doesn't have enough bénch space for all stu-
N ) | : :
dents. tq work at the same time, Patsy can set up two folding tables in the

bacﬂ ofkéhe\rdom which would provide the additional space. A one-hour
laboratof} pefioq can be devoted to this activity.'

Resources: ' o R

Capillary tubes and cIe;h,gléss glides are available. Studentq will draw

\§ 09
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blood samples from each other, thus practicing a previously learned skill.
ﬁ'So, using the student's objective as a starting point, -Patsy seems to have made

an appropriate choice of strategieaf

[

But let's ‘investigate another approach, such as the who variable. Bob
McLoflin is a high school electronits instructor. He has two students in his

. R
high school class who are exceptionally bright and interested in his course.
” ) a

Ve
Using a demonstration/practice approach works fine for the rest of the class, but

these two exceptional students always finish early.. To meet the special needs of

~

these students, Bob needs another strategy. Here's a classic case wbere the

student provides the entry into the strategy decision making process.

For various situations, the other var@ables can also serve to initiate the

process of strategy decision making.

!

- You met a_commercial- materials salesperson at a conference and charmed

~

her into sending a self-instructional module his case it's the

how (the resource) that determined the strat
- It's the first part of the school yeéar and students don't know each ocher ’
well-—you need a strategy chst'allovs students to interact and get to |
know each other. Here's a vhen variable combined with a who.
-~ There's an’ identified need for a commercial art program in your commmity.
‘but the school has no facilities nor money to develop them. A job
shop in your town has volunteered to tabe students in a co-op program.
This 18 an example of the where variable influencing the strategy decision.
Remember that regardless of which variable initiates the decision making |

process, all variables must be considered before the decision is made.

.310°
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n

Learning Activity 11.,2-a: Part II : : e

1 L .

. . .
Find a curriculum guide for a discipline you have taught or

are teaching.
Select six 6bjectives which are significantly different--

reﬁresentative of cognitive, psychomotor, and affective types.

For each objective, define (from your own experience) a who,

when, whefe, and how variable.

Select an instructional strategy (or several strategies, if

needed) for each objective and analyze its (their) appropriate-

n

~

ness for the conditiomns you've described, then
List two alternative strategiés for the same objectives or
give a rationale for the reasons no other strategies are

appropriate.

The following worksheet may help you in developing this

activity.

3
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Worksheet for Learning Activity 11.2-a

-~

- The Behavioral Objec;ive: -~

{ .
\ o . A .
BY .

The WHO vapiables:

teacher:

student(s):

The WHEN variable:

The WHERE variable:

Y

“The HOW variable:

The strategy:

Alterhative’ Strategies: > -

L3
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. ' ‘ MICROTEACHING

/

‘// Description - .
‘ The microteaching sessions will bevconducted in groups of 7-8 peefﬁ (other
VECS graduate students). The gtoup‘willlbe responsible for the organization of
the mictofeaching sessions including theéy;deo tapiﬁg. .
ﬁictoteaching is a scaleg-down saméle of teaching. It is éssentially én -
opportunity for teachers to éevelop and/or iﬁptove specific teéching sttatééieg

\ ) : . -~ .
' gith a small group of students (4-5) by means of brief single-concept lessons. :

Thesa lessons are recorded on video tape Eot teviewi;é and analyzing teacher
behaviot in relation to a very specific teaching process or processes.
Not every topic or concept automatically lends itself to every techniqu2>
If you are uncertain that the concept which‘you selected will be apptoptia;e
' | for the assigned strategy, you may want to confer with qthet 1earngts or your
instructor. i ) |
A modified form of mictoteaéhiné will be used for the Caéegqties in this

module. Since it i8 not always possible to obtain school age ptudents for the

teaching sessions, other gtaduate students will play the role of the students.

R

Performance Objectives and Tasks

H

Within the time. limitation, and using the identified instructional strategy,
. o ]
v the learner will téach a pre-<selected conéept, gkill, or idea to a peer group of
, , ,

approximately five stuﬂéﬁts; Other peers tan<opetate the video equipment or

-4

serve as evaluators.

. g B

To accomplish the above objeq;ive,,tﬁe following tasks must be performed

'.//

. ) ‘ ) - .
in conjunction with each mic eaching session. The learner shall: ;|
1. Write a lesson plan. ake 4 copies-—-one for the instructor, ofie for

; l " the learner's ‘use while teaching, and two for the evaluators.

314 4 .




322

4

2. Write an objec.tiw‘re o"r”a set of objectives for the lesson (state-them' ‘
'1n performance terms). Identify the tasks that the pupil must
eccomplishﬂto'reach the objectives. -

3. Teach the lesson to the peer.group.

4. Evaluate student achievement of the stated performance objectives by
a specific evaluation device. (Identify this evaluation strategy on your /r
lesson planf)\ '

5. When not-teaching, pley the role of a student, operate the recording

- equipment, or evaluate other microteaching performances.

6. Critique the teaching of the other peers in the group. Each group

should provide an immediate oral critidue following each micro-lesson.

R
-~ N 5

] : | '
Both content {and interaction process observations should be made.

P

ivaluating Your Microteaching ) : . ’ '

Research indicates that microteacliifig can provide the opportunity to develop
md improve speei&}c teaehing hehaviors. The use of the video tape recerder can
1l1low the “teacher" to view the se?’. . s others de; aqd immediate replay is useful
For.self-evalﬁation and diagnosis.

The microteaching'evaluation should be ;elated’to the following.criteria:

1. What was the qua;fty of ''teacher" preparationland presentation? For
éxqule, did the leseon appear well prepared and creﬁtive? How were
the teacher 8 voice and mannerisms?

2. What was the quality of "student" involvement?

3. Were the teacher's objectives reached?

4. Was the cognitive level appropriate?

In pr;;;;Ihg for the.hicroteaching presentation, we suggest that the ereaé'

hich follow on the next page be cbnsidered A form to evaluate teacher effective- ‘

2ss in mocroteaching lessons for various 1na;ructional strategies is given on

-




‘ ‘ MICROTEACHING PREPARATION FORM

1. Studer~ Performance Objectives:

2, Concept [ will teqch:

3. Steps needed.to reach the performance objective (i.e., learning task

° ' analysis):

~4

4, Straﬁegy(s)‘l will use:

S. Student experiences I will provide:

S 316
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6. Materials I will use:

7. How the lesson is to be evaluated:

317
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. ' MICROTEACHING EVALUATION FOKM , .
ol &
HE
9lo
gl
v I
EE
: 3 wn =
Presenter/Instructor "~ Comments

A, Establishing Rapport

1. Preparation for activity/statement
of objectives
2. Poigse and selficontrol
3. Tone and quality of voice -
e. Inclusion of audience with
eye contact ‘ .

. B. Effects of Appearance

1. Grooming

* 2. Posture .
3. Manperisms/Gestures . )
4, Enthusiasm :

| .

|

i

C. Method of Gﬁining Audience Interest
\

1. Analogy
2. Central jobject/Single word/
Quotatio

3. Problem pituation
4, Visual aids
5. Other } - ‘ l

D. Metﬁod of Presentation

1. Facilitylexpedites strategy used

2. Organization/Sequence

3. Appropriate language

4. Emphasis of major ideas - .

5. Definitions of technical/difficult

terms j ‘
6. Use of supplementary materials

. 7. Challenged audience
o 8. Closure/Summation

313

\
) |
© |-

ERIC |




DEMONSTRATION PLARNING GUIDE

PAruntext provided by eric



DATE , : _CLASS } TITLE

329

3

- 1. STATE OBJECTIVE:

2. PRE DEMONSTRATION CLASS ACTIVITIES: ﬁ-'

.3. DEMONSTRATION OUTLINE (Including equipment, supplies and materials):

4. EVALUATION (self evaluation, student achievement):

5. POST DEMONSTRATION CLASS ACTIVITIES: °

b

W
o
QO
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DEMONSTRATION SCORE CARD

COMMENTS

& Excellent

~ Poor
~ Fair
h»GoodL

* 1. PREPARATION:

A. Topic appropriate to
demonstration method

B. Knowledge about the topic

. C. Necessary auppliéa and materials
- ready ahead of time

D. .Room arranged so all could
see and hear

2. PRESENTATION

A. Introduction--gained attention,
provided motivation, stated
objective clearly

B. Organization ldgical

C. Visual aids effective

3. INDIVIDUAL EVALUATION

A. Poise and grooming

B. Voice and grammar

C. Eye ¢ontact

D. Skil7%ul workmanship
organized -
enthusiastic

TBtal Points

S

321
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II.

III.

IV.

V.
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" CURRENT EXEMPLARY PROGRAMS IN INDIVIDUALIZED INSTRUCTION

The.nationg' largest individualized learning project, Individqally Preacfibed
Instruction QIPI) was.@gveloped Qt the'Univeraity of Pittsburgh in coopera-
tion with the USOE regional laboratéry (1964). Materials have been developed
in elementury mathematics and language arts. Provision? for continued

dieenosis =ad pupil progress and regular feedback are provided.

Project PLAN {Program for’Learning in Accordance with Needs), the nation's
second largest effort to 1ndividualize instruction, has been in existence
since 1967. PLAN was‘c:eated By Westinghouse Learn%ng Corporations and
Americﬁn Twgtitutes for Research, Palo Alto, California. The program
involves &1l grade levels in language arts, reading, social studies,

mathematics, and science and incorporates available commercial materials.

LAP's were dcveloped as a part of the NOVA project at Nova High School,
Fort Laud-rdale, Florida. - LAP's were designed to guide a student through
a highly structured program of learning activities. Nova developed

mai ¢~ als in the area of science and mathematics, since this approach has’

beenhimplemented in all areas.

Individually Guided Education (IGE), deaighed for .elementary school,
has been under dévelopment by the Wisconsin R & D Center for Cognitive

Learning and cooperatihg educational agencies since 1965.

The Individueciized Mathematics System (IMS) is a low-cost, brightly

illustrated mathematics curriculum for grades 1-6. -Its developérs

contend that it provides maximum creativity and flexibility for teachers

323 o -
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VI.

VII.

and pupils, and does not penalize pupila-if they are not proficient in
: »
reading. JMS has been developed over the past several years by the

Center for Individualized Instructional Systems in Durham, NC.

An example of computer-assisted instruction--PLATO ;(Programmed Logic
for Automated Teaching Operations) was developed by the Computer-Baaed‘
Education Research Laboratory at the University of Illinois in Urbana.

PLATO is adaptable to all subject areas and all grade levels.’

The Duluth Plan for Individualization (DPI).was started in Duluth, Minnesota
at the elementary level in 1964 and has since been adapted to the junior

and senior levels. The Duluth plan is a multimedia approach that puts the

student under contract on each classroom Assignment, in the areas of laug-

uage arts, English, social studies, science and mathematics.

<
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. .
CHECK LIST FPOR EVALUATING

TEACHER-MADE LEARNING DE,S1

One of the chief aids to individualized instruction in the classroom
is the teacher-made learning guide. This is a learning :package or self-
instructional guide covering a fairly brief learning unit. The guide-typically
consists of (1) a statment of purpose, (2) one or more instructional objectives,
(3) a pretest, (4) a list of learnipng materials and activities; (5) self-tests for
monitoring progress, and (6) a posttest for measuring terminal achievement. :

The following checklist was designed to evaluate the adequacy of a teacher-
made learning guide.’ It can, of course, also provide direction for preparing

such a guide.

CHECK LIST
Yes' No
Purpose of the Unit
1. 'Is the topic of the‘\x\unit clearly stated?
2. 1Is the reason for studying the unit clearly explained?
3. 1Is the language simple and clear? 4 . .
"4, Does the statement of purpose provida a
motivating quality? ’
Instructional Objectives
5. Are the instructional objectives educationally
significant? ~ : _— —
6. 1Is each~1nstructionai objective stated in _
measurable (observable) terms? '
. L o .
7. 18 each instructional objective limited enough to
be attained during a brief learning unit?
8. 1Is each instructional objective relevant to a more
general (terminal) course objective?

v
’E

1
Norman E. Grunlumd Individualizi ng Classroom Instruction,

(New York: Macmillan Publishing, 1974) pp. 65-66.
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Pretest and Posttest

‘ ' 9. . Are the directions clearly stated? _—— =
c ' _ e
K 10. Do the items provide direct measures of all pgasks
. described in the instructional objectives? H - T
N 11. Has a reasonable standard of mast"evry been se¢? T

Learning Materials and Activities -

12. Are the diféctiona for procedures clearly atgged'l -~

13. ‘Do the materials and activitiea contribute tgo
achievement of the 1nstructiona1 objectives? - ' —~—

14. 1Is there a variety of types and levela of :
' learning materials? . . ~—

"
15. Do the learning activities provide alternate pro-
cedures for achieving the instructional objecgive —_— i .
Self-Tests . ' . \ @
16.', Are the directions clearly stated? —_—— =
17. Do the test items aid in mastering the learnjng .
! materials and in ckecking on progress? : -

Enrichment Activities (Optional)

18. Is a wide range of activitie’a 1.1sted? ? t —~—

19. Do the activities provide for greater depth or

breadth of learning? . _——

20. Are the directions sufficiently clear for
independent study? -

s
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0
What Is A Learning Package?!

;' y
v

" A learning packagé is an instructional kit designed to assist the learner in

the step by step development of a skill or competency. The learning package can
be multi-media in design, it can.-have a self-contained or non-self-contained format,
and 1t generally consists of all or most of the following components: 1) unit

objeétives, 2) performance objectives, 3) rationale for the objectives, 4) pre-

instructional test, 5) learning activities, and 6) post—-instructional test.
. !

Eight-Step Model for Developing Lear~ing Packages

1. Identify and analyze life or job tasks which point to the need for a course of

datud!.

The life or job task analysis will enable clear identification and statement
of unit objectives and per.ormance objectives. For example:

“ Clear communication requires that a person be able to speak and
write effectively. To speak and write a language effectively, a
person must often use a standard dictionary of that language. There-

fore, the many skills involved in using a dictionary should be learned
by the speakers and writers of a language.
These are some of the skills involved in using a dictionary:

1. Finding words in their alphabetical order.

2. Looking up the sound represented by diacritical marks in order

to learn how a word is pronounced. ‘

3. Knowing the various kinds of information available in a dictionary.

2. Select and write unit objectives. . .

A unit objective 1is a broad, general objective or a<goai of the total unit

Qf instruction. For example:

At the completion of this unit study, .the student will be able
to effectively use a standard dictionary. .

1 ' ) .
Clark Jones, "What Is A Learning Package?" Washington State Adult

Basic Education, 1973. (Mimeographed.) . T




" instruction necessary.

338

The unit objective is based directly on the life or job task which makes 1'

y

3. State each performance objective.

Write a set of performance objectives, each'conaiating‘of one element of
knowledge or skill that forma‘part df the broader unit objective. Performanee
objectivee tell specifically what the student must be able to do. For example:

* The atudent wifl be able to find‘worda in their alphabetical’drder. N

The student will be able to identify the preferred epelling of a
‘'word which can be spelled more than one way.

The student will be able to divide a word into syllables.

4. Analyze the subject matter and the skills required to learn it.

Break down the performance objectivea into seta “of sub akilla. Sub skills
are all of the skills or knowledge the student must have in order to achieve ‘
the performance objectives. For example:

Performance objective: The student will be able tovfind words in their
: alphabetical order.

)

Sub skills gtudents must have before they can learn to perform the task:

1. The student must know the order of the létters in the alphabet.

2., The student must have a close idea of the apelling of the word he/ahe
ia looking up.

5. Design a pre-instructional test of what the student knows and of what he /she

needs to learn. (This teat,mhy be oral, vritteﬁ?\ot* ds-on" in nature.

It must be designed so it doesn't discourage or threaten ghe student.)
The pre-test serves two purposes: 1) it tells wh her or not, a student
already has the necesaary (sub) skills ‘to begin vork ng on the learning package,

and 2) it tells how much the student already knows gbout what the package is - ‘

deaigned to teach.

In our.exemple, one d} the sub skills 1s a knowledge of the order of the

329
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~ 0

. alphabet. To find out if a student knows the order of tlje alphabet, you might
o . . | . - v

ask him in the“pre-test'to write or recite the alphabet/in correct sequence.
If ne denonstrates that he has this sub gkill and_othe necessary sub skills: then
test him to see if he can accomplish the.performance okjectiye.

The performance objective in the example calls fo} the student to find

-

, words in their alphabetical order in the dictionary. To test a student on this
" skill, you might simply ask him to look up six commonly-used ords in & standard

~'-'d.it:"‘tionary.

6. Design Learning Activitfes.

You must select altgrnative forms: of media and'design relevant learning
_ activities through which students may achieve the. performance objectives. |
Iearning activities must reinforce mastery of sub skills as well as help the

- student learn to demonstrate new skills or knowledge. Design learning activities

\
\

7 . ’
specifically on the basis of each performance objective. For example, for the
performance objective, "find words in their alphabetical order",stddents might

go through these'learning activities:
: /

1. View a sound filmstrip om dictionary use which explains how to-use
guide words to find other words.

re—
. fd '

2, Practice looking up a list of commonly used'words./
. /

7. Design’the_poat-instructional test. . /

o

/
A post test measures whether or not a student has néstered the ;performance
. . B [ .
objectives and'thereby achieved the uni: objectives of the learning.Package.
It is a criterion-referenced test based on the performance objectives of the

package. Unlike the pre-test, it does not include sub-skill test items.

8. Try-out the learning package. . 3 . . L

After you have completed the learning package, try it out on one or two

]
<
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students. This is the "de-bugging" phase and it should help you locate weak points’
in ‘the package’'s design. Revise the package if necessary and try it out again
on a group of students. You will probably want to revise the package continually

to keep it current.

-
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Success in the job you have selected demands that you be able to accomplish-
the objectives listed below. Read instructions very carefully, and ask
questions of the instructor or proctor whenever you need to do so.

GIVEN: -

A permanent split capacitor type motor (PSC), a center punch, a
srrewdriver, a nut runner, a rawvhide mallet, an ohmmeter, a megger,
a cold chisel, a test cord, a ball-pein hammer, an oil can with
#10 SAE oil, and a wipe cloth.

YOU. WILL BE ALBE TO:

Identify, disassemble, assemble a permanent split capacitor
type motor. '

SO WELL THAT:

The motor will function without loss of e'fficiencyrwhen ‘
compared td the motor name plate rating. '

GO ON TO THE NEXT PAGE

v
4
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'l' : o : ‘
: : THEORY

In order to achieve your goal, you will need to do some reading or
see and listen to a taped program. First, perform the tasks listed
bc.ow, and then the exercises on the pages following. Ask your
instructor or proctor for help if you need it. '

//////

v R
1. Read: Modern Refrigeration and Air Conditioning by Althouse. -
Chapter 7, sections 37 and 39.

\
2. View Sound/Slide Learning Unit #4XN-00-01-022, Identify, Dis-
" assemble, Assemble Permanent Split Capacitor Hotorﬂ

QO ON TO THE NEXT PAGE
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UNIT 4XN-00-01-022

PROGRESS CHECK

2

ﬁnswer the foilowing quéstions. When you have finished, ask your instruc-
tor to check your work. Circle the letter which indicates your correct

ansver.
L

1. A

a.
b.
c.
d.

2. A

a.
b.
c.
d.

permanent split capacitor motor starts and runs

As a single phase motor does.
As a two phase motor does.
As a four phase motor does.
As a shaded pole motor does.

permanent split capacitor motor does not require (two answers)

An oil reservoir.
A starting relay.
A rotor.
A stator.

3. When disassembling the motor, the shaft is first cleaned because

a.
b.
c.
d.

4, A
A a.
b.

c.
’ d.

5. A

- e
b.
C.
d.

It prevents an electrical discharge.

The end bell will better slip off without damage to bearing surfaces.
1t will then be easier to inspect the run winding.

None of these. S o

permanent split capacitor motor is noted for its

- High efficiency.
Very high speed.
Its great torque.
Its low cost.

permanent split capacitor motor requires

A starting relay.

A run capacitor.
Always direct current.
220 volts only

6. When used for a compressor drive, the system

a.
b.
c.
d.

Muat equalize before starting.

Must be geared down to at least 80%,
Must utilize two transformers.

Must use DC only.
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7. A capacitor is checked to make sure it has

a. Three terminals.

b. No grounds and no opens.
c. A name plate on it.

d. A working battery.

- . SCORE

-

GO ON TO THE NEXT PAGE WTTH PERMISSION
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Now you are ready to perform job steps that should lead you to reach
the objective. When you have completed all steps and accomplished
the objective, ask the instructor to check your progress before
moving to the next study unit.

+. OBJECTIVE:

Identify, diséssemble, assemble permanent split capacitor
type motors. ' ’

TASKS \ ' MATERIALS AND EQUIPMENT NEEDED
‘1. Clean motor shaft. - You wiil need a wipe cloth.
2. Use a center punch to mark end bells You will need a center punch
of motor so that it can be reassembled and a small ball-pein hammer.
exactly as it was before it was taken
-apart. *
3. Use screwd:iver and nut runmer You will need a screwdriver and
to loosen motor through bolts. ' 2 nut runner. .

4. Remove end bells one at a time.
Be careful to count spacers on the
motor shaft at each end. NOTE:
Spacers hold the motor rotor in
the correct magnetic field_position.
If not returned to their proper
place on the shaft, the rotor will
be .out of its position and the motor °
efficiency will be impaired. '

5. Inspect Bearings and their surfaces
for wear or defects. Replace with
new ones if necessary.’

6. Use an ohmmeter to check both run You will need an ohmmeter, a
and phase windings. Position pencil, and paper.
first test wire clip, ‘ .
- then second test wire clip.

Read and record findings.

7. 1Install a megger . and check
the winding insulation for leakage.
NOTE: Your reading should be ten
megohms or better. A low reading
means that the motor should be
rewound.
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'l’ ) . TASKS MATERIALS AND EQUIPMENT NEEDED

B

8. Connect the motor capacitor to:
~a capacitor analyzer, and read

its capacitance. Check to

determine that it has not -

"groynds" or "opens" in its

circuit. . .
9. Reassemble the motor by placing . o . -

the rotor inside the stator. Be ’

very careful in placing the spacer

washers on the shaft.

10. Guide the end bells over the shaft
being careful not to damage the
bearings. B

11. Tap end bells lightly to insure
" that they seat against the
. stator. ’

12. Ingert and tighten through bolts
in end bells‘and stator. Bolts
should be tightened evenly. Check
: the shaft to see that at all times
. it turns freely without binding.

13. 01l bearings. You will need an oil can with
. B SAE #10. -

14. Test capacitor after it has
been connected to determine if it : o8
has the name plate capacitance. ' '

15. Apply proper voltage and turn on -
motor. Determine if the efficiency

of the motor equals that of name- ‘
plate rating.

ASK -YOUR INSTRUCTOR TO CHECK YOUR WORK - . e
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