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- PREFACE
- Paul Marashio. . .~ -
‘ "Chair, Pe'dagog'.y--Cbmmitiee

If there is a common thread that weaves these dlffermg pedagogy ar-

ticles together; it is student centeredness _All these author/practitioners
~ consciously focused attention on the student through pervasive teaching

strategres that engage students in learning. From the enthusrasm bubbling" -
forth from these articles, these authors are experrencrng unprecedented ‘

" teaching success through these learner centered methologies without a

~

hint of sacnﬁcrng academic rigor or compromrsrng on in depth cover-
age of material. For the many. faculty standlng on the sidelines skepti-
cal with such lnclusrye_ methologies or taking a wait and see approach,
these'art'icles‘by faculty should dismiss any lingering-doubt. Now is-the
time to get off the sidelines and get into the pedagogy game where. stu-.
dents are the focal p01nt of learning. Take heed in what'these author/prac-
- titioners say, but more importantly be cognrzant of their successes in.
teachmg students how to learn. For you wrll notice, seeping through all
_these articles, student centered classrooms give us active learners intel- _ -

: lectually engaged with the materral This engagement in learning often

E

RIC -~ P

Aruitoxt provided by Eic:

means the learner better understands the matenal and potentlally retalns E

“f

_the material for a Ionger time perlod :

Whether we sample an article or.two‘or read them all the excrtement' -
of these practitioners. will flow through-you, motivating you, to become T
partrcrpants in'the ever-changrng pedagogy game : :

(97 ]
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L

‘Good workshops téach in two ways You garn academ1c 1nformatron' -
but you also learn from observing the examples of the. dynam1c present-
- ers, who-are, after all, -able to make a living by their ability to both edu--

«cate and motrvate By using their example and their instruction, classrooms‘ L

" could take on the aspect. of a well planned workshop — lively, attention-" '
'holdrng, and 1nformat1ve By pacing our classes in the same way, we'can
- build in a variety. of actrvrtres that will enable our Students to stay’ focused :
and leamrng from the begrnnrng to'the end of each class. ‘Good workshop- »
presenters practice what they preach- and it can. work for us. too' R
_ First the presenters get their aud1ence relaxed and 1nvolved Then they '

present material in a clear understandable manner using a var1ety of i in-":

structional methods A lrvely varied presentatron kept: leamers 1nvolved
Here are some of the ways in: ‘whi¢h ‘we can follow their lead and emu-\;' »
late therr 1deas and their effectrve methods of presentatron -

v
v

a Settmg the Stage for Learmng S R
' Creatrng an atmosphere of relaxed alertness frees students to learn ’

. An anxious mind is not a receptive mind. Humor breaks the ice and gives "'

students a chance to open all their sensory: channels, allowing matenal -
to come in:. At the first class meetrng, I ask studenits to 1ntroduce them-

- selves, but to ease their way, I 1ntroduce myself first. It’s fairly- easy to.

do several minute§ of a’ stand -up” routine covering my educatronal
background and current famrly dorngs Havrng two teenaged boys in my .
household supplies plenty of * current mater1al ” Often the student in-"~ \
- troductions that follow are relaxed and amusing. ‘ o
‘Once chanrels are open, a review ‘of what they have stud1ed prev1-
E ously or learned from their life’ experrences can serve as a foundatron_
for building new. learning. With their background 1nformatron now at the .
forefront of their m1nds ‘the big picture of what i is to be covered can be
added onto their previous chain of knowledge. = - ' -
- To generate interest and get an understanding’ of student background' -
_ levels, you can ask studerits- to rate their present knowledge of the sub- '
Ject Surreptrtrously holdrng up frngers close-to their bodies, they can
, srgnal you w1thout exposrng their i 1gnorance or expertrse on the subJect, .

BIA rimext providea by ric . . . 8
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o Makmg Learmng ‘Easily Attamable .
- Our students have a formidable task ‘In my f1rst 'year with the then .. -

"PEDAGOGY JOURNAL |

to their peers. With one finger meaning “Never heard of it,” by degrees' '
up to five. f1ngers-”Use it all the time,” at-a glance you can get a qu1ck‘

and accurate understand1ng of how" deeply you-need to cover' your cur-
. rent subject This personal assessment can. help students begin to own

¢ the process of learning, and students are more: w1111ng to.invest into what -

they feel they own. Encouraglng students to bring in quest1ons from‘

- previous lectures and current readings can also. ground each class in'a
“firm base of knowledge to. build i upon. ,
~.-Butif.we are to expect students to become enthus1ast1c about learn1ng,
. we must actively display our passion for the matetial we are teaching. Stu-

. dents will “catch” our interest. An animated, expressive presentation is -

T _emotronally engaging. Enthusiastic teaching‘becomes performance art. And

-the wonderful thing about ; giving out enthusiasm is that it comes back to
you many times over as you see the eyes of your aud1ence lrght up with -~
1nterest A relaxed, entranced classroom is an 1deal to wh1ch we can de-

. vote. our energy and creat1v1ty :

. 'Vocatronal Techmcal College System I was shocked to realize that myj
students were work1ng MUCH harder than I had had to’ work in-my
- leisurely four year stroll through my bachelor degree requ1rements And

~ unlike me in my carefree student days, many of them had to precarlously .

. balance a job and caring for families with thelr stud1es _ )
‘Our students are-here to learn huge volumes of information in a rela-
tively short time and our goal should be to help them incorporate it all.

: There s norule that says we can’t ease their. way, stranhten out the mazes -

and let them get directly to absorptlon of material.

Introductory materials for the class such as syllabi can be comprehen- '
sive, giving the student clear guidelines and expectations. Course Out-

 lines can be shared with students so they know exactly what we hope to
'relay to them by the <lass’s end..

- Presentations can be tightly organized. Mater1al can’ be presented in

a clear Content-Part1c1pat1on-Rev1ew progressron Teach1ng the material,
~ 'having the students use it, then reviewing to bring it together helps to
* consolidate knowledge ‘By be1ng provided ouitlines of the day s lecture.

or actual lecture notes, students can follow easily, expandrng on them )

. w1th the1r own notes and connections as- the lecture progresses.
ERIC™ B
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We don t want to do everythmg for our students The1r effort is criti-

- cal in- learnrng Note taking is oné-of the most re11able 1nd1cators of h1gh. e

“course performance. The physical act'of wr1t1ng is. yet another channel
-for absorbing the material that i 18 seen -and heard in presentat1ons But

' _ask1ng students to jump through extraneous hoops; forcing them_to or--
-'ganize ‘material that we presented in a disofganized fash1on is, t1me and
energy consuming and hampers the learn1ng process. : .

Makmg Teachmg Methods Fit Many Learmng Styles

Workshops on learning: styles aré legion. Presenting material in au-f» -

d1tory, v1sual and tact11e (hands-on) learning styles affords. opportun1- _
t1es to access everyone’s’ best learning channel. Varied presentat1ons .

utilize stronger channels, stretch and strengthen students weaker learning

s methods ‘and encourage deeper levels of comprehens1on ‘Using new
:technolog1es gives s new tools in addition to the traditional lectures

. tapes, blackboard use, overheads slides, videos, and lab experiences that -
are a backbone of our 1nstruct1onal methods. Choosrng course methods’_._
- ‘which attempt to tap everyone s leamrng style engenders a vaned l1vely' .
lclassroom presentat1on ' : :

'_-'Maklng Learnmg Lively . ' “i
- If we vary’ learning exper1ences offered to students, we keep the1r at- _
tention focused and. involved. Many: of our classes meet for as ‘long as

~ two and a half hours. Unfortunately research shows that students may .

‘be able to. 11sten to us-for 90 minutes, but with-only 20 minute spurts of -
hrghly focused attentron and retention. We lose them-every twenty min- |

‘utes if we don’t. change our presentat1on allow them a mental leap into .

another realm of leam1ng R ‘ ,

"By mak1ng our presentations l1vely we can engage students We: re-.
member best that-which is outstanding, d1fferent humorous or connected.< '

* to our own lives. If our lectures cause students to think, wonder or laugh .
their minds are truly engaged with' ours. Studies. show the fastest lec-

" turer speaks at a rate of 160 words per minute while we think ‘at 400- .
600 words per minute. That leaves an apprec1able amount of time ‘wher

~ students carn take a stroll away from our lecture’ and follow, hopefully, -
B tangent1al path Such mental journeys connect their’ previous knowl- .

N edge to what we are lecturing on. As students wander with us; the per- -

_sonal 1nformat1on they add joins with classroom information at an emo-

tional level We truly ‘own” and care about the information we physically’, N ‘

2
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~ store in our brams Emotion is the glue for memorles By engagmg a
~student’s emotions as we present material, we encourage processmg at

deeper, more meaningful and lasting levels.- A '
But in order to.keep them walking:on the educational path w1th us,

- -we must constantly reel their attentlon back in..We can vary such srmple
thlngs as tone of voice or pos1tlon 1n the classroom but such small .
changes may not insure another twenty full mmutes of attention. Audlo- o
'visual presentations and handouts can vary channels of input and cap-

':'ture attention for the duratlon of those activities. : :
... But 1nvolv1ng students in active consideration may better ensure- that -
_you have everyone’s antenna up and receiving again. ‘Requiring a ques- -
tion on the day’s readmg as a ticket to enter class, brings students in in- '
' terested and involved in the learning to come.-Even askmg students to
silently. answer questions during your presentation will send neurons f1r-

" ing and promote 1ncreased interest in the mformatlon to follow. But after

" questioning, it’s 1mportant for you to tolerate sufficient quiet tlme to allow’
students to seriously reflect on your question. Difficult as it may be, ,
v1gorously resist the temptatlon to break the silence. Valuable thoughts

" can go on when no one is talking.and breaking concentration. When stu-
dents th1nk deeply in class, valuable contributions can follow.. o

" Even asking shorter “questions will br1ng students. actively into the les- e
son. True- -False. quest_lons can be answered by students holding up one

- finger for true, two-for false. With multiple answer quéstions you can

- g0 around the room having students give answers in turn, or pass 1f they

. have no new answer to contribute..’ S .

‘We can- encourage deeper student understandlng of the materlal we -
: present by realizing what we’ ve found to be true over the years; you
, thoroughly and deeply understand something through the process of
. teaching it to others. One study found that we learn.14% of what we hear;

22% of what we see; 30% of what we see others demonstrate; 42% from .
repeats of seeing, hearing, . doing; 72% of movies of the mind (student: |

" made connections to their personal experlences) 83% when domg some- -
th1ng that applles the new learning; and 92% of what we teach others.

‘ The issue of allowmg ‘students. to take over our job as 1nstructors is.
worth pondering. I know from my own long ago college experlences that

* examples students offered have stayed more- vivid‘in my- mind-thanthe.
"instructor’s theoret1cal lectures And I know that my students were to- |

ally engaged when one of my students, who is assoc1ated w1th fert111ty

[Aruten provided oy eric
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research at Dartmouth Hrtchcock Medical Center, spoke of mfertlllty
- studies lmkmg marijuana usage with damage to chromosomes that might
“make successful-pregnancy difficult. T taught.them _what chromosomes

were, but she brought home very- vrvrdly what they do. It may be hard )

for us to realize that we are not the only-potent purveyors of knowledge ;
_in our classrooms But itis often a reality when teachmg adult students .
- with a wealth of experrences and.it'is a great benefit to all, even us, to '
: be active and equal participants in becoming educated. '

.the chance .to_consider issues, make a written answer then share their’
' - thoughts with others. In Pairs Check, one student does the work while,

" Posing questlons in the Think-Write-Pair-Share method grves students L

the other watches and checks, ‘then they change places. In the Jlgsaw o

. Method students truly become the teachers The day’s readlng material *

, is divided into sections with each section. assigned to a different group .

_in the class Each member of a group carefully reads its partial section _

. of the day’s material then discusses it thoroughly with the grouip; mak- '

ing sure all have a solid understanding of the section. Then each goesto

‘a drfferent Jigsaw Group made up of an’ expert on’ each sectlon Each

member of the Jigsaw Group then teaches thie whole group the part which

he mastered. ‘When all have “done their teachmg, the whole reading unit

"has been covered thoroughly. . :

~ Class can be ended in an active way by’ asklng each to wrlte down

The Muddlest Point, The Mést Valuable Learning, or make a One Sen-~

tence Summary of the day s learning. Those feedback’ statements can be

used in the introduction to the next class; effectlvely reviewing what was .

covered. If the students leave your class still in active discussion, you :

can congratulate yourself for makmg learnmg real and 1mportant to your -
‘students. - : - e

' Varratrons in the methods of assessment you use can tap into drffer-

. ent student abilities. Testmg, Journals displays, observatlons comput- -’

erized activities, research reports, oral presentatrons collages, demon--
strations, and projects can be graded separately or included in portfolros
"By asking students to exhibit their knowledge in ‘varied ways, you make
. allowances for dlfferent areas of student strength and deepen the levels g
of learning. ' c
The workshops from whrch these ldeas have sprung are lrsted below:
_ The presenters were inspiring and, highly motivating. My apologres for.
-_mtermrxmg their ldeas and farlmg to glve speclflc credit to the source -

S
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of each idea. Similar ideas were grouped together in order to fac111tate, :

learning and application, which is, after all, the overr1d1ng lesson each .
workshop presenter attempted to teach. ﬁ‘? ’

My thanks to: ' -
Michele Deck for her Adult Leammg Workshop from which many -
. ideas about classroom pacing and variety were adapted. -
_ Dr. Gary Phillips for his % division of learning that comes from dif-
_ferent channels in his- video “The ‘As- 1f" Actlon ” (EduServ 1155 West .
8th Ave,, Vancouver, B.C.) ' '
* Marie Samaha for her workshop on Cooperatlve Learning

Dr. David Vawter for his “Teach1ng in the Block” conference from. B v

\ wh1ch some of the active learning methods were adapted. - -
- The New England College Israe11 Program Teach1ng Workshop for the '
_ Jigsaw Method- '
‘The New Hampshlre Technlcal College Symposmm for the T1cket to '
" Class, Muddiest Point,; Most Valuable Leam1ng, and One Sentence Sum- - o
: mary ideas, - o C




SEPARATHN@ WHEAT FROM CHAEE
AT THE ANNUAL CONFERENCE

Dtana Wyman o

Like many annual national conferences the HAPS or Human Anatomy o
"and Physrology Society conference is a series of séminars, workshops

‘ exhrbrts and society meetings. Its agenda satisfies those that are polrtr- L
- cally active and want to schmooze, run for office and steer. the organi-

_-zation, those who like to explore and share- pedagogy, those who need
the scientific updates by experts, and lastly, those who are searchmg for
" the perfect text or just the right compact disc for anatomy lab. _
. Most of the time I try to sample the best of everything. At other t1mesf o
- Thavea partrcular need orinterest the conference can address. This year’s
" HAPS offered several interesting scientific update seminars that I chose:
" to attend, the usual selection of society meetings and _ex_hrbrtors -and
- ‘several pedagogy workshops. Many of these pedagogy workshops dealt *
with computer technology: Computer Supported Instruction, Multime-

- dia Labs, Computerized Programs in Lieu of Dissection, ‘Comiptiterized-. . "

' Approach to Human Physiology. Other workshops offered teaching strat-

" egies.of a less high. tech. nature including. critical thinking skills, coop-

. erative learmng, collaborative learmng, putting PHIZ into teaching phys1-
ology, and still others were very specific, -offering ideas for teachmg
difficult concepts such as acid-base interpretation. The first impulse was

- to get excited about all of these, but there are conflicting schedules to -

_consider, a limited time frame, etc. I find it best to set some priorities
based on needs and proceed on that basis. : -
My choices this year were to. explore some altematrve teaching meth-
ods, to find ways to foster critical thinking skills and to assist students
in becoming more independent learners and -accept more responsrbrlrty
for their own learning. Based on these goals I decided to forego the high -
tech-workshops and zero in on some more global teaching techniques. I
* selected Cooperative Learmng in the Anatomy and Physiology Labora-._
‘tory, Creating a Multisensory Learning Environment in the Anatomy and -
.. Physiology Lecture, and Collaborative Learning in Physiology Lecture. =
- . Each of these workshops was quite different. The flavor of éach was
- _ different depending upon the subject matter of course but also the style,

- expertise and attitudes of the presenter. Each workshop was different in T

_ overall quality, but each was useful and valuable to the curricilum. Tused
the mformatron from each in a drfferent way. -
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' Cooperatlve Learmng : X
~ The workshop on Cooperatrve Leamrng in the Anatomy and Physrol--

* ogy Laboratory had. the flavor of a well- brewed cup of Columbian cof-.

" fee, a blend of hands on and how to and time for questions and to share
-experiences. It was, rich with information, well organized and presented ‘
with confidence by someone who had successfully used this technique. ’
They had molded it into a shape. based on their resources and their stu-

- dents’ needs Asl partrcrpated in the workshop, it. became clear this could
.- be a valuable tool for me to. have This technique had' nuch of ‘what I
“decided I wanted. It involved an active leamrng process without so much. -

. dependence on the teacher for answers, If I.did it r1ght 1t could work'-

--for me and satisfy some of ‘my ‘needs. ' i \ A

In cooperat1ve leamrng students work in groups and the premrse is -
" 'that the success of the’ 1nd1v1dual depends upon the success of the group’
and the ‘success of -the group depends on the contributions of the group
members. Without the contributions of the members, the group wrll not. N

,be a success and neither will the individuals.- :

. Each group receives a list of competencies that need to be addressed

-, inthe laboratory session'and a list of resources they have access to. Often,

since this is an anatomy laboratory, the labs involve locating ‘and iden- .

tifying body- structures. Resources include such- things as slides, -mod-’

els, dissection spec1mens computer programs and ‘atlases. The- group. . .°

works with the resources of their choice to accomplrsh their goals There
-is much less dependence on the instructor and mote dependence on each

other for the.what and. where of the anatormcal structures Each individual ~ - .
- . inthe group encourages the other. Students become more responsible for. - :

‘their own learning and for the group’s leamrng Groups present what'
- they’ve learned and gain confidence. The instructor acts as a gurde and -

.aresource. At the end of laboratory sessions during the wrap-up, infor--- o

mation is shared by the groups, Also dur1ng this t1me the 1nstructor can
' introduce issues of form and function. .

The workshop provided.the nuts and bolts to set up cooperatrve learn- .

ing. Factors to consrder were obvious like a su1table space, the time con: -
straints, resources available to provide each group with qualrty tools to
" work with, and steps to: ensure students have a cleat idea of how the

'members of the group ¢an functron together. Workshop participants’ -~ -

. worked on developrng a’plan- for cooperative leamrng addressrng some " :
- of the issues lrsted below ’ : :

Aruitoxt provided by Eic:
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L What resources do- the students have for review before the class
- meets?. What preparation’ would you expect from students? -
*. 2. How many students are in each class section? How many students
X will be in each’ group? - , Co - '
- 3. How many groups can you reasonably expect to handle"
4. _'How much time is available in the class penod for ' group act1v1-
. ties? How much time is. needed for add1t10nal explanatlon for wrap
.7 ups, quizzes, etc.? T :
"5, What. student mater1als are ava11able to students dur1ng the class
. period SR : : :
6.,.What act1v1t1es do. students usually engage in dur1ng the lab pe-
‘riod? How will this be s1m11ar or dlfferent to what you want to do
) »now? oL ; L .
. What job descr1pt10ns wrll be used for members in: the group"
. 8.- What follow-up-on activitiés is expected of students" Homework"
, -’Computenzed exams? Lab reports? - < e
There was time for. questions and concerns. Several people at the .
- workshop were us1ng cooperative’ leamrng and shared their successes and.
failures. It was nice to kriow wheré some, of the quicksand was and it - ,.
- was apparent that-there was not.one r1ght way but several’ ways to imple- - -
',ment cooperatrve leamlng Agaln it seems that not one size fits all." "~

B Introducmg Cooperatrve Learnmg m the Anatomy and Physrology
Lab- ' -
I have adopted th1s techmque for some but not all of the labs in anatomy
- and physiology. I've included a sample of the materials T.distribute to
‘ _students for the h1stology labs. They include the “old” lab handout with -
~ an .explanation of what is requ1red in the unit in ‘terms of objectives,
homework etc.- I have not changed this because fiot all-anatomy and’
" physiology instructors have chosen to use cooperative learning. There are -
other ways ‘to accompllsh these :same objectives. Académic freedom is
-'to-be respected There are also 1nformat10n sheets specifically for coop- -

“

' {eratrve leamrng that explain the purpose and dynam1cs of the group. They ot

:also answer the foremost question-on the m1nds of students: grades There -
is also a resource sheet.to make students aware of what is available to
 them. Not-all groups would choose the same learning path. I'should add,

. because it. may not- be obvious, that the. group chooses the resources it :

* wishes to use within some 11m1ts 'For example, in the h1stology labstu- - "

. dents must view: slides with actual t1ssue sections. Students then choose
any. add1t10nal act1v1t1es they want to. e :

mc R

H - - " . . Nt -




PEDAGOGY JOURNAL

<

1. ‘Students work together in groups of 4 or 5. Each group ‘has the fol- '

Anatomy and Physiology I -
. Histology ‘
(,ooperatlve Learnmg

lowing:

N

Administrator - chosen by drawrng straws or volunteer Leads d1s- -
' cussrons to consensus, makes sure everyone does their job, insures '

all tissues are examlned updates and passes in"the “Resources- : '
Check List” R :

+

. Reader - collects all reference type mater1als (atlases vrdeos over-,
head slides etc.) that the group wants to use.

.,Demonstrator - There is ong. for each tissue type. All members of
the group must be a demonstrator for at least one tissue. (Yes, some.

people have more than one job. ) Gets a microscope and their slides

and retuins them when finished. Insures all members of the group o
" have the opportun1ty to view the slides.”Checks on the progress of

the group concerning identification,of their tissue. May ask the

reader for reference materials to assist’in the- 1dent1f1catlon of the1r '
“slides - - : :

Verrﬁer ensure everyone in the group leaves the lab with- the cor-

O rect identifications. Seeks out instructor when the group needs as-
- sistance. Works with other groups to make sure their answers are.
consistent. w1th other groups I o

2 Group Gradlng

a;

b.

Homework - if all members of the group pass in the1r homework'”
~ on time and get a 90% or better, they may each add 3 pornts to therr

grade R

Lab Exam Exams are taken as 1nd1v1duals not z as a group: If all
the members of the group get 80% or better, each member may add‘L .

3 points to their exam grade

¢
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Resources Used by the Group

Group Activnty
- Dates

Individual Actlvlty o
‘Dates .

. Microseope Slides

: Overhead Slides' -

Laboratory Manual

Text ‘

Open Lab T1me

V1deo (eplthelrum) .

Vldeo (connectlve)'

S "Video (rfrltlscle)rb'_',

[

Computer Assisted Instruction

'Other‘ - A Coe

. _Grotl'p Members:

’

" Administrator -

Re\ader )

_Verifier _

o

Custodlan / Demonstrator '

.One of the most obvrous thmgs that has happened asa result of form- -

- .ing these groups is that I'can manage to ‘'spend all the time necessary with, -

-~ each group checkmg on progress ‘and making suggestlons There are’
fewer questlons begmmng with, “Can 'you show ‘me where the

”.and

'[MC i

Aruitoxt provided by Eic:

P

7

RTINS



e

PEDAGOGY.JOURNAL L I

many fewer “I can’t- ﬁnd the...” Groups of four or five students are so

“much more manageable than eighteen individuals. Before, I never seemed

to getto eyeryone. This is much fairer for students. There is time to wrap
up what we’ve done and introduce a thoughtful question or two. Students

' _do take longer searching. for things on their-own, but they don’t waste

time immobilized by an unanswered question. v :

© Of course, there were things that did not go well. Some students were
reluctant to spend their time with the group. Some students felt they were
being kept back. Others wanted to sit back and let others do the labs.

"The adrhinistrator of the group is a student and does not carry the clout

of an instructor and i 1s often reluctant to say anything about a student’s

“level of participation. At first I left the administration. ‘and activities of "

the groups strictly to the stidents. By the time I got to the unit on muscles -

I decided it was necessary to be more directive in terms of the resources,

- and activities the students would use and to reinforce the division of labor

decided upon by the group This is working much better. Once I began -
to address the level of participation of a student, the problem of lazy
students ended. I am very-diligent about the wrap ups and exactly where

* students should be at the end of lab sessions.

So I have had some success, and I have had some problems erl I

.make some changes? Yes. As a result of the workshop; I have access to

some expertise, the presenter who has made himself available for ques-

~ tions and- advice. [ have corresponded with- him when'I’vé had questions
_.and have always received a response. All of us in the. workshop are tied

- 'together by e- marl as well. It’s nice to have this support system

'Collaboratlve Learmng and the Physrology Lecture E
' - Collaborative Learning in the Physiology Lecture was quite a d1ffer- '

ent workshop The flavor was not unpleasant but rather indistinct and
hard to describe. The instructor’s goals for collaborative learning in this”
workshop were for students to develop a more positive attitude toward

. the course work, gain confidence in their abrlrty to learn, achieve a higher

.level of understanding of physiological processes, retain the material for:

a longer period of tim€, and cover more material than they could by
attending lecture. A -primary ‘goal of the. 1nstructor was to cover more
material by having students do the work , .

Theplan is to set up learning groups in such a way that its members

_could get together based.on their home addresses, shared classes; sched-

ules and so on. At the very least each would be connected by e-mail. Each
group of four or ﬁve students rece1ved an outlrne of the chapters cov-

Aruitoxt provided by Eic:

\
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" ered at the beginning of each unit; they worked from these outlines to
" méet unit competencies Groups were to generate questions in their study
- sessions.and e- mail these to the instructor. Answering questrons became -
~ the backbone of the lecture. Unfortunately, questions were often unre- -
- lated and the answers did not begin to provrde a complete p1cture of the
physrologrc processes. Confusion rergned RPN
t The instrictor’s plan assessed the success.or farlure of collaboratrve
R learmng by evaluat1ng the’ questrons asked. The h1gher the cognitive level -
" of the question, the greater the-student understand1ng and the more suc-
" cessful the techn1que Not all students would ask questrons and unfortu-
" nately, the questions generated were of the most basic nature. Students . ”
. lacked the knowledge to ask questions. about the consequences of physr- 4
ologic. farlures and abnormalities or how the farlure of one body system
- would 1mpact othér systems in the body The questions demonstrated the "
“students did not accomplish even the least challeng1ng unit objectives.
-, Evaluation of.studént learning’ by unit exam revealed the same.-
It was clear to the 1nstructor that collaborative learning had not ach1eved
it goals pertarnlng to student learning or student attitudes. It was not Clear .
to us that the instructor knew why. or had tried the appropriate avenues
"+ to find out why.' We saw that students were strangers and had a low level
of comfort with each other Students were reluctant or unable to collabo-.
- rate in a group. We saw.students were unable fo. grasp.concepts from the
" resources and.time available. Collaborative learning used this way, is -dif-
. ficultand time consuming. It’s unreasonable to assume that students can '
- cover additional amounts of materlal Comments and remarks were made "
to this effect. oo L : ‘ ’
1 perce1ved what seemed to be 1nsufﬁcrent thought and planmng The
. presenter lacked a well researched and thouglit'out plan of action. Prob--
" .lem$ were solved as- they occurred which seemed to be often..I, as well
- as other workshop participants, wondered as much about these solutrons
as we did about the original plan. However, this workshop did teach me "
some very 1mportant things. Don’t try methods you’re not excited about
or believe in for the’ sake of gettmg a computer Computers are -cheap
by comparison. ‘Time spent in planning, rethinking and revrsrng is time
-well spent. Nothrng is'ever ds easy as it sounds. And don’ t work in iso- '
‘lation. Lastly, don’t jump into the lake before you ve tested it with your . :
- big toe. It might be much colder than you think. If it is ice cold, all you've -
risked and lost is a toe. Where would you be if you jumped in head ﬁrst'
You d be where this instructor-is now. :

- . . ~ U
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The workshop ended in the large pit the presenter had been digging
for himself in this course. In fact, he was still digging in an effort to force
students to work together

In“the aftermath’ of this workshop a few pamcrpants sat and talked.
' ‘ Shop to pass the time before moving on to the exhibits or yet another
" workshop. Some of those who remained- ‘were currently using collabo-.,
" rative learning on a limited ba51s and were willing to share their ideas

and expertise. The discussion soon focused on using case studies where
'students worked in groups to address issues and questions related to
" current anatomy and physrology lecture topics and the pamcular circum-
stances set up in a brief written scenario.

* I liked this idea and adopted it for an anatomy. and physiology’ lec~
ture class. In this class students work on the case study in groups of four
or five for a class period that lasts about frfty minutes. After discussing

-and researching the questions, a single case study report is generated..
Case studies and collaboratlve learning offera way to introduce a higher = -

level of learning and understanding into my lecture class.

‘A case study I developed and use during cell membrane transport

- mechanisms is included. It requrres understandrng and use of informa-

tion rather than rote memorization, Students found the case study chal- -

lenging.- Answenng the questions requrred the high level of knowledge
- and understanding. I feel comfortable with students using collaborative '

: leamrng in thrs more lmuted controlled way and for thrs specific purpose

Anatomy and Physiology I -
Case Study I

Mr Wu'is a middle aged man requiring renal dialysis after a number -

- of years of a slowly advancing krdney disease.

1. Knowing the functions’ of the renal system, what prrnc1pal prob-‘

“lem does Mr. Wu have as his kidneys fail?

2" In renal dialysis Mr. Wu’s ‘blood. runs’ through membranous tub-
ing-that is submerged in a- “tank of dialyzing fluid. What charac-
teristics of the membrane can control what enters and leaves Mr.
Wu’s blood? : -

3. What components of the blood w1ll not cross the membrane" What
will restrict them? :

4, How. i is the solution set up' so that substances like urea, a waste

. product, leaves the blood and other substances like glucose do not?>
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5. How 1s the solutron set up $0 that Mr Wu . blood volume does
"~ not mcrease or decrease to any great extent? . . ‘
6. One day, Mrs Wu who sets up the portable d1alys1s umt at home
" was not thmkmg clearly.: and added only water to the d1alys1s tank
" What-happens at the level ‘of the membrane” What are. the conse- .
W quences for Mr.. Wu? Be as specific as you' can. . ..
L Use your textas a reference in cases like'question #3 where you need
to fmd out the major. components of blood. Discuss ‘each questron and
.come to a consensus. Write as clearly as you can in complete: thoughts
and sentences. Answer the questions-. 'you_are sure of first. Have some
one look up What ever you need to while others write to use. your time -
most efficiently. Th1s is a break from the usual. Don’t; let it tum mto an

R anxrety attack rather enJoy solvmg the puzzle o ST

Creatmg a Multlsensory Leammg Envrronment in the Anatomy and
Physnology Classroom ' S - .
- Iassumed this workshop would suggest several ways to present d1f— )
.~ - ficult.concepts in anatomy and physrology There are concepts that stu-
dents tradionally find difficult, The workshop offered a variety ‘of hands -
on activities to supplement lecture top1cs The basic ideas were good- -and
the workshop itself was beaut1fully organized with beads and appropri-

. ate colors, craft foams; markers plast1c discs, tootsie rolls and marsh- -
"mallows. All the materrals were organized into bags’ and baskets and all
with labels. They were great ideas for some, but T knew right away that -
this was ot for me. These techmques seemed more suitable for smaller*

... classes and for students who are gettmg the1r f1rst exposure to: brologr-
cal sciences. -

Books, Models, Software and Deals e N
Exhibitors are among the, most cherished people at the conference "
. They provide a view of new texts and mater1als good deals door prrzes
"social-activities; and’'a much needed cup of coffee at critical t1mes e
-1 enjoy lookmg through new-texts especrally those not.- desrgned spe-
c1f1cally for an anatomy and physrology course ‘but are good references : L
. for anatomy and physiology. students. Most of the time it is possible . to.
get complrmentary copiés of these_texts to have on ‘hand. 1 also force - k
‘myself to make the rounds of the-software available: I am not terribly
- taken with most of these programs because‘most of them are too-expen- o
- sivein, terms of cost beneflt ratlo For example there s a bone box pro-

'Emc — %




S

' PEDAGOGY JouRNAL

' ..gram that allows you to vrew a bone and turn 1t around to see all angles.
~ . Its cost would be about seventeen, hundred dollars. Why would I want

‘ thrs program when I have bones that students can prck and turn by them- - )
-selves-and have a much better idea of their. shape size and unlque mark-
ings? I also-don’ thave to worry about the box that the bones are 1n farllng,\ h

crashing or freezmg up.in the middle of a lab. . .

. After saying such negative thlngs about computer programs I confess
that Idid see a histology program that ‘was quite 1mpress1ve Histology
1s.a difficult subject to teach because’ even though one can’show slides

and p01nt to the-various preces and parts of a tissue, there is a lot of one . -

‘on’one at the student mrcroscopes It’s time 1ntens1ve The h1stologyf '

program is like havmg an assistant. It pomts and circles and labels and " l

explains. Not only that, but I.know exactly what it told and showed a

" student, and it tells each student the same th1ng It. also can work hours -

that an instructor: is unavallable Actually it-is better than ‘having an -

assrstant I’ve made usmg th1s program a regular part of-the histology

"’ lab exercises. Before this our.use of computerized -anatomy-had been

‘ 'strrctly an after class supplement. I lrke this- program, and I plan. to do

-, more with computers but in a carefully planned way. ‘When the computer .

program can do somethmg better than the present resources, then lt is’

'/tlme to use them

oL,
- '

" Renewal .

"As a post script,, along wrth the dlscovery of new 1deas I mtroduced .

. to my students, I enJoyed spending time with others who also like to
‘discuss .body parts and mterestmg new bits of mformatlon concerning

' physrologlc activities. It.renews and refreshes, me to be with other. s¢i- * - ‘
-ence mstructors who enJoy teaching. I’ enjoyed bemg with- people who-: - |
© are concemed about their effectiveness as teachers and the- success of

_ 'thelr students ThlS is also a very 1mportant part of every conference ﬁ‘?

o
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_ As w1th most adJunct faculty, I have another job along side teachlng 4
college students. My position as a preschool teacher brings me as much .
satisfaction and enjoyment as. worklng with adults.at the college level. *
'Whrle most adjuncts are teachmg students what _they practice in their .
" “feal” jobs, I find [ practice. what I preach as a teacher to. students both.
‘youngandold ' Do ’ ‘

'Do you remember" ‘ . - . S -
" Do you remember the ﬁrst day of school as a chlld‘7 We wanted to

" choose just the right outfit, belng careful to pack all the necessary ma-
terials days in advance. Remember wonderlng what the new teacher will' -~ ,

. 'Keepmg the comfort level gomg

" be like? Will he or she llkexme‘7 Where wﬂl I s1t‘7 Wlll any of my frlends_ '
~be-in my class? - : N -
" Preschoolers still come through the door every year w1th that look of "
both excitement and- apprehens10n Some cling to ‘their mom or dad;
others let out a s1gh of relief when their neighbor drives in behind theni.
The sight of something familiar or comfortlng helps make a new expe-
- rience-a little easier. [ always choose to’ serve a snack -everyone likes, -

goldfish or teddy grahams. Food is a great ice breaker There are many - -

.smiles when ¢hildren tell me, “My mom buys these too or “These are

my favorite”! If nothlng else, I ‘make sure everyone looks forward to great " .
food because things are never that bad if your stomach is full. My smlle o

" and casual approach say, “It’s gomg to be okay _]USt glve it'a try

i

My college students, especially the first semester freshmen arrive wrth'
the same mix of panic and enthusiasm on the first day of school. The
class is always a collection of confident; “social an1mals who sit in the
front row- while more guarded students clmg to' their notebooks and‘f

“position themselves i in the far corner. My approach with the anxrous adult
* is much the same as with a nervous preschooler offer them a neutral .
- food and learn thelr name first so they don’t melt into the woodwork -

7
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During the first couple of weeks, I ask them questions with no right or
_wrong answer and smiile a lot My message: “1t s going to be okay; just
.give it a try.” : : ,
. Predictability is a characteristic in my classroom that has been hélp-- '
ful to both old and young. My lrttle ones know that after they arrive, there
*will be time to say hello to a friend and find a favorite toy. Everyone
¢omes to circle, and I put their picture’ on-a mat.so the children know
where to sit, We share a story, check the weather and then find out what
 activities are going on that day. It is the same each day, and that brings-
with it a certain comfort level My l1ttle ones know what to expect
" and so do' my college students. T
- I arrive at my adult class. early so that I can answer questrons for,'. '
' everyone who-does not want to address me.in front of the class. I start
-each day by outlmmg what T expect to cover and how 1 am goingto do

“it. I ask if there are any questions about the reading or aSS1gnments ‘and

. offer to check progress during breaks. One of my favorite “tricks” when .
‘I teach adults about testing young'children is to break the routine my
adult students are used to'and d1scuss their react1on and d1scomfort durmg '
unexpected change N :

Instruction for lots’ of kinds of learners _ :

Workmg w1th young chrldren réminds me often how d1fferently each
person learns. My preschool classes always have a, m1x of l¢arning styles. S
and abilities, all appropr1ate all individual. The “easy” ones-are those who _

' process my.verbal instructions, never need to have it repeated or followed
through with remmders ‘More often than not, there are'more who get the

- first part, but m1ss parts two and three, or those who miss the verbal -
instructions altogether and look to the visual. There are also those who -

- watch for several minutes and then complete the task 1ndependently as-
if it'were second nature. In order to reach all. the drfferent learners, I -
explain the process once, refer toa model explam it again, leave the model
out and check back often to fill in the inissing pieces as needed.

LN

+ I find I have to use much the. same ‘process for my college students‘ 3

A ﬁrst explam the ass1gnment verbally while students have the instruc-

“tions in front of them. If appropriate, I present the model or models so o

~the V1sual learner can begm to p1cture it in their mmds I contmually refer
' back to the ass1gnment until it'is due, askmg students 1f there needs to -
be clarification or a-check for progress : '

v N . -
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The “process” for young and mature learners . .
Helping students process or “construct” the information we hope they
will learn is .another area where I find 51m11ar1t1es between young and
mature learners. On a ‘Tecent unit on insects with my preschoolers, I used
a number of techniques to help the children remember some facts about -
bugs. We read stories about insects (for the auditory learners), we looked

- at pictures of bugs (for the visual- learners), we built models of bugs (for . -

the hands-on learners). We discussed bugs in our large circle for those
who are confident speakers and for those who like to listen. When play-."
ing bug games in small groups, I made sure each group had some stu-
o ~'dents with strong skills to mode} for the more, challenged child who would
be able to see how 'the games were played and better foster their devel-
opment ‘of the skills. We sang bug songs-for the musically inclined and
danced bug movements for, the whole body learner. By the end of the
unit; every student remembered that 1nsects have snx legs and three body . *
parts and a, whole lot more... and it was fun! :

Tusea variety of approaches with my.college students as ‘well. For- .~

tunately, our classes meet in block times, .usually once a week for two
.or three hours. This is extremely challengmg for both students and the .
instructor if the . only teaching techmque used is lecture. _Maintaining
attention and productivity requires many of the same techmques from .
my preschool classroom. I lecture for the auditory, dlSCUSS for the ver-
bally strong, do'small group, activities with a mixture of ab111t1es to model

" and follow. We stretch, we chat we share and yes, we sometimes even
*dance and smg T :

:

Our blggest challenge : - : o |
‘My approach to teaching both ch11dren and adults does ‘have its'simi-.
1ar1t1es My role as’both a preschool teacher and adult instructor challenges :
"me to ﬁnd many different’ways to share my knowledge and encourage
‘students to share theirs. You’ don t have to be in early ch11dhood to remem-
ber this. A stroll down memory lane to'our favorite teacher or most feared'
instructor, our favorite subject or most challenging should jolt our memo-.-
. ries to remembermg that people have dlfferent learning styles, different -
-strengths and something to say, though it may be in a different way than,
the student next'to him or her. As a teacher, I think our biggest challenge-
is to find'a way to unlock the most potent1a1 i each student and give them
the opportumty to “shine”, and that may just take the ‘preschool way”ﬂ?

. '
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Mary N Boyle

My mentor, Judy. Honsnnger Assoc1ate Professor at New Hampshlre
. _'Communlty Technical College at Claremont téaches science-courses in
~ 'the Allied Health and Hurhan Services Department and the General Edu-

... cation Department I teach sciences .in both of these departments too.

. 'My. mentorship with Judy came about because it was' a requirement of -
a course T took through the University-of New Hampshlre Graduate.
School as I _pursue the ‘Masters of Science in-Teaching (MST) at the
College Level. I: chose Judy because she.is also a medical technolog1st :
(as I am), she has years of teaching’ exper1ence and she is a very kind;

T 'wonderfully pat1ent individual willing to share her wealth of knowledge o

_In this:article T describe the main lesson I learned, Judy’s teaching style, ]
" my téaching style ‘and- the support received from Judy through per1-
odic conversatlons throughout a very challeng1ng semester. '

I leamed there i is no‘one prescription for teach1ng that fits everyone'

who teaches. There are numerous ideas i in the lxterature many of which " °

may be effective for one teacher or teaching situation and not the other.

- Instructors, become accepting of the unique tedching style wh1ch best suits

"their personallty and the subjects they teach. This acceptance is part of "
the maturation in the leamlng process that promotes better teaching. It"'.

Cis a result of reflection upon past teaching and learning experiences,
present ones and new ideas and the1r connections. To make sense and-

. “interpret this evolution is a continual process which forms itself and re- -
- forms itself and’ this change is learning. y

_ Judy has a style qu1te different from mine. In the lecture for the chem-.
_ istry class sheis very methodical in her presentatlon progressing from -

a definition, adding on-to this using the chemical equations, and then -

demonstrating the concept to the class using cxamples from everyday

.~ .chemistry..She pauses to note if the class follows the logic. This seems A
" . to be a classic style which I could follow and felt familiar'to me. Judy

provokes interaction with the students by giving. them a problem to solve - "
in class then asks one of them to volunteer the answer. If the answer is

-incorrect, she asks if someone has another answer and then she discusses
how the correct answer was formulated I hked this method because it

Q -
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didn’ t make the 1ncorrect .answer the subject, so the students would
.continue to offer answers without worryrng if they were wrong. When a
student asks a question, she involves other students in searching for the
~ answer rather than 1mmed1ately answering the question for them. This
~is a method I employ. This is- reassurrng to me because I feel as rf what .
“Iam ‘doing is all right. -~ - ' -
* Judy and I discussed her reactron to my srttrng in on her class Lwas’
surprised that she felt nervous about my observing. her class since she -
has been teaching twenty years. Although there was a, brief explanation:
to the class about my presence and reassurance that their performance,
was not at issue, she noticed that her students were qureter too. Similar
‘comments came from another instructor whose class I observed this Fall.
. semester. expect that when I am observed that I will also feel the same _
discomfort and-so will my students. Would a day come when there were .
" instructors sitting in a class.to observe and it would 0. unnoticed be-'
" cause it was such a common. occurrence? -
Although she teaches m1crobrology as well, Judy s frrst love is chem— '
..istry. I plan to’ go to the lab class for chem1stry, too, as I have heard about

the inventive way she uses experiments to illustrate a chemical concept. .

Many of her students are fairly new at learning. Some of her methods -

are aimed at reaching the: learner who is concrete-active as described in .

" David Kolb’s model of experiential learning. One of the ways she helps
develop reflective learning (using this same learmng model). in two of -
her advanced lab courses has been the use of learning Journals which she

. explained;in her article for a previous Pedagogy Journal,' In’ her words,’

“Without the ability. to “talk the talk” I felt the student did not fully com- - '. )
prehend their subject. ‘It was to this end that L required the keeping of a, *°

journal...” This learning tool, reviewed weekly, provides immediate: feed-

- back to students and helps Judy get to know her students whrch better'
v accommodates their learmng . :

The classes I teach have an enormous amount of vocabulary that must~‘

“be learned in order for the content to be- understood. The phlebotomy'_ .
course requires the student to learn a great deal of medical terminology, -

as well as anatomrcal terms, and laboratory tests which often use chemrcal .
terms It is a whole new language for them. This certificate program can - - -

" be a “one- shot deal” for many of the. graduates For others, it can be .
* ‘considered an 1ntroductron to medical laboratory science. Some phleboto-
“mists have decrded to ‘climb the career ladder by pursuing an assocratey
degree in the med1cal laboratory technician’ program. The basrc anatomy '
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';course also amounts to a new language wrth anatom1cal phys1olog1cal
and chemical terms encountered in full force. For some, this course is
their introduction to the practical nurs1ng program, to the massage therapy ;
-program, or the med1cal assistant program; for others, itis in fulfillment
of a science requlrement ‘When students comie to class with a varying
""'\degree ‘of learning experience; learning the new language: of medical
‘science can be ovérwhelming. Therefore, the objectives of these courses. :
‘must be clear so that they understand what lies ahead, that is, they must
~know. what: ‘my expectations are of them. Even though, students are pro-" .
‘vided with this information- many of them do- not- know how to utilize . '
the objectives as a ledarning tool.. ’ :
"On the-first day of class I try.to help open the llnes of commumca-

» tion. I tell them that I am one of their many leamlng tools. T. let them

-, know I am approachable and they are invited to see me dur1ng my of- .
ficé hours or rlght after-class if possible. I introduce them to all-the other

*learning tools as. well, ‘which 1nclude the text, the. learning. objectives, .. -

; visual-aids (plastlc models equlpment videos, computer software) and
" - the schedule of lectures tests and' projects. 1 repeatedly point to these.
tools and encourage their use through assignments and remmd them-to-
refer to thém as often as it takes for them to reach to the content They

are given exam1nat10n policies, one of which is that a student scoring - -

lower than 70% must schedule a meetlng with. me so that a strategy for-
© success can be - planned together. Their first homework ass1gnment isto )
.write a few paragraphs about how they ‘learn best. :
) Students may, at times, comie to class with things golng on outs1de
" the classroom that affects their attent1veness in class. Judy and.] are aware .

", of this-when it happens, We can “read”.it on the students’ faces, détect . .

it in their comments, or by their lack of engagement in'learning. But the.
question is, where does the responslblllty .of the student end and the '
teacher’s begin? Or, is this a ‘simultanecus process in which both must -
. be responsrble" ['believe it is the latter: Certainly, we.can’t read each
- : others minds; so someone needs to step forward to def1ne the problem
7 s0 that a, planfor a solution can be des1gned In most cases “this is.the .
-instructor’s role ‘Some -students are shy, some students are tired from .
activities outslde of’ academlc pursu1t or possibly,: students expectatlons _
- of themselves are lower or hlgher than their capab111t1es afford. The value
of convérsations w1th Judy were very supportive and boosted my confi-
. dence because I heard her voicing many of the same concerns along w1th :
L .her years of experlence in teachlng :

>

- L ) e . . . .
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I feel the greatest frustration, anger, and sadness when somehow thls'
communication fails. That is usually when [ approach Judy as I am ready

. to take the majority of the blame in these situations. What I hear from -
-, her, the department cha1r and other instructors is thatI am doing all the

right things and thatI am takrng too much of the responS1b111ty upon ;- 3

myself. I feel the frustration o6f my students. I listen to their: frustratrons -

_ and I must remmd myself that sometimes their struggles are part of the .
learning process. Sometimes their struggles are ‘not academ1c and are:
beyond my scope of the classroom. As I read over my philosophy of
-« teaching statement, I realize- the feel1ngs T have for my students” diffi- -

culties is a different issue than how I wish'to be utilized as a teach1ng .

- -tool. Some of- my most- helpful consultatrons with Judy, have been dis-
© cussing problems we have with | some of the students in general Most-
~ of these problems seem’ to relate to communication 1ssues o

Accept1ng my individuality whrle tolerat1ng 1ncongruent outcomes 1s'. ax

' _my challenge: My strong points are my deepening mastery of the sub-’
ject matter, my ability to put the content into simple tefms, my creative
- ‘ways of presenting a topic, and my enthusiasm and interest for my sub-
ject. I try many different ways to reach my students and use many dif- -

learning style and sometimes it exposes them to another style that they

“hadn’t yet. been exposed to: and constantly stretches the1r tolerance for

_ leam1ng in a different way. o -
. Writing this -paper has made thoughts about teach1ng more tang1ble

ferent methods. Sometimes this addresses their leamrng style or perceived- e

and maybe is making it a little easier- for me to begin a plan for continu-- . -

ing to 1mprove “The mentorship has been a. strenuous and emotional ex-
"erc1se from which L'have gleaned more clarity about who I am as a per--
_ son. It has meant that I have been more critical of myself as a learner °
_ and a teacher I am beginning to apprec1ate 1nd1v1dual1ty as a meanrng-
ful element in. teach1ng as' | compare and relate to, my. 'Mmentor; Judy
Honsinger. To experience firsthand how valuable hav1ng a-mentor ‘can
' be, I realize, is the essence of teaching. We as teachers'need to make sure '
that students see us as their mentors: Mentoring has meant modellng, sup- .
portrng, l1sten1ng, and learning. It is.a terrific leam1ng tool g .
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_ Brookﬁeld StephenD The Sktllful Teacher: On Techmque, Trust, and‘
Responsweness in-the Classroom. San Francisco: Jossey—Bass 1990 R
Honsinger, Judy, “Adventure in Teach1ng Pedagogy Journal 1996 T
3(1) 4750 e -

Aruitoxt provided by Eic:

W@
A



A N@V @E TEA@HEF’S F’SEFLE@TS
ON'D IEVELOP NG A. .
TEA@H NG P@RTF@L .

Joe Perron

"A novice teacher reflects on developmg a, teachmg portfollo L
" As educators in.a sociefy that values progress1ve and pragmat1c rea- -
' somng, we are constantly challenged to reflect upon the mission and value
~ statemernits put forth by our educational institutes.in hope that the mis-
~ sion and.values of the institute will inatch our own phllosophles of edu-~
catlon The’ phllosophy to educate a student’ as hollstlcally as possible,
" in the 11beral arts'may be challenged by the need to produce a student_ ;
who'is technically job ready in as cost effective way as pOSS1ble For the
. ‘novice teacher, who must be aware of the institute’s purpose mission, ",
and vision, the real challengé is learmng how to blend one’s'own ph1- S
~ losophy to that of the institute. B : S
As I enter into my fifth semester at the Un1vers1ty of New Hampsh1re s
MST in College Teaching, program, I have become aware of several meth-
-~ ods that allow the novice teacher to examine, his/her d1rect10n .in teach-
. ing. One of these methods i is known as the teachlng portfolio. Though this
~method" is not new-to faculty, it is gaining popularity : among teach1ngv'
" assistants as a 'way o assess one’s teaching strategy and effectiveness.

The teaching portfolio is a ‘collection of one’s teach1ng phllosophy, FE

" course syllabus andoutline as well as course-evaluation tools. The port- .
* folio concludes with a lesson learied feature that allows one to ‘summas
rize the effect of the portfollo upon ‘one’s’ teaching. '
During the: past year I had the pleasure to' work with several mentors _ ‘
-at the New-Hampshire. Commumty Technical College in Claremont to'
- develop a teachmg portfolio based on‘a course that I was teachmg inthe .
v 'Occupatlonal Therapy Assistant program- at NHCTC. I found the philoso- -
phy statement and.the lessons learned to be most beneﬁc1al as | struggled' o
* to. develop a sense of who- I'am as a teacher _
v Followmg are the lessons- léarned and my philosophy from the portfo-'
110 that [ completed early in the spring 'of 1998. I need to note that I have j' .
. revised some of my phllosophy to become more focused on student learn-"
ing and less on my own teachlng effectlveness I plan to continue to up-
' date and make changes in each sectlon of the portfolio. -

wll Toxt Provided by ERIC
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' "lLessons Learned: : o | S, .
As I reflect back upon the complet1on of my Portfol1o 1 begm to see
the entire process: from start to finish flash before my eyes. Thoughts race -

- as I recall the many. hours I spent confused and unsure which type of . L
d1rect1on .seemed best for this Portfolio. Should T reflect back upon my - -

achievements i in the community? Should I focus more on the student needs?
Or should my direction'be centered on the State: of New Hampsh1re s
- promotional process? ' ' A
. All these questions seemed to d1stract me and to keep me from ﬁnd- .
" ing the trué nature that th1s Portfolio eventually evolved into during the " -
past few months. struggled with the. educat1onal theories of Seldin, -
. O’Neil and Marris as I tried to understand their rationale for using the

- Portfolio. Furthermore, 1 began to-doubt my ab1l1ty to understand ‘what -

~ goes into successful teaching strategies.

The more I read about Portfolio writing the more confused I became T

Then after rereading Laur1e Richlin’s article “A.Different.View on

Developing Teaching Portfol1os it occurred to me that my entire ap- .
‘proach had been misdirected. R1chl1n notes in her article that the teacher
needs to choose reflective p1eces in order to help structure the d1rect1on

‘of the- Portfolio. That piece of information finally became Clear to me.
T reﬂected back to S1xth grade and I recalled how. my favor1te teacher

. would constantly ask the class to reflect on goals, to reflect on-methods

- ‘to-reach those goals and to reflect on how we' could measure our suc-

“cess. 1 always felt that his words, were the d1rect1ons for all th1ngs in l1fe '

.. Then.it occurred 0. me it wasn’t about the words he gave us: rather it .

" was about his beliefs and his position about teaching. I then realized that = .

- the key to my Portfolio lay'in developing a Philosophy 'statement that
‘ '_reﬂected my beliefs about teachmg and not about the outcomes Iexpected
from each student. 4 . st C

. Once the Phrlosophy statement was completed ‘the rema1nder of the .

- Portfolio seemed to fall into place Here are my lessons leamed in do-~ o

~ ing the Teachmg Portfolio. .". S Do
‘ l The Ph1losophy statement is central to creating a Teach1ng Port-.

folio. The Philosophy statemerit reflects the- bel1efs of the teacher -
and h1ghl1ghts those beliefs that-are central, to his/her teaching ef- "

fectivéness.' The remainder ‘of the Portfolio is supporting data to -
. -summarize and offer. as an example those h1ghl1ghts outl1ned in ‘
_ the Ph1losophy statement ;
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v

2. The Phrlosophy statement isa chang1ng piece that should reflect '

. the evolving teacher. Though I was unsure and uncomfortable with
the process.of developing a Teaching Philosophy statement, none
the less I found myself reflecting deeper and evolvrng my own
Phrlosophy during this- year.

3. "The Portfolio, should reflect professronalrsm asa teacher 1 ﬁnally‘ '

. realized that it is not,the_ramount of information stuffed»mto a
. Portfolio, that reflects professionalism. It is the quality and presen-
- tation of the matérial in the Portfolio that are representative of the

" teacher’s standards. Basrcally it demonstrates that what I expect.

. in quality from a ‘student should be the same qualrty expectatlon-_ I
. that L.expect from myself. |

. The Portfolro should reflect my respons1b111ty and accountabrlrty/
* to the course and to the student and ultimately to the College it-
self. The Portfolio should include summaries and examples of
course expectations and assessment that demonstrate that the ex-

 pectations are be1ng met. _
-5. The Portfolio should also reflect my creativity w1th1n the class--

' room and course. This was done through the- summaries, the class
assignment sheet the weekly newsletter and through the class as-

. sessments. S - :

. _The Portfolio should be d tool that generates logical and l1vely :

discussion among peers I feel that the process of developing this

Portfolro deﬁnrtely led to lively d1scussron of how to develop a

. Portfolio and the purpose for develop1ng a Portfolio. The support-

' by peers was tremendous but at times it also became distracting. -

. The Portfolio should be a team evaluative Ppiece that includes the -

- advice and consultation of several mentors. While miany of my
- peers meant, well, it was nice to have two mentors who know my
style of teachmg and assrsted me in h1ghlrght1ng that style on paper..
The profess1onal feedback has been invaluable by allowing me to’
evolve as a teacher without a lot of m1sd1rectron and uncertainty. =
. The Portfolio should be my own. Despite all the valuable feed- -
back, ult1mately it becomes my decrsron as to the direction of the
Portfolio. It represents me! v
The Portfolio will continue to evolve and change as T grow in my )
field and gain valuable 1nsrghts as well as many new strategies.

27
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- My Phllosophy

. Asan educator in the Occupat1onal Therapy Assistant Program at New .

: Hampshrre Community Technical College, at Claremont, I hold central

to my teaching phrlosophy that I can mﬂuence human potential. To in- :

~ fluence the human potential, an educator must involve’ the student in a .

way that will challenge the student and influence the way in which that.

_ student learns. To prepare a student for potentlal growth, educators must
. teach students how to seek out solutions to course-related problems ina- - -

resourceful way..A: student who is not challenged will. lack the neces- :
sary ingredients (self-direction, d111gence and: reﬂectron) that allow for
success.in an educatronal environment. Education is hard work-that re- .

._ quires a discipline of commitment from’ both'the educator and the learner.

E

'Educatron is more than’ leammg facts skill practice and rigorous test- ..

ing; it is also about development of an' individual to reach his/her full
potential, creatmg an environment where both the student and educator '

- feel the. bond- of shared successes.

In order to create an environment of success effectrve teachmg prac-
tice must include: - ~ S
a 1. A course outline and syllabus that act as a map for course direc-

' tron The outline identifies to the student my course obJectrves and

"_.‘expectatlons The syllabus identifies the competencies I expect the

student to achieve. By listing-out my expectatrons 1 can emphasrze
.the necessity of diligence and preparatron ‘in-order to ‘master the

- skills and acquire the knowledge necessary to succeed in Occupa— o

. tional Therapy L . - v
'2. A daily lesson plan that allows fora varrety of teachmg methods.

'T believe that throughout the durat1on of a class, the student will - -

. learn the presented lnformatron best if given in _variety of ways.
“IfIamto expect students’ to. make a comm1tment to leammg, then
~Tbelieve I must present the course material in ways (lecture, hands -
" on, role play in small groups, -and discussion) that allow for an
: understandmg of the presented matenal I also belreve thatif [ make -
: 'effectrve use of time and resources in the class then the student o

. will obtain the maximum benefit of my instruction. Co

C3 Classroom assessment tools that provrde feedback as to the student S .

[A v provoa o eric o 3 4 y oo yoooo T
e . . N : . .

" level-of understandmg of presented material. By usmg the assess- | .
- ment tools (1 minute papers that highlight presented material learned
"~ + today,a muddrest po1nt paper that reflects mrsunderstood materral); -
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I am able to determme how well I communlcated the matenal to

the student. I can also see how a: student lnterpreted that informa- - -

“tion. If T am to create successes in the, classroom then I must be_

- aware,of the student’s ablllty to- understand the matenal and the

". 4

- 5.

- v,

6.

student s ablllty to reflect back on what was. leamed

A varrety of. evaluatlng tools (multlple cholce tests, essays, short'-A '
. answer and case. studles) to assess the student’s level of ledfned
knowledge in a course andthe’ practlcal appllcatlon of that knowl- '

_“edge to given course competencles I believe that a student s suc- .

-.Cess in leammg can be influénced and measured by his/her abil-

ity to recognlze and deflne problems and ‘then . to lmplement

solutions. . - - S A B

‘Student adv1s1ng regardmg leammg strategles in the classroom '

self—assessment and self correctlon technlques I belleve that the

key to any success lies in extrinsic (grades,_ verbal pralse feed-

back on papers) and intrinsic: incentives that-are meanlngful only_
to the individual. T belleve that it is essentral to.a student $ suc-

cess that he/she be ‘able t6° recognlze hls/her incentive strategles

By advrsmg students I am able to. assrst each student to recognlze"

his/her, lncentlves and to' adv1se them as- to the best way to utlllze
those mcentrves as leammg strategles A

My own professlonal behavior i in and-out of the classroom I be-:_
. lieve that any success must first be- tole modeled both in profes- - '
.~ .sional knowledge and performance as well as behavror I hold high .
. .my ability to be clear, organlzed and self- dlrected I also believe
that it'is 1mportant ‘to be empathetlc compassionate -yet able to -
"assist a student in bemg held accountable for his/her own actlons-_ L
‘and outcomes As a representative of. the profession of Occupa-_ »
. tional Therapy I believe that my conduct in‘the, éducational- Sys- - -
tem (in and:out of the classroom)-can have a posrtlve outcome in”

L } the, way a student will interrelate with clients in the future
"-= "In conclusion, T believe’ that in teachmg I'can. influence a student’s *~
potential not only to become proﬁcrent in the technical skills of the field,

but also to think loglcally, to communicate effectively; to self d1rect and '

to self-assess and to:self correct. By obtaining. these skills, both the stu-f S

" dent and I have ‘made that commltment to learnmg and ult1mately, ln-_' :

ﬂuencmg human potentrali‘? Coee

[mc
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"INTO THAT OF BEING: ' -~
A WAY OF LEARNUNG |

Paul Marashlo N
“Learnmg should not only take us somewhere it should allow us-
s - later. to go further more. eas11y

)

Jerome Bruner

Jerome Bruner s “The Process of Educatlon ‘is the cornerstone upon.
"Wl"llCl"l I built my teachmg Bruner stripped away the academic dlscrplme s -
content to the discipline’s basic structural core which tells us how the'
. vscholar works “thinks, and learns For Bruner the act of learning con- -
tains-a triad; acqulsmon transformatlon and evaluation. Accordlng to . o

‘Bruner, initially the student acqulres lnformatlon/ev1dence Then the -
'f'student transforms this evidence by intuitively playmg with the’ evrdence
‘making guesses or hunches.. Finally, the student evaluates the evidence,

_the hinches, to formulate generallzatlons or theses Smce this is the way' ..

the scholar - ‘historian, scientist, engineer, writer, soc1al scientist, etc. -
o leams why not bring this 4ct of learning via a leammg model 1nto the
. classroom to teach the students to learn how to leam ‘

t

'_;The Learnmg Model: A Way of Learning -
" Since I began teaching humanities several years ago I ﬁned tuned. the
orlgmal history process model to ‘make it more compatlble with humanl—'
‘ties. Even though ‘the basic. elements -of the orlgmal model : are still in-

i “place, this time around I titled it the learnmg/teachmg process model ?

because when the students are actively engaged with this"process they .

. are transformed into both: learner and teacher. While the students ‘are busy -

- collecting evidence from witnesses, sources "documents, to solve a stated
.problem, they are learners During th1s phase of the process they act as
prosecutors who constantly verlfy the data through cross referencing;
backtracking, and Cross exammmg the witnesses. It is during this col-. v

- lecting . phase students become aware of the1r frame of reference, a.k.a.

cultural bias - which T will- def1ne as the lifetime’ accumulatlon of cul-

"~ tural and envrronmental influences that shapes a person s world view..

With the student’s awareness of the presence of this subjectlve compo-. .

““nent, they are more apt to vrgrlantly guard against the: posslble intrusion -
of subject1v1ty ‘upon. their, academlc 1ntegr1ty L

Aruitoxt provided by Eic
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In the 1ntemal1zat1on “phase; when the students review the ev1dence

in search of insights, connections, and patterns that lead to the formula-:

- tion of mferences they are teachers : ,
By see1ng connectiors - that'is, the log1cal sequence - students be-"
come aware of the patterns, those prel1m1nary commonalties, des1gns that

. are embro1dered into a tapestry or spun:into a web. From those ¢ connec- C
- tions. and pattems students dévelop inferences. That is they play in the ' ¥

& ,world of hunches where 1ntu1t1on and premonition are h1ghly active and '
_-where studénts spawn 1ntellrgent guesses. Then they head into an. incu-

~ bation: per1od Wwhere they internalize the evidence and the 1nferences .
"giving additional time for reﬂect1on and thought wrth the outcome of -

“hatching general1zat1ons Throughout this’ 1nternal1zat1on phase the stu- .~

_dent’is constructrng, deconstructmg, and reconstructrng the evidence..’
In the formulation phase the students are ready to formulate the gen- _
: eralrzatron thesis, viewpoint, or position. As the studentstravel through,

" the learmng/teachrng process model, they are prosecutors judges, and o

jury. As prosecutors they collect the evidence and ask the hard quest1ons
~ for verification: As judges they study the ev1dence to make coOnnections, '
patterns, and render judgments on the 1nferences Asj jurors they render
) an 1mpart1al verdict. It is in this f1nal phase the students become both‘
o learner and teacher.. S ‘

“Once the students have completed the learn1ng/teach1ng process model .

B they share the1r d1scover1es ‘with the. ultlmate Jury - the1r peers.

The Learner as Detectlve : : :

o Prlor to any explanatron of the process model the students are g1ven
- the following handout: ' 0 -
"When a solitary, 1ndependent learner detect1ve is called to' 1nvest1gate g

' “a complex problem the learner detective travels through a dangerous and -~

chaotict world meeting with eyewrtnesses To assess the. cred1b111ty of the -~

~ accounts of the eyew1tnesses, the learner detective.must ask the refrain-

ing quest1on “How do I know this is true?” W1th a nimble use of induc: - -
*‘tive.and deduct1ve reasoning, the léarner detect1ve overcomes the peril- .

. ous ordeals of gaugmg the eyewrtnesses bias and assessing'the evidence.
Once the learner detect1ve -after an- exhaust1ve research, 1dent1f1es the' :
~ significant ev1dence ‘then a Judgment is rendered. Wh1le on.this. _|our-v
" ney, the learner detect1ve is- prosecutor judge,"and jury. From this quest ,
justice | is served truth is: revealed and order is restored E '

'EMC e ’37
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You are the leamer as detective, 1nvest1gat1ng a perplexrng problem
searchrng for a soltion. Like the detective usrng an investigative pro--
cess to divulge the truth, you also will scrupulously follow each step in

: the Leamlng/Teachrng Process Model to conduct your 1nvest1gatron

The Learnmg/'l‘eachmg Process Model
Prosecutor : . o
" Step 1: Statement of the Problem o S

Step 2: Study and. Preparatron Rev1ew of the Evrdence Lo
‘Step 3: Collection of Evrdence o ‘
" e list the evidence = v 0
- evaluate the ev1dence o
e select arrange, and’ categorlze the ev1dence

Optronal retrace your steps .

Judge - : : _ s ;

Step 4: Intemalrzatron of the Evrdence : SO
o gather 1ns1ghts ' S .

~ » 'make'connections . . - < .

~ '+ 'make inferences - ’ B

e construct and reconstruct the evrdence

Step 5: Incubatlon of the Evidence

Optronal. retrace your steps_ '
~ Jury. : | .
- "Step 6: Formulatron of the Thesrs and Generalrzatron -

e expla1n1ng and supportrng the thesis and generalrzatron« '
. verlfyrng the thesrs/generalrzatron :

'Step'7 “Ah ha™: lllumination . -

4
|

" Step'8: Sharing the Insights’ * - E )

N
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The Learning/Teaching Process Model

Statement | T ~ Study
- Of C ‘ : and
Problem . Preparation -
* Collection
of
Evidence
Inquirer . -
| Internalization
of
Evidence
~ Formulation - Incubation
‘ of .. ‘ B : .. of _
Generalizations | = PR S Evidence -
L ==
" . Instructional .~ Retrace/Recycle ..

Such an analytical framework engages students in higher-lével thinking
skills. Thereupon, students are challenged by the learning process to",
" operate simultaneously within several cognitive levels , breathing life into
a mass of lifeless facts. This way of learmng has greater staymg power
than the simple rote of information which qu1ckly evaporates ‘exponen-.

- tially as time goes by -

‘; An Allegory Introducmg the Act of Learnmg , :
' Inside a dark cave several prisoners serving life sentences since birth
are chained to chairs. Since they are immobilized, all they know of the
world are the shadows:they see on the cave’s interior wall. They know

nothmg ‘of the lrghted lantern nor the shadow makers s1tuated behind -

wll Toxt Provided by ERIC
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. them. An mleldual standing off to the side of the prlsoners strolls over
to remove the shackles from one of the pr1soners and leads the captive
to the 11ght outsidé the cave. During this painfully -arduous trlp, the
daunted prisoner absorbs new sites - the harsh light from the lantern, the
shadowmakers roaming freely, the cave structure, and fmally the'blind-
-ing llght of the sun, and once adJusted to the bright light, the world
beyond the cave .On this journey the; _prisoner assimilates-and processes’ '
" the mformatlon .and formulates generalizations about this brave new .
- world. Thus, the prisoner d1scovers illumination. .
Plato’s “Allegory of the Cave” serves as a wonderful’ mtroductory_
- metaphor for the learner’s-quest-for knowledge through the use of a

.learning.process that leads the i mqumng student to the understandmg of :
~ truth with a small t.. . -

Oedlpus, The Sleuth Models Learmng
- Oedipus Rex becomes a detective in search of the killer of ng Lalus '
" Oedipus’s. Father, 'in .order to save: ‘Thebes from a devastating plague.
.However, unbeknownst to him, .Oedipus is in' search of self. During this
+. . murder mvestlgatlon Oedlpus summons several eyewitnesses. to gather -
the essentlal evidence to fmd the killer. Even though Oedipus’s frame
of reference - bias and denial - influences his investigation, each eye-
‘witness leaves behind enough tantahzmg information to compel him to -
pursue additional testimony to fill in the gaps in the murder case. AS
Oedipus questions each eyewitness; he. seeks verification of their ‘testi-
mony by cross. checking each ‘eyewitness, ‘eliminating irrelevant and
uncorroborated evidence..Once he internalizes the evidence, Oedipus E
uncovers that he committed, reg1cxde patricide and incest. Disgraced by
_these revelations he administers a harsh verdict - self inflicted blindness
and a self-imposed exile from the Clty ‘State of Thebes. As" Oedipus -
- progressed through each phase of the investigative process he acted as
a hard boiled prosecutor, a tough Judge and a no-non-sense jury.
Prior to our discussion of Oedipus,.I remind the students that llke'
Oedipus we are also detectives on an exploratory expedmon to discover
mformatlon leadmg us to 1llummatlon

<

’

Practlcmg the Process Model
. Amock trial, “The People v Satan”, is the first hands -on act1v1ty inter-
lockmg the students with the learnmg/teachmg process model The semi-
nar is divided into two legal teams - the defense and the prosecutlon -
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' determmed by the ‘cup of fate”. Each legal team has a ser1es of wrtnesses '

who will offer testimony either in defense of or.in condemnatlon of Sa-
tan. The source for all the evidence for the trial is The Book of Job.

Satan is charged with murder, assault and battery, and destruction’ of -
: property by the prosecutron " Since all the ‘evidence is circumstantial, tHe -
, students must dig deeply mto the source materlal to construct their re-g

* spective cases.

The trial convenes wrth a ser1es of openmg statements from the attor-

. neys. Then each side presents its case through its witnesses, with'the op- .
' posmon given equal opportumty to cross examine. the witnesses. Durmg

~this testimony phase of the trial each side is constructing, deconstructmg '
" ‘and reconstructing t the ev1dence and estabhshmg the witnesses’-credibil-

o .1ty As the evrdence mounts the students’ newly- gained insights lead them -

- to makmg connections, seemg patternis emerge, and developing inferences.

- AS their Cultural bias - frame of reference - gradually melts away, the . -~

- defense’s pretrial- Judgment of Satan’s guilt dissolves. Challenged by the

circumstantial evidence, both legal teams present 1mpassloned closmg state-

“ments alleging Satan’s guilt orinnocence.

It is during the j Jury phase of the trial, when the students who are freed '

. from their legal roles and obligations, discuss and debate the case on its.

. merlts 'so they can render a verdict. These deliberations. léad studénts to-.-
. the formulation of a verdict based upon the ev1dence presented by the,

" 'several trial ‘witnesses. o ol “ _

As you.can obsérve from the- above descrlptlon of “The People v.

" Satan”; this mock trial strongly reinforces the learnlng/teachmg process

- model for the students. Throughout ‘the trial the: students come to both . _
value and’ apprecrate this process model They, recognlze and understand -
the importance of ev1dence Also, since an overwhelmlng majorlty of the
" students came to the trial convinced beyond a reasonable doubt of Satan’s

gullt by the end of the trial the students were aware first: hand- of the ~

- powerful influence of their. frame of reference For 'me thls was one of'.

T

‘the most significant learnings ini the trial. .

‘Beyond this learning, the’ students learned how to effecnvely 1mple-=_

" ment the learning/teaching process model. As a result, they learned how
to gather evrdence how to verlfy that evidence, how to ellmmate irrel- -

evant ev1dence how to construct deconstruct and reconstruct ‘evidence

.. to'make connectlons pattems and lnferences and fmally, how to formu-

late a generallzatlon

;
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Remforcmg the Learmng/Teachmg Process: Model

- Another learning strategy I use to fuither re1nforce this process model - -
- s “Meetrng of Minds: Confrontatron “This learning’ strategy is' loosely :
o based on: Steve Allen’s PBS program: of the samie name: + Upon complet- e, )
‘ ‘1ng a read1ng and vrewrng of Shakespeare s play, “The Tempest several -
T -students select.characters to role play. and are ass1gned to thoroughly study
o those characters Three interrogators are also selectéd to verlfy and vali-"

. date the ‘character’s presentatrons by asking prob1ng questions. An Em-

cée i is chosen to open the show to 1ntroduce the characters, and to facili-

. - tate the proceed1ngs As the program unfolds with each character presenting - -

* details about themselves and relatronshrps with others 'in the play, the S
- . students come toa better comprehensron of each character and thus a better'_
knowledge of the play. “The Meeting of Minds” thoroughly prepares the' _,
t “'seminar for the debnefrng of “The Tempest and offers to the students a. "
" greater opportunrty to widely’ explore Shakespeare s th1nkmg and ideas.

There are many leamlng strateg1es an 1nstructor can bring 1nto the'

.classroom to ensure a constant -use and rernforcement of the process
model This’ process model must be cont1nuously re1nforced if the pro-

cess is. to become second naturé to the students. The purpose behind . .

: teach1ng the process model is to.offer our students a. leamlng instrument

B -Evaluatmg the Learmng Process Model Co

_ ,_they can take w1th them when they leave us, and to guarantee they have_, o
Lo a mechan1sm that leads them to: becom1ng life long leamers S '

y U o

‘Along with the weekly short writing assrgnments a take home ﬁnal-'

, _exam is also used as an evaluatron component to measure: the students
-successful appllcatlon of the process Accrisis scenario demand1ng a reso-
* lution is the structure on ‘which the final is built. To successfully accom-:
_plish this task the students rust apply the leamrng/teachmg process model .
- All the' necessary and usual- 1nformants are rounded up for the: students -
" -the scientists, phrlosophers wr1ters poéts and -artists stud1ed during the -
- semester. The studerits are given'a ser1es of didactic questions to _guide .
- -thém in their gather1ng -evidence. As_ the ev1dence accumulates; the stu-"} _ ‘

. dent investigators churn the eV1dence over in their m1nds _constructing,

. deconstructing, and " reconstruct1ng to uncover insights, connections, pat-
“terns, and develop inferences. Once this internalization. is completed the»"'

student investigator is prepared for the formulatlon of. a generallzat1on :
“thesis. or point of view. Finally, the student 1nvest1gator s wrrtten report '
embrorders the mater1al into a t1ghtly woven'tapestry. - : -
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" Through this evaluation, the instructor and the students learn how.
- successfully the students 1mplemented and mtegrated the process model
into their thought processes . '

Student As Learner and Teacher
1In Plato’s “The Allegory of the Cave” Socrates mstructs Glaucon on
this essentlal 1n51ght on the way of learning;.

..but then, if I am right, certam professors of educatlon

must be wrong when they, say they can put knowledge .

_ into the soul which was not there before, like sight into -
blind eyes...whereas, our argurrient shows that the power
and capacity of learning exists in the soul already; and
that just as the eye was unable to turn from darkness to
light without the whole body, so too the instrument of
knowledge can only by the movement of the whole soul -
be turned from the world of becommg into that of being...

Both Plato and Socrates challenged the long held belief of profes-'
sors that students enter their classes as empty receptacles anxiously
awaiting the professor to fill them with knowledge. Such a belief ne-.

gates the students’ ability to learn. Plato’s and Socrates’ philosophy of .

" pedagogy empower. students to teach themselves and to seize respon-
sibility for their learning. The Leammg/Teachmg Process Model sub:

~ sidizes this empowerment, assisting the student on a learning quest with
~ a facilitating instructor guiding the student out of the darkness of the .

. cave toward the llght ¥

L
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Th@rapust Assistant and Physucal]
Th@r@py Programs L

Laurle Clute

The PhyS1cal Therap1st Assrstant (PTA) program at NHCTC Claremont ~

1s currently in its twenty-second year. With a new Physical Therapy (PT) -

. program beg1nn1ng at Notre Dame College in Manchester now is an ideal. -

.time to formulate an' articulation plan between the two programs .
The majority. of-PTA 'students come back to_ school for'a'better-pay-

ing, more stable job. Most are in their late- twenties or early thirties. Maybe

half are parents. Most choose the PTA program because they ‘want to..

" . become. Physical Therap1st Ass1stants Some choose the PTA program”
:. . because it is just too expens1ve to go to a four year-college;. there are'
.~ usually three to four students in each incoming « class who-plan to begin .

~their education in the PTA program -but who really want to, be Phys1cal~ o

Therapists, They hope to- work-as PTAs in a fac1l1ty with good ‘educa- | - |
tional benefits allowing them to cont1nue on to-a PT program. These -
students are sorely d1scouraged by the seem1ngly -callous treatment they

receive when they talk to PT program faculty and admissions departments -
about transfer opt1ons Some programs prefer not to take transfer students: =
“For those programs that do ‘being licensed as aPTA ‘may not be much of .

* an advantage over other well- qual1ﬁed transfer. appl1cants Add1t1onally,

. .the PTA student/graduate may'] ‘be surpr1sed at the few courses that will .

transfer to the PT program. :
There are solutions to the transfer d11emma though Ona nat1onal-'.
level the newly formed Nat1onal Assembly of Physical Therapist Assis-

* tants of the: Amencan Physical Therapy Association (APTA) should adopt
'transferab1l1ty from PTA to PT programs as one of its focuses In con-

", junction-with the APTA’s Section on Educat1on Department of Educa-
. tion and the Comm1sswn of Accred1tat1on of Physical Therapy Educa-

" " tion, the Assembly could condiict surveys of the educational programs . :

to see what percentage of PTA graduates eventually enroll and graduate .
-+ from PT programs. Certain schools would most likely be identified ‘as -

© “PTA: transfer-fnendly” and the1r approach m1ght be the model for other - '

. schools. .
. Secondly, ona nat1onal state or reg1onal level workshops should be
b held between PTA and PT. faculty The focus of the workshops should

"'[KC ‘-' - 'v " : — '. 44 ‘ T ~39'.-_"'
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~be.on 1dent1f1catron of admission and curnculum requrrements for the
PT programs. ‘Assessment of course content arid objectives of both the
* PT and PTA program courses will reveal similarities and differences.
Ones with similar content and objectives (introduction to the profession,
miath, social sciences, or humian development, for example) should trans-:~
- fer without difficulty. PTAs may also be allowed to * test out” of certain -
PT course objectives. Professional courses that entail more theory, evalu- -
ation and diagnostics certainly would need to be taken at the PT pro- .
gram, though the PTA graduate would have a solid foundatlon from the1r
prror educatlon : . :
~During these workshops, the PTA faculty can also promote the con-.
cept of using the licensed PTA transfer student as'a workstudy student.
in the lab setting. The PTA’s knowledge of body mechanics, transferring
"and guarding patients during ambulation training, professional behavior,
and use of the _physical agents and exercise in Physical Therapy can be -
tapped durrng 1ab sessions. The PTA transfer student can, assist the PT :
professor in answering students’ questions and monitoring safe use of -
equrpment The end result is an efﬁcrent leamrng env1ronment for all
students : . .
As another solution to the transfer dllemma the PTA faculty should
_encourage broader choices in the general educatron component of the PTA
““curticulum. We should be identifying those general education courses .
--that are required for admission to PT programs (Physics, Chem1stry,,
Statrstrcs Calculus, for example). We could recommend these courses
at our two year colleges. Students interested-in continuing their educa-
" tion would be advised to take these optronal courses 1nstead of currently '
" required, but not transferable courses. " : Co
- The final piece of the solutron to ‘the transfer d11emma is to better B

adv1se the potential PTA applrcant/student During the admissions pro- ‘

cess, the applicant’s future plans should be discussed _wrth aneye toward
. the reality of the current situation. Students might be better advised to -
" apply directly to a PT program rather than spend two years in a PTA
program, then transfer into a PT program, where they will most likely '.-
begin. as first semester sophomores and still have three or more years -
remaining in their education. .
Though the focus of this article is on transferabrlrty between PTA and
PT programs, the concept is. applrcable to other careers with different:
: 1eve1s of educatronal requrrements for the: paraprofessronal and the pro- -

1
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fessronal There will’ always be the student whose long range plan isto
. attain the professronal degree, but who needs to take incremental steps
for personal ‘financial or family reasons The paraprofessronal degree

curnculum at the community, technical college level can (and’ should) help_» L

. prepare the student for. that transition.”
The transfer. should be d seamléss process that: beg1ns w1th the poten-
' tial student in mind. The goal. should be'to encourage, not d1scourage-‘
. career mobility. Communrcatron and planning at the natronal and local
levels are the key elements i in the process ‘with the natronal professronal :
- assocratron encourag1ng the overall concept of easier career mobrlrty, and ©
the local faculty and programs devrsrng the specrﬁc optrons *l?

o . \.'v‘\ . } e
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Nancy Marashw ﬁ '

Instead of servmg as a flash pomt for confllctmg needs General~ )
Education at Claremont has been worklng to become an anchor where
all crafts connect. - - :

- Our Techinical and Business departments have clear connectlon to the
Technical side of our mission; our Nursing and Allied, Health/Human Ser-.

: vices departments respond to théir 1dent1ﬁcatlon as centers of excellence
~and our Instructlonal Services department was mstltuted in response._to -
' _identified college néeeds. General Education meets its own responsibili- ' ;

ties to mission by reaching out w1dely to all others yet. reachmg deeply
into the requlrements of its own d1scrplmes of ‘mathematics, sciences, .
- English, humanities.and social sciences.. : .
. 'As far back as. 1978 General Educatlon Department functlon related'
" a¢ademic activities to life experiences; personal soc1al and intellectual
growth; exposure outside the context of speclﬁc programs; and broad cul- o
“tural context and mterdlsclplmary acadefnic activities.. Presently, Gen-
~eral Educatlon is an“academic arena where all degree students share'a
common experience, where students from programs mix, where an iden-
tlﬁed range of pedagogical approaches is assured, where degree as op-

_-posed to program- requirements can be ascertained.- General Educatlon. o

outcomes remain congruent 'with the followmg outcomes for our reglonal
community technlcal college :

- — . prepare students to continue their educatlon :
L= provrde for continued educational ‘opportunity and success
—. assist students in successfully attaining their educatlonal goals
- — meet the needs-of business and industry ‘
L= prov1de a strong academic foundation -
- develop academic skills needed to succeed in the world of’ work
in two and four year degree programs, and’i in llfe
.= develop self-confidence and direction - : .
- —. respond to expressed desire to transfer in past’ and current students. ~
= respond to advice of focus group and 1nd1v1duals from educatlon,- .
business and’ mdustry . : '
In 1991 Claremont’s Department Chairs ldentlfled the need to plan -

_ for establlshment of college-wide graduate expectations, that is, univer- .
sals that we’d llke ALL graduates to be able to perform The expecta-
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tion was that degree requrrements would be tarlored to these un1versal.
" outcomes. (DC Minutes, Septémber 12, 1991) Faculty, working by de-
partments, developed lists, and chairs combined those lists into college
expectatrons for both General Education and programs. -

In April 1992 President Reed affirmed that “nationally and here Gen-
eral Education competencres are what we’re becomlng more concemed
bwith? 0 - _'

According to a-November 1993 Dean Mills' memo, the General Edu-
cation set of requirements. for degrees ‘had been “established at the time
" the calendar changed from a quarter to a semester format, The require-
‘ments represented the answer to the question of WHAT DID.WE WANT
EACH GRADUATE TO HAVE UPON GRADUATION... it did allow
the College to determine some common requirements and dlstrlbutlon
of credits-based on some principle and phrlosophrc base. It is also im-
portant to note that these _requirements were drafted essentially by fac-
ulty, not Deans or Presidents.” In 1993, after reevaluatlng the needs and_ -
philosophy of the General Education core, the college reaffirmed the Gen-
eral Education core not as “service”.but as valuable in itself. Each de-
partment set up not a programmatic but a student needs list; each de-
partment discussed the General Education document, “Articulation of the
"+ 2Core”. Instead of dllutlng General Education in order to maintain the high -

number of program credits, all looked-at core General Education courses,

at'program required General Education courses, and at elective General *

Education courses to find- a. balance between decentralrzed academic
. decision maklng at the department level and larger needs at the level of =

"'the whole college. . . c : : '
Claremont affirmed the System expectation that every associate degree :
program has a major consisting of a minimum of 32 credits in specialty

courses, and a general education core, consisting-of courses that are drawn - - -

from mathematics, sciences, English, and the humanities. These courses are -
essential elements in the achievement of 1dent1ﬁed competencies, are not
* directed toward specialized study or specrﬁc occupatronal or professional -
objectives, and fall with the System’s required five general areas as follows: ©
a. ,Communication or therature or both; '

b. Social Scrence, o ' —_— o s
* ¢.” ‘Humanities and Fine-Arts; ' h

d. . Business; and- - )

.. Mathematics and Science

\)4 . . . L ’ \-
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A variety of forces aSS1sted General Educat1on in reassessing courses

'pedagogy, faculty, and department 1mplementat1on of what it was ac-

. countable for doing. : C
B The system instituted an 1n1t1at1ve to art1culate a range of competen-

. cies, both core and program; core was to be the. “esséntial elements in
“the ach1evement of identified competericies and...not directed. toward
.specralrzed str1ct1y or specific occupational or professmnal objectives.”

: Though General Education was not responS1ble alone:for those compe-
tencies, al1gnment of General Education- disciplines- across the System
became an imperative and added a broader pool of General Education

~ expertise to assessment-of course contentand needs. Transfer questions .
led to an’initiative for.a one-year General Educat1on program to be de-

- veloped. The System Pedagogy Committee made sharing and learmng
about various pedagog1es an essential element of faculty development
" Claremont General Education faculty published articles about their own- -
classroom pract1ces seeking broad input to’ refine their approaches '
- At the College level General Education evolved to having its own
page in the catalog, to resolv1ng ‘academic. questions such as: could a
s¢ience course exist without a’lab and'still meet our outcomes. One
valuable assessment came from the aSS1gnment in “Humanrtres in West-

- ern Culture” where $tudénts were asked to design therr ideal for col-

y lege educat1on specifically struggl1ng with how to define an educated
person, ‘students across all programs reaffirmed the value of the -

- Claremont General Education core as 1tex1sted suggest1ng reﬁnements :
but not wholesale changes : -
" In 1995 General Education aga1n was in the spotl1ght as a program
assessment process determ1ned that Claremont programs were more
typical of Associate of SC1ence rather than Applied Associate of SC1ence
degrees. Slnce student transfer to four year colleges was more and more:

.. common and since the System was looking toward a mission that leaned
‘toward community as well as technical college Claremont asked if we
“should change several or all AAS degrees to AS Two of the five’ cr1te- E
ria or characterlst1cs Dean Mills asked us to assess were: ' R

_' The “General Education has breadth” it 1s not t1ed srmply to pro- :
. gram outcome demands, ) : -
* The “breadth” of General Educatron courses makes them transfer-
able.to upper level programs as pait of typ1cal drstrrbutron requrre- :
ments : : :

‘ERIC -7~ R
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+ After quality of General Education courses was reaffirmed in the-de-
cision to change all AAS to AS, dlstrlbutlon needs within General Edu- N
cation needed revisiting. :

As early as 1991 joint meet1ngs of General Education w1th other
departments had 1dent1ﬁed these ongoing responses

. NURSING DEPARTMENT
', e The accrediting committee likes the close working relatlonshlp be—'
tween our departments as well as our “strong sense of purpose
* The human1t1es curriculum was also 1nd1V1dually cited

ALLIED HEALTH DEPARTMENT . :

'« “To fulfill the core General Education should not abandon what
" exists but broaden... offer more possibilities” .
e “How ‘do we keep the core commonalties yet have some ch01ces

.- for those people beyond: the core”? :
_* question number of credits for Conduct of Science (2) and math @)
» Tom noted core came from failure of a multiple choice system and
need to “pick a chunk and DO it” - Joan responded, “we believe
. the core itself is a critical part we just want to enhance

- 'BUSINESS DEPARTMENT ‘
~* Need for more general science courses
. ¢ Need for electives especially for part timers

TECHNICAL DEPARTMENT
*. No concern with: exlstlng core

Improv1ng the core yet offenng more electrves became possible after
soul searching course assessments in relation to student needs and to.
System competencies Giveri no more resources, General Education began
to. slowly create new courses rooted in-the articulated and accepted :
'outcomes, philosophy, functlon goals, and ‘competencies.- :
- The Claremont campus developed a full fledged d1ploma program

"-proposal for a one year General Educatron Transfer, meeting all the ;. '~
expectatlons of the Claremont program proposal format and being ap- - -

proved in our formal campus approval process. Our proposal then be-
came not only.the first one approved for System 1mplementatlon by the
Comm1551oner but also a model in developing the System Associate of
Arts Degree and accompanymg Diploma of Arts. Claremont is now
o 1mplementrng the System model for both bolster1ng w1th elements from
) ln . .
[Kc
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Claremont s ongmal one year proposal Development and 1mplementa—
“tion of a one-year diploma and then an Associate of Atts have reempha- )
sized the commitment of the college.to the general education side. of
leammg and its role in successful, fulfrllment of mission. L

_ Or1g1nally forced together as a department because we were the not
o aprogram pieces, ‘General Educat1on faculty ‘have worked to become a’

. "-colierent and balanced whole. In our two year college.world we had beén.
- seen to ex1st in order to meet accred1t1ng requirements or to pave the way.:

' for program competenC1es Course by. course we' had always: known we “*
.were more than that. Committed to our own disciplines with strong eX--
pertise, each GE: faculty’ member knew how our own classes broke
through to’ depths of understanding.. - - -~ - L :

Requested to articulate what it was dorng as the general educat1on com- .
ponent the department had struggled to illumine not its differences but 1ts o
likenesses. Though each of us was fostered in'a liberal.arts énvironment,

- our d1scrp11nes of mathematlcs brolog1cal and physrcal sciences, -english, .
" hummanities, and soC1al science demand - at least on the surface ~facts, .
"information, concepts 1ns1ghts processes and’ reﬂectrons of quite differ- -
'ent kinds.- Math to an Engl1sh professor can seem cut and dried, -while writ-
ing to' a math professor can séem W1thout clear choices; Sc1ence toa
humanities. professor can seem-lost.in lab steps while humanities to a -
‘science professor’ can seem a hash of readmgs and f1lms Students are the
-. ones who led faculty to see: deeper into each other’ s d1SC1pl1nes We heard
“what excited students said about each other s classes They compared the
" - humanities path from. dark cave to outer illumination with confidence in .

. a compos1t1on draft critiqued supportrvely in English. The frustration of

' finding their way.to answers in Conduct of Science they. likened to d1s-

~ covering the- connect1ons in Stat1st1cs Student questrons and connectrons ‘
.- bubble up connect1ons across the. department . oo : .

" Students are the ones who conv1nce us that we are on the best track. '

. It is their successes that determine ours: Initiated-into: the worlds of
mathematics, ‘sciénces; Engl1sh humanities and social scrences students '
discover the challenges, the endurance the joys of confident leamers They

~don’t do this without frustration; it is the student who ra1led against the
. _obscurity of Conduct of Science who i is also the student who.in Conduct '

- found the courage to move beyond safe concrete learnmg to abstract1on
Listening to the. frustration: and work1ng with it —not covering it or dis-
‘ ‘appearmg it —is what leads to the depths of general ‘education leammg
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Opening the self to ‘other views in a give -and take is the essential. .
Looking for next steps is what causes their creation. Movmg forward .
President Jordan’s goal,-is a way to come together. '

Our struggle now is to align Claremont’s General Education Depart-
ment with-Nashua’s Arts and Sciences Department. At the October 15,
1996 Academic Manage’ment symposium, “the need to develop ‘consis- -

‘tency’ in developmg a unified vision for General Education on the two

lsharmg what exists on each campus. Identification of the agreed upon‘

campuses whether a common terminology was employed or not” was
identified. Considerable time has been devoted to talking about and -

need to consider “a cluster of course choices which preserves the ‘core’
concept development by Claremont faculty members while extending it
to address the needs of specific program requirements on the Nashua

- campus” was one step. Commitment to the methodologies’ and to the '

thinking of the mathematician, the screntlst the writer, the humanist, and

the social screntrst crosses both campuses. Our work continues.

At this moment in our evolution as a department we may appear arro-
gant in our commitment to what we do-together, but in fact we have a

- sureness of purpose and-direction that is far from arrogant. Searchers all,

we probe for nextsteps, for intégration change, for swapping pedagogies,
for recogmzmg mistakes, for seeing what doesn’t work so we can improve,

- for supporting “AHA” moments. We are doing these together because we

_E

have learned the similarities in our breakthroughs and’ frustratlons

How did we reach these msrghts‘7
.~ putting issues on the table :
= ."talkmg long enough to get others to see our vantage pomts
- wrrtmg and rewriting course objectives ‘ ‘
— . ‘assessing each other’s course. writings
— trying to understand each other well 'enough to: become advocates
‘to students for each other’s courses _
— looking for/fumblmg toward reasons’ for a core'
~ =" testing, rejecting, shaping a core °
-~ modifying as a result of input : , ‘
'~ understanding the conflicting and correspondmg needs ‘of General .
.Education programs : '
_— not overstepping our ‘credit bounds
.— supporting each. other’s strengths o
- -._understandmg why by seeing impacts in our own courses =
. courses connect with and nurture each other '

‘

O




PEDAGOGY JOURNAL

Re1nforcement from outs1de helps Accred1tors of programs adm1n- o

' istrators, -students with ¢ experience .at other colleges, fellow participants .
" in discipline conferences force, us to reflect and help us to acknowledge .
~ strengths and needs of what we do Just as the devil is in the details, so

are the teachable moments Tom Gorka sees how a trny change in word1ng '

v or t1m1ng determ1nes student s Science understand1ng, Dick Conway

bu1lds in time for human1t1es students to question: Diana Wyman shares

_science lecture outlines so students can. get beyond the notes. Each step
o forward improves not only the. leam1ng but also the: teach1ng, the course, -
“the department and general education’ — for each step is shared.
""Bound to. program crafts, to-our own d1sc1pl1nes to each-other, Gen-f‘
eral Education works to balance freedoms and responS1b1lrt1es anchor- .
‘1ng h1gh schools and four year colleges all our common domains w1th1n: v
" the o ong01ng stresses of change try1ng (l1ke Frost 'S b1rches) to bend w1th-

! _outbreak1ng<1? - o)

E
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SL@W DQWN MR. EIDY PUH LEEZE
| S.RDERLY TEACHING ~ -
((WI]TH AN ATTENTION IEFU@UT)

Greg Eddy

My mother repeatedly exclalmed “You're not listening to me.” Teach-_ o

ers wrote comments on my report cards like “doesn’t-work up to poten- i
tial” and “unmotivated” and told my parents that “he’ll grow out of it.”
: My wife suspected that I didn’t love her, as physical intimacy sometimes
. makes my skin crawl. The psychologlst dlagnosed me at age 41 w1th-
" “attention deficit disorder, inattention type.” ‘ :
L.started teaching for two main reasons: I wantéd to be a. catcher in-
the rye” who would save the |nnocent from a world of incompetence and
hypocrlsy, and (L later came to reallze) I had a captive audience who
would actually pay me. to hear me talk to mysclf all in the name of edu
catlon . o - . :
"The audience revolted. I became thelr ‘most recent lncompetent ef-.:
fusmg hypocrisy ‘as a hlgh school ‘social studies teacher carping about
. * justice and fairness, while limiting.| their ledrning with my impulsivity and ,
. inattention. Flnally, in one of those defining moments of a lifetime, a
.student exasperatedly pled “Slow down Mr. Eddy, puh- leeze ” And I dld
- For a while. -
- People w1th an attention deficit disorder exhlblt three major symptoms '
inattention, impulsivity, and hyperactivity.! As a teacher, inattention con-.
" tributes to my tendencies towards less-than- -adequate lesson plannrng, late
' gradmg of student assignments, and.reluctance to take responsrbrllty for
boring, but essential, aspects of the job (like adm|n1strat|ve recordkeeplng)
things “fall through the cracks.” Impulsivity impels me to take off on a -

. verbal tangent at the drop. of a-hat at speeds 1ncomprehens1ble to mere -«

mortals (“slow.down, Mr. Eddy, puh leeze“) Although my d1agnost1c1an-

claims I'm one of those adults’ who grew out of hyperactivity, it’s stlll' -

'apparent when my pencrl or foot starts involuntarily tapping. like a
' woodpecker $ beak: when 'm considering new, exciting ideas. '
. As a teacher with an-attention deficit, I bring certain gifts to my stu-_

. - dents, but L must also shelter thosé glfts from the fierce w1nds of my

q

* ' I'm using the exp sion * ion deficit di " (ADD) as a generic term for attention deficit hyperactivity dlsorder
'(ADHD) Dmgnosucmns drsnngulsh bctween ADD, mauenuve lype and ADD, with hyperacnvny
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differences. Students commend my enthusiasm, compassion, and energy;
students condemn my seeming self-centeredness, indifference, and rude-.
ness. To protect the gifts I bring to my ‘students, I must erect shelters’
from the storms of disorder. I have. ADD (according to the psychologists,
psychiatrists, and lawyers), but I also am AIDE (as I conceive myself)

_ I am Attentionally Intensified, Diversified, and Enhanced, and this gift

“helps make me the unique teacher that I am. I want students to- recog-
nize me as a teacher who can point thém in new d1rect10ns, with com:

~ passion and caring, and who will not let them quit on themselves.

. I must make especial éffdrts_ to plan out'my lessons in detail; I know"
that if I do not do this, I will be cheating my students when I overlook .
an important point or fail to make an important connection clear to them.

- However, I’ve gradually léarned to make sure that lesson plans include "

‘both the expected “coverage” of the subject matter, as-well as a balance
of opportunltles for students to experience the gales of 1mag1nat10n and
creativity always waiting to break. . : :

I must monitor my speed.and manner of presentatlon wh11e I m most

-~ comfortable talking a mile-a-minute, mdst students don’t process as fast -
as [ speak and most students don’t react favorably when I express 'my
frustration with them. Even veiled sarcasm is hurtful to them, as it was

- to me (“unmotivated”). | :

I must plan and use my time wisely, so that I.can 11ve the full life that
‘my students expect of me and for themselves; to atta1n the wisdom of
experience to bring into class, [ must take care that I cultivate wisdom
through living a life of moderation in all things. ‘ : '

Yet no. matter what I do, I know that thlngs will still sometimes “fall
through the ‘cracks.” It’s 1ron1c that what I feel most ‘towards my students
and bring to my teaching, compassion and caring, is what my impulsiv-

ity "and inattention limits, in practice. I know I care, but I sometimes don’t
seem to show it to my students, and I can’t physiologically help myself!

But seréndipitously, this very irony helps  make me an even better ,
teacher. Because I have such deep personal -experience with the incon-.
‘ grultles and paradoxes of the human experience because of my “dlsor-
der,” I believe I can better teach Humanities. I believe that sharing my
‘struggles to be patient in the face of: my lmpulsmty and inattention

~ can help students better understand how we all struggle with our '
“human experience.” Because I have struggled with . my own studies
because of my impulses to-run out of the room and do anythmg else and
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the mattentron that causes me to reread the same, paragraph five times
.without understandmg it, I believe I can better teach Active Reading and ,'
Critical Thmkmg Because I know what it’s like to be discriminated

" against solely because of my disability (“doesn’t work up to potentral”)

- Ibelieve I, as a Disabilities Coordmator can better’ help the. College and §
the somety it serves., " . - C p oL

‘Of course, all teachers have deep personal experience of the incongru- -

.ities and paradoxes of the human experience because of their own dif- .~

. ferences: D1fferences help make us the teachers we are. Our differences -
make’ 'us most'real and valuable ‘to our students. The new and the differ-
. ent'is what they seek and what they need from us as their teachers.
‘So, if you haven’t already while reading th1s take a few moments to

" think about what differences help make you' the teacher you are. What :

' “disorder” do you bring to the world that makes your class worth attend-
o mg‘? How would that student of yours . fill in the blanks" )

S a
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| A@v siNG STUDENTS TQWARD
~ - RESPONSIBLE BEHAVIOR -

Joan Holcombe Larsen o

'Meet My Student Tlm S .
. Tim stalked into my office with an aggress1ve heated step Muscles S
were taut. Eyes darted with a mixture of gullt anger and frustration. I
. knew he was ready with'his bamcade of excuses for. class’ absences’ paper o
tardiness and one mrssed test." I sat calmly, tellmg myself not to blurt o
my disapproval .’ * _ : . : R
. “Tim”, T inquired, “What séems to be going on for you‘7”' o
. -Tim began his list. “My boss at work My landlord My parole .
-officer... 7
- “Tim, you sound lrke you are feelmg out of control Are you"”

I' waited for his answer. I lrstened to his words and tone. I froze my .

~-tongue,. resisting the temptation to tell him. his sins : , C
© . “Would you like to feel back in control"” 1 asked attemptmg to dlS- l'
arm his defenses. - : S
"~ “Well, yah,” he muttered, “of course His dartmg eyes seemed'to slow
with JUSt a bit of sustained eye contact searching perhaps for my hook
Or waiting for my confrontation, I offered none either. - A
-1 asked again. calmly, refocusmg on our academic-issues, “You seem"-

<" to have problems with this class What do you want for the class? To :

finish? To-Pass?”

. | don t want to fail it ’ he whrspered

: .“Great That i is'a start What do you want?”. _
“Passing is what I' want but how can I when I am-so far behind?” -

~“Well,” I offered, “ let’s look at the options. Do you want to * ‘just get o

- 'by” or do you ‘want to really do well and be able to understand and use
. the information?” . i : S : ‘
_“I guess I really want to use it T: spent a lot of time wa1tmg for thrs .

- chance to-be in the program. This is it: my chance to get anew: start I_i B
_want to do.more than just get by!” * : -
My first concern was answered. I: still had a student who wanted to E

“commit. My next hope was to gu1de h1m realrstrcally toward cholces -

_ which have' a chance for success. : : _
-1 offered to him, “Do you want to be a really good” clrmclan or an
, “OK” One‘)” . . )

‘

wll Toxt Provided by ERIC
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“I want to be good!! want to do well'in college, in the program And
I think this is really what I want to do w1th my life. But I always blow
it somewhere.” - »
I urged him to pa1nt a p1cture of success in school and in the field. I
~ asked him,’ :
“What does your picture of a competent successful student
look like to you?” :
.Is it the student going to class‘7
Asking questions?
Getting work done?
Understanding and seeing the connectrons" ‘
" Is it getting “A’s”, or “C’s™? =
Is it seeing yourself working competently" Responsrbly" Con-
. fidendy? -~ - - ' .
Are you, as the successful student or clinician, havrng fun"
Are you connected with your colleagues? *

He described his p1ctures some attainable, some-long shots.
I helped him to describe where he wanted to be; to search for the -
"behaviors which lead to reachlng his goal. :
" “Tim, what are you doing now to reach that goal?” S
. Tim looked blankly, muttered some.excuses or token efforts, even -
. some genuine ones. I'was asking him to take a real look at his own,
behavior and to the outcomes of his choices. : : ,
1 posed, “Is m1ss1ng classes, and tests-and due-dates helplng you to
_get what you want, to do well in the program, in the ﬁeld"” .
“No, not at all, But... _ ’
“How much do you really ‘want to succeed and to graduate work in
the field, be a. competent clinician?” o -
“A lot! It is finally something I th1nk I would be good at. But... ]
[ interjected. “Then can we talk about possible first steps toward that '
goal?” I waited for h1s confirmation. He nodded almost 1mpercept1bly
~ As Tim evaluated h1s own behavrors in our conversatlon for the actrons
which were not effective in the class, he was a step closer (even if a very
~ small step) toward .choosing more effectrve need-fulfilling behavior.
I pushed further. “Do you have ideas of how and where to begm"” I

encouraged him to list them. Since he was in this pattern of failure and .

cycles of out-of-control behavior, he may not have experiences to draw ° '
~ from. He looked overwehlmed. o '

»
.

[mc |
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“Do you want to hear some-of my ideas? “ I asked for his permission
" to-offer suggestions. This’ allowed h1m to be.in control If I told him, I -
knew I would lose-him. - : : _

. We talked about several optlons cont1nue to do what he is dolng,~_
hustle to catch up in the midst of life chaos; or drop the course and re-

" . register next semester, Which would' grve him time to save money, get

his legal issues into place pay his landlord and his bills. For Tim, the
choice was clear. If success and competence were his wants and needs,
_then the last choice was the best: to- drop the'course and get his life in ‘
~ order, and begln again wrth supports and Strategies in place. He could» -
. protect his d1gn1ty, his sense of self without one ‘more failure. ‘
We worked on. a brief strategy and ldentlfled supports’ to help him
_ organize his work personal issues and academrc issues. He left perhaps_
a b1t more in control ‘with hrs own future still within reach o

What were the d1fferences between this exchange and others ‘we mlght -

* have exper1enced with; students in trouble? . -

“- o Tim |mmed1ately heard the faculty speak as an ally rather than an . -
adversary or accuser. : : -
" .* Tim had someone’ listening to him, offering hlm the opportun1ty to
P pa1nt his p1cture of wants and explore the effect1veness of his own _'
behavior. _ ’ ‘
¢ Tim was exploring 'options rather than follOwing old -patterns of
behaVior" which have been so counter-productive in the past.:

» And f1nally, Tlm s next step belonged to him, not to, administra- .

tors, faculty,.parole officer, landlord or others. He took control -
rather- than letting “it™. happen to him. He took responsrblllty for- .-
hlS behav1or by. processing his’ options, evaluating their effective-

" ness in meetrng his needs, and choosing for himself how he ‘will -

proceed Being in control felt good . It was powerful The plan was
h1s alone. - : : .

The process, seemlngly srmple calm and basrc is. part of the theory_

-and practlce of Dr. William Glassér and his_ philosophy of “Chorce :

‘Theory”, formally called Control Theory: It is based upon the premlse

that all behavior, effective or ineffective, is chosen in an attempt to meet >

basic human needs. All behavror is purposeful

57
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Glasser describes these four bas1c(psycholog1cal needs beyond sur- :
vrval wh1ch drive all our behavior: ' , ‘

BASIC NEEDSDRIVEN .~ . “ALL BEHAVIOR:

*- the need to be powerful or. effect1ve o SURVIVAL
competent confident : .
- the need to belong and love and S \ POWER '
. beloved I LOVE -
~ . e. the need to make,our own choices PN FREEDOM
and have freedom in our daily lives - .-« FUN

¢ the need to. have pleasure and fun

Accordmg to Glasser and others in the ﬁeld we choose all behav-.

© . iors, consclously or unconscrously, in our attémpt to meet thése human - -

" needs. When we recognize the i inner control we have over all our be-'
hav1or we can choose-more wrsely to meet our needs,

T1m s choice to avoid classes was perhaps his way to avoid feelmg o
" out-of control or powerless and incompetent. Or Tim may have needed .

to be free of conﬂ1cts demands, or stress. Whatever his needs, his cho1ces Co

in behavior.were not effective, resulting i in his fam111ar sp1ral down to-

' ’»ward failure.

"0 As an mstructor where are my needs in all of th1s7 I want and nieed
* to'have comm1tted mner-mot1vated students 'who become competent and ;

Knowledgeable. I can better realize- these needs -and wants. if both stu-

dent and faculty are workmg toward a common end. In this approach, I

rarely. take on -or solve my student’s problems I join the student in a
" partnershrp, a “team for success’,'and help the student t0 ﬁnd solut1ons .

I am not solving the student ] problems or playmg the role of tough boss, -
parent or consciénce. I am merely ‘a coach, a guide, an ally.
. Glasser’s techmques for counselmg and problem solvmg rely on some

" basic premises:” . : "
' 1. People are basically good

- 2. 'All behaV1or is purposeful R .
©3.-A persor can learn a-better- way to meet. h1s or her needs
. 4 A person needs to and can make effective choices.

B

"A person will not' change his or-her behavior if he or she does not' A

. perceive somethmg in 1t for him or her: ' s :

6. By changmg our own behav1or we can change thinking and
feelmg L -

F\nr,,
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7 An env1ronment wh1ch focuses on and relnforces positive behav-_ _
ior will in the long run facilitate- change more than one- wh1ch fo-')
cuses on niegative behavior. .

’ (Barnes D.Boffey, Ed. D,Intensive Week

_ Trammg Packet, 1991)

. Although counseling or problem solving in this model can ultimately
be quite compléx, a few s1mple components are always 1ncluded A first

component is to join the student s team: become a partner. Convince *. -

the student you want to assist; not to argue or punish or flex muscle. Ask -
- -about the student’s picture, his or her story, what the student sees ‘as the

_problem.- Avoid. telling the problem other than stating the facts, realities ..
or outcomes of specific choices. Lett1ng Tim know that I was concerned

because he was likely. to fail the cotrse with his absences and other
_ _cholces and asking him for h1s perspectlve relieved me of the role of
R adversary I céuld be a partner to help him-move.on.
The second essential component is dlscovermg what the the student’s
real wants are. Always return to those real wants when the student gets
' side-tracked or begins to bring up excuses, or to. tell long histories. Tim
~‘really wanted some control of his collapsing world and to effectrvely .
" direct the stresses . This is what Glasser calls need for inner “power” or.
effectiveness. Tim m1ght also have wanted to be free of all the demands’
on him which he could not manage successfully If I had confronted him
with the usual, “Why are you always late?” or, “You are going to flunk -
my class...” he likely would have used, instead, his fight or flight be-
. haviors. .But, by going directly to- ‘his real wants, (“Do you want more .
. control.in your life, “or “Do. you want to- succeed in this. program ”) he:
" could address the real issues. . : SR i
"Next, ask the student to ldentlfy his or her own present behavmrs.

What is he or she doing now to meet those wants and needs” Iasked

- Tim what he was doing at the time to succeed at reach1ng his goal. I
- waited for him to list for me all his efforts. With the' list before us on-
the table, I could then ask the critical next.question,. the evaluating

'do the usual and rell h1m that missing classes, pass1ng papers in late and
- not taking tests weren’t working, but I wanted him to evaluate hlS own
.behavior out loud. wanted him to say it and see it.
- Once Tim could say that what he was doing ‘was not work1ng, ‘then .
he was ready to explore his options. But he may not know his’ ‘options.

R A .17 rovided by exic [l

EMC L — '_. 61 .. =

' questlon -“Is what you are doing work1ng to get what you'want 7’ [ could- :



PEDAGOGY JOURNAL

.So often people make ChOlCCS in behavior because they do not think, do - .
‘not know, or do what they have always done before. They may need .
guldance But before you give the “right answer”, ask permission to give

some suggestions so that they are still in control. Askmg Tim if he wanted

to hear some of my ideas demonstrated to: T1m that he still had power
(the control) to choose . .
worst, we e11m1nate each, one by one, hopefully coming to one or sev- 3
“eral actions to which he can commit and follow through. It is the student’s -
plan taking shape. If it.is the student’s, he is more likely to commit and

to succeed. If in fact he comes back days later unable to follow through, .

«  procrastinating, offering only “yes- but”, then you know the plan was too
great a leap, too big a step. At that Juncture planning must be revisited.
Tim could not do the big hustle to ‘get caught up. If he had opted for that -
choice, he likely would have failed yet again. I-asked Tim if he were truly
committed to finishing and if he truly felt this plan was gomg to work.

~ for him. He was determined to return and to finish.

Why is this approach to advising effective? Perhaps, it is because we ..

are looking forward. We consider the needs of the individual of the:
present. We do not deny the past, but do not try to solve it. We help the
student to discover new choices, new options, to deal with the condi-
tions he has, and to choose effectively. It is the student who must choose
to commit to change. h o D '

Components for Counselmg -

Listen to the story and state concern
What do you want?
 What are you doing now to get your wants"

Are present behaviors workmg to get real wants?
Explore options. L o
 Make a plan. = R T B

Get a commitment to the plan I
" Don’t give up!

As faculty, most of us want our students to succeed We want com- o

- mitted, hard-working, responS1ble students. They too want to succeed,
‘to reach their goals, to finish with a sense of accompllshment with skills

in their pocket If we can work with our students to discover the choices

of-behavior, they have to reach goals, they have a chance Respons1ble .
‘behav1or can 1ndeed be the1rs S ‘

wll Toxt Provided by ERIC
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- Tim retumed a few weeks later He thrust his strong muscular ‘hand

‘at me to shake. He looked at me with his determined gaze He articu-
lated in his emphatic-voice that he' wrll be back next term ready to work
' He thanked me for my counsel: .. I : S :

- 1 did little'really, but to help him take control and choose w1sely for

his own wants. I.looked forward to a ‘student who w1ll 11kely be more' ‘

'ready and commltted when he returns v .

' Eptlogue Thts is an actual case, wrth the name changed
_ . Tim has since graduated and gone on to work very success-
_ fully in a psychiatric hospital out of state as: a Certtfted .
E Occupatlonal therapy Assistant. He plans to earn his Bach- -
-elor in Science Degree:in a few yedrs ‘time. Our dtscusston. o
.was only a begmnmg toward a successful future '

‘ - - For more Informatlon " o
Reallty Therapy, Glasser, Wm., Harper/Colllns 1965. P
~ What are You Doing?, Glasser, Naomi, Harper/Collins, 1980.

- Control Theory ,Glasser, Wm., Harper/Colhns 1984 '

Take Effective Control of Your Life, Glasser, Wm. Harper& Row 1984

In Pursuit of Happmess Good .Perry, New. View, 1987 o

- Helping Kids Help Themselves Good, Perry, New View, _1988..

_Control.Theory in the Classroom, Glasser, Wm, Harper/Collins, 1990
The Quality School: Managmg Students wnthout Coercion, Glasser ,

-Wm., Harper/Collins, 1990. ‘ S

- Its OK to be the Boss, Good, Perry, New V1ew 1990 ]

. Quallty School Teacher. , Glasser, Wm., Harper/Colllns 1993

" Reinventing Yourself, Boffey, Barnes, New View, 1993,

- New Paradigms for Quality, New View, Green, Brad , 1994.

Self-Control Splral/Cycle Teachmg Gulde, Reachmg Out, Greene o

- - Janet, Laconia, NH.,1995..

Creatmg the Conditions, Gossen & Anderson New View, 1995
America’s Schools; Makmg Them Work Rauhauser McLennan New
-V1ew .
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A LETTER FF’B.M THE HEART

Nancy Roy and Susan Welsh

What Is The Teacher

.‘ What is the teacher" _
A gmde, not a guard

' What is the learnlng" ,
A journey, not a destlnatlon

. What is d|scovery

Questioning the answers, not answerlng the questlons

What is the: process"
Dlscovermg ldeas, not coverlng content

What is the goal?
Open mlnds, not closed |ssues

What is the test? . I LA
Bemg and becomlng, not rememberlng and rev1ew1ng

What is the school?
Whatever we choose to make |t o -
; (Alan A. Glatthorn)

Dear Colleague . :
How can- we, as teachers, create a model that maxrmlzes 1nd|v1dua1

tpotentlal w1th1n the confines of a-well- establlshed bureaucracy” Forr more L

than two years. now we have been experlmentmg with ways in which we

* can engage our souls’in our work as educators at New Hampshire Com- " *
munity Technical College We have a commitment to creating-a work- .

mg/leammg environment that models the ablllty to'embrace the uncer-
" tainty of the future as opportunity to dlscover passion. We are commltted :
to the belief that our diversity is our strength . L

We are writing.to share with you the experlences ‘we had at two dlf— )
ferent conferences that we attended These weré great demonstrations of
: * synchronicity. Jung defines the meaningful coincidence of two or more
events, where somethmg more than chance:is, mvolved as synchronrcrty
Joseph Campbell calls these connections, these events a thousand helping :
a _hands Louts Pasteur states, chancefavors only the prepared mmd The . .
o : - -

\
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expericnces we had at these conferences appeared to be right on- ‘time
for us and let us know that we are not alone with our passion for trans-
formmg our systems and structures to be’ supportive resources.

The first.confererice was a School To Work Conference in New Or-
leans, the city of enchantment The conference was exciting and the city -
is full of new adventures. Qur senses were fully engaged in the process
. of leammg during this week. The mind has a wonderful way of bring-.
.ing experience together of seeing . connections When you let it! Kathleen
Hams from Sonoma State University'in California, had told us that-team-
ing is the key... When traveltng on dangerous roads, hold hands and stay
together. Though New- Orleans is full of wonder, there is also the po-
tential for harm. Four of us that traveled as-a “team” found safety i in
_numbers as we ventured forth together some distance from our work-
place Would we be able to bring this sense of team back to our work 7’
. In our daily work.it may be harder. to express our fears and reach for the
supportive hand of a colleague It is often difficult to create’'an atmo-
sphere that accepts our fears and failures, not only- celebrates success.
Often success goes unrecogmzed in our fast paced task oriented envi--
‘ronments. » : -

‘Another New Orleans presenter Alan November a technology spe-
cialist and futurist, humbly shared his thoughts ‘about “The End of the
Job?”: Much of the audience applaudéd enthusjastically at the idea that
principals would no longer be a part of the educational picture. The réality
- is-that we are not sure 'of what the JObS of the next mlllemum will look
like- or require of us. A recent review of the New Hampshlre Employ-
ment Security projections descrlbmg the job demands of the future sug-
gest new jobs and combmatlons of ex1stmg jobs that pose a challenge )
for us.all. But then, even these projections, are generated using the SWAG
- (Scientific Wild Ass Guess) method How can’'we best prepare: ourselvesA .
. and our students to meet thlS uncertainty with confidence? - T

_ We do have evidence of some trends. Individuals will change careers' :
many times during a lifetime. Content is becoming outdated at a very’ a

~ fast rate. Teachers and students . must en’gage in the learning process
' together. Self esteem is interlaced with the ability to succeed. Our present
educational system is based more on the fear of failure than on a sense _
of developing a unique purpose. With these: thoughts in our minds, what '
w111 the future require of us?:

5
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* It. may.well require....
That we know our.own genius.
" - That we can summon and manage our energles ,

That we can 1dent1fy and atténd to the th1ngs that grow what we love.

: N ;That we have the m1nds of -artists and can 1nterweave the threads of
. lrfe in many ways to support the global tapestry of the earth

) That we have the courage to commit.

) That we can dance wrth our: d_emons._

. How do we teach thls"
A year later we attended the second conference entitled Soul in the .

Workplace, held at the. Krrpalu Center in Lenox, "‘Mass. Aga1n we fully -~

,engaged in the experrence of learning and rearrang1ng past'learning. The
‘pré-conference activity was facilitated by, Gwen Gordon an env1ronmen--._
talrst and consultant Together we, partrcrpated in a day long event that
Gwen developed called the Big Picture Puzzle. Her personal dream is
to help people reconnect with ecology. She believes we long to be di- -
vided no more and that 'we must find ourselves within the b1gger pic-
' ~ture puzzle. One of her comments was that a group is. only as healthy
as how much dtfference it can hold. The groups w1th1n our workplace
came to mind related to this thought. Are we modeling for our students
‘how to find one’s unique contribution to the group? Are we modelrng
diversity as a‘source of unity and strength in meeting new challenges? °

David Whyte is a poet who now takes his poetry to corporatrons He

‘believes that poetry speaks to everyone and, can be a.way for us to re-’

connect to the life wrthrn us. David Whyte uses his poetry. to point out.

the s1gn1f1cance of connecting our souls to our work. He believes that )
- the systems and organizations will collapse on themselves if we do not
. retrieve this connectron We have common fears, hopes and dreams and
" we may be able to f1nd nour1shment in words as hrs poem suggests '

“ .
'
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" This is not
"the age of information
. - This is not
the age of information
Forget the ntews,i ‘
and the radio =~
;and the blurred screen.
This is a time
of loaves
- and fishes.

_ people are _liungry,
and one good word is bread
- for a thousand.

" Do we dare to support each other in bringing our souls to work with'
'us? Do we dare share this unconventlonal model with our students" Do
we dare"ﬂ'?

BIBLIOGRAPHY
Hawken, Paul, The Ecology of Commerce Growmg A Busmess The
* Next Economy. - | :
. Sinetar, Marsh, Do What You Love, The Money Wzll Follow Devel- :
oping a 21* Century Mind. -
Whyte, David, The Heart Aroused Poetry and the Preservatton of the A
Soul in Corporate America. '

. For notes, handouts, and further mformatlon about The Second An-

nual International Conference on Academic/Vocational. Currzculum In-

tegration with School-to-Work Transition, Authentic Assessment,- Tech
. Prep, February 27-March 2; 1 997 and the conference, Exgressmg Your
.- Soul in the Workplace., Aprzl 30-May 3, 1998, contact Nancy Roy or Sue .
"'Welsh at NHCTC/Claremont ' '
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HISTORY EPEATS ITSELE:
"PROCESS WRITING AND THE
 CLASSICAL TRIVIUM .

Jane thttmgton .

‘ * When I began teachlng Freshman Composrtlon it NHCTC Claremont
., a year ago, T- qulckly realized that the. majority of my- students needed"

", instruction in the use of standard Englrsh Students who achieved low
. or at-risk scores. onthe wr1t1ng ‘portion of the standardrzed ACT/Asset _
" .test were not the only ones who exh1b1ted limited prof1c1ency in the |

application of standard ‘grammar; students whose scores fell into the
average range, and even students who scored in the above- average range, o .
~ lacked cettain basic skills. , o
+.- Unless I provrded some ground1ng in specrﬁc rules of grammar and-

usage 1t seemned to me that my students would not be able to produce
work that commumcated their ideas, feellngs ‘and personal experlences
effectlvely Attemptlng to learn and apply the writing process without a -
_ workmg knowledge of how written language is: orgamzed 1 reasoned,
~would surely be a set- -up for failure, no matter how creative a student’s

ideas might be. It was also quite evident to me that,. although they were . - |

-not sure what they. lacked, most students realized they were ‘missing a
'. key p1ece to the puzzle that is writing, and the1r sense of be1ng def1c1enti
‘was a source of anxiety for them., ’ -
“My lack of self confidence was fueled by my 1nsecur1ty about my :
grammatlcal prowess,” one student wrote in her end-of-semester course.
reflection. “I knew that I could be vrsually descr1pt1ve but wondered if -

. - I could be techmcally proficient.”

My observations of composrtron students at the Claremont campus, -,

' along w1th my broader knowledge derived from conductrng research in

writing assessment-at Plymouth State College dur1ng the past year, in- -
dicate a generallack of facility with grammar and usage among students
currently entering ¢ollege, whether they arrive 1mmed1ately after ﬁmshrng

‘hrgh school or enroll years later as nontraditional students '
" In fact, the United States Department of Education reports concurrent :

: wrdespread agreement. among educators and employers that the wrrtrng D

' skrlls of students ‘and’ graduates afe deterloratlng (1993)

O




. PEDAGOGY JOURNAL

; My observations, along with this assertion, have led me to evaluate
what I mean when [ speak about teaching college students to write. For:
me, such instruction should result in a list of competencies that includes -
creative presentation of an 1dea or exper1ence d1scern1ble structure,
“evidence of individual voice, and competent use- of standard English, as
demonstrated by grammatical sentences, appropr1ate use of punctuation,
‘and lack of mechanical error. I address the elements of presentation,
structure, and voice throughout the semester in my composition classes
as key goals of effective writing. I encourage students to revise their work .
with these elements in-mind, I encourage discussion of the elements’
‘during peer response to works-in-progress, and I prov1de many examples
of work in which all three are demonstrated: .
- In my view, however, presentation, structure, and voice cannot emerge ‘
naturally in' student work 'as long as the writer’s facility with English
.grammar and usage is substandard. I address grammar as an element of
the craft that is no less important than the others in the, production of
work that communicates ideas and experiences. [ believe that grammar
'1nstructlon should be formally 1ncorporated into writing process peda- - -
gogy as an in-class component to be presented and processed in an in-
teractive workshop setting..
. This is hardly a new idea. The teachlng of traditional grammar—
defined as the set of categories, functions, and- rules that teachers com-
monly employ to describe a sentence _and its parts—as an "academic
subject of secondary importance to, and apart from, writing instrtiction -
" is a relatively recent development, and the’ refusal to include grammar
"instruction in writing pedagogy has been descr1bed a$ a reaction against
"the prominence of grammatrcal concems 1n early composition hlstory4

(Wallace 1995). - : ,

--Ancient language arts pedagogy 1ncorporated the:notion that style 11es
.between the creation of ideas and the delivery of those ideas. The Greeks )

T_he Greek an_d Roman Lan'guageArts Tnvnum . |

RHETORIC

GRAMMAR -
Q - .




" ‘and Romans viewed grammar as organrc to style, and for centurres .gram- . -
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"miar instruction occupred a ‘place alongsrde the instruction of: rhetor1c and
. logic in the language arts’ tr1v1um (Glenn, 1995). . ‘

Throughout the Renaissance, English language students were educated
using a pedagogy based on classrcal Roman. and Greek models of 1nte-

-grated language arts. Ga1n1ng expertrse in grammar was believed 0, be

~-operative in lead1ng students forward by making them conscious of - the1r
A developrng skllls and allow1ng them to-apply those skills to, the1r wr1t-
_ing. In this sense, grammar ; and wr1t1ng were consrdered to be srster arts

- of American’ schools and colleges and was ‘considered to be 1ntr1ns1c to_ "

- (Glenn, 1995) T .

Begrnmng dur1ng the latter half of the e1ghteenth century, Englrsh
grammar instruction was 1ncorporated into the language arts curricula

' the .improvement of writing: Composmon instruction 1ncorporated les-

. sons’in traditional’ grammar comprised of the parts of speech the struc- , ..

ture and. functrons of various syntact1c constructions (e.g: phrases clauses

and sentences) -and gu1dance about accepted usage. . = - - d

Landmark studies, conducted in-the early 1960’s by chhard Braddock

. '.chhard Lloyd Jones, and Lowell Schoer suggest that. teachrng formal
o grammar through direct and sustained instruction of language categories,”,

_ ,functrons and rules using def1n1trons drrlls and exercises (Noguch1
~1991), (does not elevate the quality of student writing and may even ‘have

a deleterrous effect, specrﬁcally because it takes significant. time away
from writing instruction and practice . (Glenn, 1995). ’
In response to' this- f1nd1ng, the language arts trivium was effectrvely

- “dismantled, and grammar instruction was isolated from that of writing..
This practice has ‘been endorsed by the notion that grammar is an ele-

ment of the- product rather than the process and has no place in the.i in-

-ventive envrronment writing process pedagogy strives to create. * . .

_However, there i is a growing body:of evidence confrrmrng the old be-

lref that grammar | is best learned in'the context-of student wr1t1ng, not apart '

‘from it. A large body ‘of recent research concludes that excludrng gram- -

mar 1nstructron ‘from the teaching of composrtron is a mistake (Glenn, 1995)

I d1sagree wrth the-notion. that grammar taught out of context:is use- -
less,.and th1s seems to me to be just one'more extreme reaction. I th1nk
we need to be pat1ent w1th adult students as they attempt to unlearn.deeply .

" rooted poor grarnmar habits, and I ‘think we can help them undo faulty

,1mpr1nt1ng by provrdrng a var1ety of leamlng strateg1es for the process- o

RIC L =
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. ing of similar information. Repetition can improve retention if materiai
is presented using techniques that are variable. enough to drscourage
_ downshifting. and boredom. , -

What [ observe in students who work on grammar exercises in-the
PLATO Lab is a measure of corresponding improvement in written work,
along with the obvious sense of relief that comes with being admitted

" into what.has$ previously appeared to be a prrvate club.

“Wow! I never knew there was a rule for that,” is the amazed com-
ment [ hear repeatedly from students when they discover the maglc of’
grammar. : - )

Out-of-context grammar practrce has its place, but it is not enough

and should not replace classroom instruction. Applied linguists have

demonstrated that grammar is best taught at ‘the point of need—that place
in the writing process whiere it can be of use.to the writer because it
provides tools the writer can use to identify and remedy problems in their
own work (Ross, 1995). Working with error in thé context of their own
. writing, students gain control over their language, their view of gram-
matical tools, and their writing (Glover & Stay, 1988).
The most obvious problem associated with provrdmg in-class ,gram-
"mar mstructron is that it takes valuable time away from the teachmg of

_other process writing. skills. The trick is to provide focused instruction

in areas of -apparent need wrthout 1) suffocating students’ creative im-
pulses with anxiety about correctness, and 2) displacing 1nordmate
amounts of writing process instruction time in the interest of burldmg‘
grammar skills that are not lmmedlately relevant to the craft of wrltmg .
* at the Freshman, Engllsh level. . L
It would be absurd to attempt to teach grammar m a composrtron class
by beginning. with the parts of speech and moving forward through sen- -
tence structuring rules; there i is simply too much material to ¢over, and
there’s no point in spending trme presenting information ‘students m1ght
- never need-in order to improve their writing. Early research combined with
. more recent investigation suggests the need to develop a model for teachmg '
. aless cumbersome and less time-consuming writers’ grammar, usmg strat-
egies for learning that have proven to be both efficient and effective.
~ Inmy experience, student receptivity to grammar instruction is most
' apparent at times of frustration. There’s no point in lecturirig about sub- -
-ject-verb agreement to students who are not strugglmg with this in their
writing. When students have passed in a révision or two and had them

R 7L

Aruitoxt provided by Eic:

x




PEDAGOGY JOUHNAL -
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~

retumed W1th notatlons about faulty subject-verb agreement they want
to know what-to do about the problem and this is when they become'
receptive. :

I.spend less t1me on grammar at the start of a semester than toward
-the end, because students are overwhelmed dur1ng the early weeks, when '
Z they miust sort out the various rhetorical modes, devélop a familiarity with-

the essay genre, ‘and begln the difficult process of locat1ng meanlngful
_ personal stories. As we move further 1nto the semester however, and the

’_begm to ask questlons about grammar and usage as it applres to the1r ‘
writing: : S
“There’s someth1ng funny about that sentence someone might com-
ment about another person’s work' “It sounds a little off.” -, -

word revision no longer evokes pamed express1ons of dread, students: -

“What do  you think is mak1ng it sound that way?” [ m1ght ask. Ifno . '

one seems to know, I write the sentence on'the board and show them
what’s making it ring less than true, and I encourage student participa: .
- . tionin the explanation Whenever I seea light go on in someone’s eyes.
Twenty minutes later, students ‘have leamed a rule they can apply dxrectly
" to their writing. . : L ,
' Arguments in favor of collaboratlve leammg state that people gain

certain kinds of knowledge, including knowledge involving Judgment o

- best through communication.with peers in a collaborative sett1ng (Sills,

-1988). Careful observation of students engaged in the collaborative pro-
" cess has’ g1ven rise to ‘the theory ‘that’ collaboration works best when-
".,students are asked.to solve a real problem (Gilles, 1988). .

If I'm seeing a similar problem in’ many. papers, and n6 one asks about
_-.itin class ru brmg it to the workshop myself “Here’s a little grammar
- Joke I might say. “Edch pronoun should agree thh the1r antecedent

- Blank stares. No laughter. : '

“Who gets it 1 probe.

‘People stare at the1r feet, check their watches

“So, am'I correct in assum1ng that I'm the. only person in the room

~ who knows ‘what the word. antecedent means?” " ,

* First they glance at-one another, then there’s a burst of relleved laugh-
ter, and at that point,. they are receptive. Embarrassment about lack. of
skill is réduced by. this group dynam1c and students beg1n to abandon
the1r 1solatlon ' . : : '

: '?2
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My students are required to buy and use Diana Hacker’s, A Writers

- Reference, so I tell them to open to a particular page in that book, and
we spend twenty minutes. talking about pronoun-antecedent agreement.

* ‘I make ita point to tell them not to worry about rememberrng the word
' ante‘cedent' it’s not important, All. they need to remember is that if a-
pronoun is srngular the word it refers to must also be srngular and so-
forth. Since the need for grammatical agreement is.a recurrrng theme i 1n
' \the study of writing, this lesson opens a door to further learning.

It takes relatively little time to teach such simple rules to a class of ‘
adults, and it’s time well- spent—beyond the obvious benefit of cultivating
the growth of immediately’ applrcable knowledge. It allows students to
see that if they are confused, it’s likely their classmates are, as well and
thus it promotes honest, open questioning in the" workshop: Tt also al-
lows students who learn -quickly to help those who have trouble com- -

_. prehending new rules: 'We stay with it until everyone understands; and
- bonds develop among writers during this process. .
“ I provide onge-on-one grammar 1nstructron us1ng an increasingly chal- .
- *lenging system of 1nterventrons I mark errors on a student’s first. paper'
by naming the error and recording the section of A Writers Reference
where the student can find a correspondrng rule. I mark and name er- .
rors on the second paper and refer the student to A Writer's Reference :
but I do not indicate a section.' : ‘
_ I work progressrvely in the d1rectron of not namrng errors at all, but
simply notrng them; at this graduated level, the student is responsrblef.
for determining what the error is and how to fix it. I reach this point at
different times during the semester, depending on individual student
- progress. [ routinely assess each person’s ability to succeed and often-
write notes inviting them to ask for help if they need it. “Do you under-
stand why. this is wrong? If you’re confused, please see me,” T might
write, or “This is a tricky one. Let me know if you get lost.” -
Students are 1ncreas1ng1y able. and willing to identify errors in their
‘own and their peers’ papers as time passes; ‘the process becomes less
threatening and more rewarding. Toward the end of the semester, gram-
mar instruction can take up significant class time; as it should..This is
* not-only the point of need, it’s the point.of greatest frustratron recep- -
 tivity and readiness to learn, because students’ are worklng hard to com-_
plete and submit edrted ﬁnal papers '

I Se—
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An ease develops among students when grammar is presented as an
intrinsic part of the writing process Grammar, like prewriting, revision,
ed1t1ng, and self-assessment is not a monster to be avoided-at all costs;
‘it can be taken apart understood, and applied..Most importantly; students
need to be made aware that no’one has all the grammar rules sorted out-,
‘arid memorizéd; any given piece: of writing can present a different twist
on a problem and that’s why the 1nstructor also carries a grammar ref-
erence.. - : . : ‘
Dur1ng my brlef experlence teach1ng wntmg, I have observed a hun-
_ger for competence, as well as for creative freedom, among students.’
_Students’ reflections on composition class often 1nclude spontaneous
references to the value grammar instruction has had for them. ‘

At the close of th1s past spring semester, I revised my course evalua- -
tion to include a questlon that d1rected students to rank a list of twelve
~items in order of their usefulness i 1n improving writing. Grammar instruc-
tion was ranked fourth in _iimiportarice, preceded by peer response,
instructor’s written comments, “and writing process lectures and handouts.
' Writing i is like driving: one needs to know:the rules in order to navi-
.gate a system of roads——or a system of words it 1sn 't enough simply to
have a destination. ' - , : -

I'll close with an 1nstruct1ve passage from Anme Drllard s book The

' Writing Life (1989)...

A well- known writer got collared by a un1vers1ty student
“who asked, “Do_you think I could be a'writer?”

5

“Well,” the writer sa1d “I don t know Do you like
sentences ¥ ' :

.-




PEDAGOGY,JOUHNAL

. REFERENCES

Dillard, A. (1989 The wr1t1ng 11f New York: Harper & Row

Gilles; C. (1988). The | power of collaboration. In J. Golub (Ed.), Focus =

. on collaborative learning: Classroom practices in teaching English, . 1988
~” (p. 29): Urbana, IL: Natlonal Council of Teachers of Englxsh ' C

Glenn C. (1995) When grammar was a language art. In S. Hunter &

. R Wallace (Eds) The place of grammar in writing instruction: Past, - )
present, future. (pp. 9-28). Portsmouth NH: Boynton/Cook Publishers.

Glover, C 'W. & Stay, B. L. (1995) Grammar in the writing center: _°

Opportun1t1es for d1scovery and change. In S.Hunter & R. Wallace (Eds.), o

' ~The place of grammar in ‘writing instruction; Past, present, future. (pp :

- 130-133). Portsmouth, NH: Boynton/Cook Publishers. ,
Hacker, D (1995) A writer’s reference. Boston: Bedford Books L
Noguch1 R.R. (1991) Grammar and the teachrng of writing: Limits o

-and possibilities. Urbana, IL: Natronal Council of Teachers, of Englrsh _
‘Ross, G.(1995). The NCTE commission on the English curriculum’’

’ and teach1ng the grammar/writing connectlon ‘In S. Hunter & R. Wallace
(Eds.), The place of grammar in-writing_instruction: Past, present, fu- .
ture (pp 71-78). Poftsmouth, NH: 'Boynton/Cook Publishers.  » * |

" Sills, C. K. (1988). Interactrve leamrng in the.composition classroom.

] 'In J. Golub (Ed.), Focus on collaborative learning: Classroom practices B
in teachrng English, 198 (p 21) Urbana IL: Natronal Council of Teach-'

" . ersof English.”

" Wallace, R. (1995) Introductlon Reexam1n1ng the place of grammar :
in wntrng 1nstructron In S. Hunter & R. Wallace (Eds ) The place of

- grammar in wntrng instruction: Past, present, future (p 2) Portsmouth
** NH: Boynton/Cook Publishers.

What’s wrong with writing and what can we do about it r1ght now"_ o

- '(1993) Educatlon Research Report. Office of Research United States

; Department of Educatron [Oni-line). Avallable http //www ed. gov/ pubs/ L

}OR/Researcthts /wr1t1ng html




LANGUAGE I SAI T’Y
BTERACY AND- EIU@A‘TH@N
A @ASE STUIY |

Manon B Schafer

v

Introductlon : ' -
- The Amerrcans with Disabilities- Act of 1990 partrcularly challenges X

open access ‘institutions of public educatron whrch must -both 1nterpret

i . and apply 1ts pr1nc1ples for all who' seek to beneﬁt from their programs 4
If the institutions err, they rrsk prosecutron In'cases of physrcal disabil-

: ity, the problems and solutrons are relatrvely clear, but the: challenge is. -

", more complex.in the case of dyslexia and dysgraphra What happens when,

the disabilities themselves disqualify an 1nd1v1dual seek1ng toaccess an -, °
) educat1onal program” How does an institution determine which “auxil- . =

¥ iary aids and services” const1tute reasonable mod1f1catlons to rules,
policies, or practlces 1nclud1ng the removal_of communlcatlon b,ar-‘ S
r1ers” (§12131)7 . = : : oo n
‘Schools have tradrtronally used- standardlzed placement tests which -~

rely heavily upon reading and wr1t1ng, to. measure competence Evenin -

training programs whose focus is experrentlal some standard of lrteracy. :
., “mustusually be met. While providing “interpreters” for language-1mpa1red'
1nd1v1duals might seem as reasonable as prov1d1ng sign-language inter-

“preters for those with speech and hearlng 1mpa1rments when an 1nterpreter L

- must both. comprehend and produce written: language, rather than merely
translatrng from one lrngu1st1c mode to. another (siich as American'Sign
“Language) on behalf of the disabled person, this question arises:'Whose °
litéracy is be1ng measured, and-how is-it being. measured? ’
. Indeed, why ¢ shouldn t “1nterpreters be provided : for any individuals

_-for whom read1ng and wr1t1ng are difficult, perhaps because of early-N L

language deprrvatron or 1ncomplete second- language acqursrtron” And-
~ what about those who’ m1ght prefer. simply not to read and wr1te because °
spoken language is easrer” In other. words along the continuum of 1nd1- .

" .vidual language drfferences how does an 1nst1tutron measure and apply o o

reasonable .modifications to rules, polrcres or practrces A

Schools ‘must know"and acknowledge their own 11m1tatrons and the .

11m1tatrons of the1r educatronal offerings, and they must- accurately and
honestly assess- the read1ng and wr1t1ng d1sab111t1es of those who. wrsh

T L /8
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- to access their programs. They mast not allow themselves to be seduced K
‘into merely cosmetic compliance with the law by giving an unquestron- )
ing nod to’ the results of'standardized tests. or accepting payment for
specralrzed services they cannot or will not supply. Although the ways
e ‘1n which the brain processes language are only beginning to be under- .
~. - stood, institutions are not justified in sidestepping their responsibilities

in assess1ng and reasonably accommodating the language- d1sabled popu- -
latlon Neuropsycholog1cal assessment and methodology, 1nclud1ng analy- . . -

sis of spontaneous language, the psycholinguistic assessment of language N
" and magnetic resonance imaging, can help institutions determine who .
. can benefit from “reasonable modifications” to literacy requirements and -
" what those modrﬁcatlons ought to be " ' i e :

.vACaseStudy S S
R.L. was'a right- handed 21- year-old male who sought and. was-
granted adm1s51on to'a certificate program. After acceptance, he was given "

- a standardized placement test (ACT ASSET). To meet the literacy require- ..

"-ment of his- -program, R. L. was placed in a developmental writing course, .
" - whose purpose was to train students-to meet exit competencres (Appendrx _
A). In an initial writing sample he produced four handwritten pages -
(Appendrx B) that corroborated the results of the: standardlzed test. R.

- L. was introduced to computerrzed wordprocess1ng and writing-process

" torical organrzatron During laboratory sessions, whose focus was prac-
‘_,t1cal wr1t1ng strategies, R. L. often-complained. that he did not know how g
_to type and that the circumstances of the laboratory sett1ng distracted him.

After several weeks, R. L. produced a spontaneous, wordprocessed
writing sample (Appendrx C) in response to a prompt about the effects

" of television. He then dropped out of school before d1scuss1ng its results '

"‘.wrth his wr1t1ng instructor. - _ - ' : C
. At the beginning of thé next semester R L re- enrolled and was placed

techniques, as well as.more abstract 1nformat1on about format_ and. the-~ ..

again in.developmental writing with the same instructor,.who by now . o

. realized that R. L. had a severe wr1t1ng drsabrlrty Subsequent résearch,:

based on previous test1ng with a varrety of traditional, standardized. 1n-‘:‘b ‘

struments revealed ‘writing scores-at-around a third- grade level.

- gram (Appendrx D) to’address-R. L.’s individual language- problems so
that he could meet the lrteracy requrrement of his program. The program
. had. three broad goals to mcrease his conf1dence about wr1t1ng SO that

. L) Flay 8

k

‘In.light of this information,’ h1s 1nstructor developed a writing pro- .
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§

.contmued practice could occur to provrde wordprocessmg experlence N
so that the appearance of his work was conventional, and to 1ntroduce
him to practlcal writing strategies which, w1th lncreased confidence, he -

- ' might be able to apply in and beyond the developmental writing course.-

. The fourteen-week program consisted of a series of weekly one-on-one -
sessions with his instructor, réinforced by weekly, hour-long sessions two
- days later with peer tutors previously. trained by the instructor. Although.
-R.L. initially had trouble attending his appointmeénts, on time and keep- -
ing track.of his assignments, his tutors reinforced the concepts and.di- .
rectives supplled by the lnstructor .and R L. was held accountable for
. accompllshlng written goals for each session. At-the end of fourteen -

~weeks, R. L. submitted wordprocessed ﬁnal drafts of several papers he

had produced under these condltlons one of which was an assessment
of his strengths and weaknesses as‘a writer (Append1x E) In short, he
had begun to use alternative strategles to manage, if not. remedlate his
;language problems

Prellmmary Analysns _ » .
_' Samples of R.L.’s writing: were consrstent wrth those of surface: -dys-

graphia, in ‘which the writer relies heavrly upon.sound-to-spelling con- -

versions. The most dramatic evrdence of this was a paragraph he produced

about television violence, (Appendlx ). A comparison with his initial,

.--handwrltten sample -reveals that 'many of the same language- problems‘
‘appear in both the handwritten and wordprocessed samples, suggesting

" the problem is not merely one of forming letters. Both suggest that his =

" interpretation of auditory signals is not'always accurate.. For example, in

"his- handwritten sarriple parents is represented as “paret,” while in the o

wordproceSsed sample. ain’t is *and,” their is “tar,” and young age is
“ungach.” In addition, R. L. does not always observe word’ boundaries, ;
“and he omits most punctuatlon and capltallzatlon that-mark sentence
-boundarles He observes neither spacmg nor indentation conventions.
" The handwntten sample, Wthh he initiated four times, suggests that
-_he has a good idea of what he ‘wants to say but is insecure about the' ‘

process of writing: "The second sample (Appendlx C):was produced m_ - B
~ .approximately the same amount of time.and under the same conditions "

-~ as-the first but with- the help of a wordprocessor which- apparently al-
. lowed him more closely to approximate fluent ‘conversation, a relafive
strength Although it must be phonologlcally decrphered R. L.’s para- .
graph read aloud, seems, qulte ﬂuent ‘he expresses both 1ns1ght and

8
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R candor in his wr1t1ng, not1ng that children imitate what they see on fele-
© vision, supply1ng specific examples to support his contention, and ad-

mitting that he himself cannot break the telev1s1on habit in order to do -
_his homework. He also writes in'a strong voice, and he addresses the
-reader directly, as if in conversation. All of these characteristics are sty- \

l1st1cally desirable. = . S '

: Because his conyersational and social skills had- been identified as
) strengths an attempt was made to capitalize upon commun1cat1on sk1lls_ o
- he already had and to help him transfer them to writing, and he was asked

“to wiite about his experiences. Dur1ng one-on-one sessions with his o
instructor, R. L. spoke rapidly and tended to conf1ne his oral responses -

_.to “Yes,” and “OK.” He often indicated that he had understood instruc:

’ tions, yet when he was invited to paraphrase them, he asked to have them

re-explarned. As a result, his tutors were instructed to ask him to explain )

the written instructions, which he had received several days before, then
guide him through each assrgnment -the process.of speakmg, handwrit-
ing, wordprocess1ng, -and read1ng aloud, and rev1smg was repeated and.
" reinforced. In addressing relevant errors in R.L.’s written work, the

_ instructor and the tutors consrstently pointed out what needed to, be done '
, rather than what had not been ‘done: . o
After two or three weeks, R. L. seemed to enjoy the soc1allzat1on of.

2 h1s instructional: sessions and tutorials, and his- attendance hab1ts 1mproved_ :

' s1gn1ﬁcantly He had no.difficulty finding topics to write about and within
“a month had made the transition from writing single, complete sentences.

to producing, w1th his tutors’ support, reasonably clear, though br1ef L

paragraphs At the end of the fourteen weeks he was able to reflect in '.

several paragraphs an accurate understanding ‘of the strengths and weak- -

-nesses of his writing (Appendix F). In these, he acknowledges that he is
A good at’ finding topics to write about but that he is a weak speller who
needs help ed1t1ng so that others can understand h1s wr1t1ng

B ‘.Neuropsychologlcal Evrdence - .-
"+ "Although it might be tempting to d1sm1ss R. L s wr1t1ng problems as .

part of an overall pattern of deficits, ‘a close analysis of his writing -

: sample$ suggests that many of his- d1fﬁcult1es may stem from specific -

language processing problems. Having self- disclosed frontal- lobe dam- "

age related to past seizures, R.L. consrstently produced writing samples o
--that suggest some of the character1st1cs of frontal-lobe lesions. Esl1nger»" .

: and Grattan (1993) have pornted out that pat1ents w1th frontal lobe le-

Emc T ug
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sions fail tasks requ1r1ng spontaneous (deﬁned as the ready flow of ideas
'in response to a question) as opposed to reactive (deﬁned as readiness
to adjust cognition and behavror according to context) (p. 18) Indeed,

. a close examination of R. L.’s writing. samples (Appendrxes B and C)

suggests that R. L. is quite- capable of fluent spontaneous thought but
that the process of written-language productron interferes with h1s eXs

C o pression in specific, ways. ;', co ,

. Given the similarity of R. L.’s verbal and performance scores on pre-
. vious standardized tests, the classical definition of dyslexia, which is -
typ1cally applled to “a group of individuals of normal or-above- average‘
1ntellrgence whose reading,. despite adequate educatronal opportunities, ...
. falls well below expected levels of competence” (Ellis, 1993, p- 104) seems -
‘not to fit. However, N_]lOklk[lel‘l (1993) notes, “Most but not all [italics .~
' added] chlldren with developmental dysphasra do show a d1screpancy

" in their verbal and performiance 1Q” (p. 210). So although the similarity -~
of R.’L:’s two subscores might exclude -him from the largest group of -

developmental dysphasics, his ability’ to abstract and supply specific - -
. examples to support his.abstractions suggest that his language drfﬁcul- ,
" ties may be masking relative strengths. | . RN
Trauner et al. (1993) po1nt out that emotional d1fﬁcult1es often accom-, R
‘ pany developmental language 1mpa1rments and Geschwind (1982) notes}

- that “emotional d1sturbance can be the result of frustrat1on and stresses
" resulting. from the ‘pressures of. everyday life and from the failure to-

succeed in tasks often regarded as important by others” (p.18), so it is
possrble that R.L.’s occasional emotional outbursts and attendance prob-

_lems reflect his frustration at his: 1nab1l1ty to express his thoughts flu- -

" ently. Given the complexity of brain structure and function, it is possrble

. that specific language- comprehensron areas lrke the planum temporale

- damage to which has been implicated in language processing, and the

. lateral and medial gen1culate nucleii, wh1ch are involved in aud1tory

" processing (Galaburda, Menard &Rosen 1994) may be 1mpa1red Evi-

dence in'R. L.’s wr1t1ng samples (represent1ng a1n ain’t as “and” and. the1r-
~ “as “tar,” for example), reinforces this suspicion. : o
Both handwritten and wordprocessed writing samples 1nd1cate prob- L

- lems with processing at the level of the graphemic buffer, where graph-

_eme order, upper and lower case forms, and word boundaries are’ deter-
mined. The handwritten sample represents truly as “true lee” and contains
' cursrve capital letters at the beg1nn1ngs of words' wh1ch do not. beg1n-

Q
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'sentences."The vvordprocessed‘,sample places:each line in the center of

" the page, perhaps because R. L. had been instructed to-center the title.

of his paragraph. Yet he' did not notice or did not care that his- entire
: sample was not conventronally Just1f1ed R. L.’s:inconsistent product1on
of parents:as “parets,” “parents,” “parenot” and * ‘partes” and thought as
““thot” and “thought” indicates that he occasronally accesses the correct”
representatrons of the words but does not use visual feedback to achieve
consrstency Silvieri et al. (1997) haye 1mpl1cated the cerebellum in
defects of visual and propnoceptrve feedback in spat1al dysgraphra which.’
may also account for the 1nconsrstent representatrons of some of R.L’s.
' handwrrtten letters (W, for example) oo :
Previous evaluators recommendat1ons that R. L. would probably leam' v
best in conversatronal and: experiential’ situations but-that his other ver-
- bal skills were somewhat weak’ and probably 'interfere with his ability
to. grasp new. concepts or qurckly understand some- abstract pr1nc1ples'-
"imply that readrng and writing’ m1ght actually impede R.L’s educatronal
progress. If that is the case, then _perhaps it was unreasonable to expect
. R: L. to meet the lrteracy requrrement of his-program. Yet as Nj1ok1ktj1en .
" (1993) points out, “The skills requrred for speech—artrculatron sentence

(IS

. construction, verbal short term memory, auditory perceptlon and lan-

o guage comprehens1on—can exh1b1t great variation' and can’influence the
o entrre p1cture (p- 211). Since ‘writing, which is parasitic upon speech,.
‘is further compl1cated by the productron of graphemes even more varia- -

" tion" can be expected. Even a cursory examrnatron ‘of R.L’s preliminary
writing samples indicates that there is more to, his language- processrng :

- problems than: prev1ous evaluat1ons had indicated, and his. placement in
developmental wr1t1ng should have been, based upon more spec1f1c lan- -
guage- test1ng and assessment N C o S

Revrsed Assessment I o e

\ Although the initial wr1t1ng program prepared for R: L. enhanced his
confidence-and supplred him with computér tools (1nclud1ng spell¢heck).
. "that gave his writing. a more ‘conventional appearance,’it is doubtful - -
whether it improved his ablllty to write 1ndependently in the situations -
_he might. encounter in his program. While it is 1mportant that he acknowl-; '

* edge rather than attempt to disguise his disabilities as a first step toward -

‘ manag1ng them the. question remains: What can be done to help R:L.”

functron once he leaves the supportrve envrronment in whrch th1s 1n1t1al L

tra1n1ng occurred" -

v

—
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Lrterature about dys1ex1a (and related dysgraphla) has lamented the, '

absence of formal analysis of braln anatomy and physrology as a basis.

for remediation. Orton, who'is credited with recognizing and naming:

dyslexia in 1925 after years of observatlon fulfilled only two of his goals -

_ as aresearcher: to study children arid to develop remediation strategies.

: . His_ third, to study braln phys1010gy, was not accomphshed 1n his life- B
- time because of curtarlment of his research funding (Geschwmd 1982 o
- pp. 14-15).. More recently, Geschwrnd (1982) emphaslzed the necesslty '

. of basmg remedial strategies “on @ much more solid foundation if we .

" understand exactly the location of the difficulty and the propertles of the
regions that can compensate” (p. 29). Even in studies whrch have as Ellis
(1993) notes documented “reasonable progress ’ based upon systematic

instruction, “...it is very difficult to know just what, Mhelps and whatdoes
not help’ (p. 108) The Geschwmd Galaburda hypothesis and subsequent1 o

) studies ‘have approprlately focused attention on brain anatomy as.a prom-

the ways in Wthh schools evaluate the language behavior of those whom

they purport to educate. And while it is quite common to supply conve-
nient and inexpensive modlflcatlons “such as untimed tests or the use ... .
of tape-recorders, in managing language 1mpa1rments much more can.and
should be done to help such students 1 maxrmrze their potential:-Although™ - -
the case can be made that: the study of developmental dyslexia (and -

i dysgraphla) is still‘in its-infancy, if language -is consldered a tool that

of each individual brain by considering the language it produces

More than a hundred years ago, it was clear that careful observa:
tion; record-keeping; and analysis could yield significant insights into L

© the worklngs of the human brain and their effect upon physiology and

behavior. Exner (1881) published a volume containing Brodmann- 11ke‘
dlagrams of locallzed functions ‘of the neocortex after observmg more. -
' than a thousand patlents with neurological d1sorders His'method con- - -

sisted of classifying his observatrons accordlng to what was Tnissing

, . that should have been present and what was present that should.not- -
" have, been, then conducting a percentage analysls of the various data. .

Slmllarly, the CllﬂlCal examination of spontaneously generated writing

.\)

samples could, in combination with other methods of analysis, help

82 ik

. '1s1ng source of 1nformatron about developmental dys1ex1a Unfortunately,
o .though the benefits- of brain studies have not yet significantly.affected

. -the brain uses to extend its influence into-the envrronment ~then it is | :
. poss1b1e to infer important lnformatlon aboit the structure and functron

I | B
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1dent1fy the most effective strategles for managmg mleldual language '
difficulties. (A sample of such an- analys1s of R.L.s work is. glven in
Appendix F) _ ' : <

‘Such assessments, however, should be corroborated by lnformatlon

'gamed from other sources, such as the Psycholmgunstlc Assessment of
Language (Caplan 1996), which- consists of-twenty seven subtests that

identify- specific language deficits at the word 4nd sentence levels, both »
in speech and in writing. An advantage of this battery is that selected .’

- .parts can be adm1n1stered provndlng what' Caplan (1996) calls “a repre-.' '
. sentative and ratlonal basis for assesslng important aspects of language- :
function in anyone...”. (p. 425) Likewise, magnetic resonance imaging - '
" can provide insightinto the. workings of the brains of language-impaired - '
" . students and help educatlonal institutions determine appropriate place-
" ment and strategies that fulfill the intent of the Americans With Dlsablll- ,
, tles Act of 1990..As Cavmess Flllpek & Kennedy (1993) pomt out,

: The full realization of the’ potential of ' magnetlc resonance. .
1mag1ng in developmental brain science will-reflect the con- ]
vergent contribution of the state- of-the art behavioral and

" clinical studies on the one hand and_the coordinate appllca-'

tion of the technology of anatomlc and physiologic analyses . -
on the other. The potentlal of the coordlnate approach is.
mass1vely greater than the contrlbutlons of its component
methods and approaches Only pedestr1an achlevement is..
llkely to issue from analyses that are not. multldlsclpllnary

~'across behavior and technology and that are not convergent~

- in appllcatlon (p 267) -

N
~

."Conclusnon S

The case of R..L. suggests that an. ll’lStltl.lthl’l Wthh accepts the re-

‘SpOHSlblllty of educatmg language- d1sabled students must address many -
_.of the same issues a neuropsychologlst answers in managing the case of
a braln damaged patient: Geshwmd (1982); emphasnzes

E

...the ablllty of the brain to compensate in many 1nstances
for many types of dlsturbances If we are to take advantage N
~ of those compensatory processes and render them ‘maximally .
" effective,’it will clearly be on a-miich more’ solld foundation .
if we understand exactly the locatlon of the dlfflculty and the
propertles of the reglons that can compensate” (p 27)
o ‘

8%
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Educational strategtes for language 1mpa1red students must be based

" upon accurate and. honest. assessment which acknowledges the role of

brain systems and organization, not only with respect to specific language

"behaviors but also with respect to thie function of the whole individual,”

- including the emotional and behavioral effects of the d1sab111ty In mod--

ern Western socnety, which has come to value literacy as a measure of . -

" intelligence and competence, language d1sab111t1es can'exclude those who .

possess them from the benefits’ of educatton ‘Despite the expense and

"vtnconventence involved,’ schools must cltntcally ldentlfy and address’

' specnﬁc behavnors that will allow such students to be-integrated, perhaps =

E

RIC - o L . e

Aruitoxt provided by Eic:

for the. first time, into-a society from which ‘they have been excluded S
. Regardless of classtftcattons and coding 1mp11ed by assessments “the -

resources of neuropsychology should be used to analyze specific language

" deficits and suggest alternative strategtes that will’ help individuals ac-.

cess programs for which they may or may not-be qualified. ThlS is not )
an.undue hardshtp for schools—tt is their job. #? S .

o

[N
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An ;&ay of at least four palragrﬁlp_!;s will meet él] 61’ ghes‘e criteria
o show evidence of revision between first and second drafts -+ °
. introduce a généml-fo_i:us‘ L AN

___ present specific, reievant exampies, reasonably paragraphed
~ \ A c ' . . o v

.+ explainor dcmonstmkc how and why the exampies are related 0 the focus -
- provide logicai transitions among the examples .

. \
- . v . . K} '
conclude appropriately : , .
. 3 v .- \ C v o . ' ) ) L ! )
and at least six of these:. - . . . '
- use standard Englisn . - -
‘ . . . . . . L4 |-
contain no ehd-mark or capitaiization. &rrors -
| S oo R T
‘ .contain 20 speiiing ¢rrors {given.access to wordprocessor or dictionary)

contain no common homonym errors { e.z., ity it's; thereitheirthey te;
R your;you're: wearwere, doessdode) - L L
. F : :

‘contain no aposwophe errors .- T ) v

contain no sehtence fragments . - S s
—_— % > £= . . R
: contain no run-on sentences :
. Lo oL o ' oL - .
use a variery of sealence STUCTUres and apCTORTale LOIRSTIONS |
. S PR R - '
3 ' _- T . - Lt o N ’ . !
. R .‘
1 \ B
» N \ A -
o ‘. :
’ ’ ~ - . A
AS " .
N ; .
N - ]
., t 3 N
; . . .
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('Wme sbmnthz&as ofidcv:smnmoursoaety")

.How dus Television affected our society - -

‘ .
N

already dloes hece
well you got to know that orete about how i it dus but i will tell you her i go you must '

ateh news  2verey nielc v o
“woch the nows evernit and you must her ‘how ther was a kld shot, bay a.gun and it was a
theetog, fleiee

thertmg yer old but he dld not fmd iton the stret he go it ferum 1s dads colosit. He' sed

. look wat 1 ford itis my dads the boy ses werd you like to play w:th it ltke the cops do and
his, f;rént;s yes do not Were it is not ;ga:;but the fers shot the boy terck go hlS ferend but
itdid' not kxll h1m wat [aszaymg is you se€ wat hahgr;s if you let you kids woch that
stuff on' t.v.you know that lot of the'stff on it and that b':g but thar is alot that is you got
uge re 2ae bk

- to say know to 1f thay are ate a ungach becaus if you donot thay are gomg to- thing the- :

stuff thay see on t.v is ok but itis not okthat i is way wee got 10 give them time w1th out
LT C s whe

t.v.But it is notjust that you got the pepoly ho liké to wach it ‘all mqht and dont even have'. ’
var veg e
“time to go-to wark S0 thay have know rx:ony'rso thay go to the welfar to get the mony
ot dagd than Tl Tl
becaus thav are to lase to go to werk becaus the tv thay love mor:then tar live.one
weee T shan v
e‘(penence I have is hke to woch mer t.v then do my homwerk I know that is not good

' ~ “butlcannot berack the habet to stop my shelf

,

e BESTCQPMVAMBLE o
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N
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l Rmmmmmualmn Use this form * . ©o : N
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1. We ﬁ'unvour tpasition book. . . N
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March 181997 | : : e . .
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. . . Ve . _
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..Mmhemmmmmm Produce a finai drafl. N
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perform on & fegular basis. and expiain exacuy what You have to do. Explan what vou like and dislike about the 100 And wny. \\mm your
drafl. using stanaard manuscric: form. wnciuding s utle. Subrmyt 3 firm dr-u\ wnh vour nml drail
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‘ B 7 Appendtx E
Later Wordgrocessed Wntmg Sampl

(“Wnte about your strengths and weaknesses as a writer” )

My Strong and Weak Pomts in Wr1t1ng L
My strengths are that I can: thrnk up toprcs for manv subjects
How does this- affect my work’7 I am able to ﬁnd these toplcs in the

library and it.makes my Jo‘b.easier.. One of my. strengths is that 'm a"

- quick thinker: This affects my work by'c_utting the tirne I spend ona.

“om

 paper down, ' oo N SR

' One of my".wle_al;nesses is‘that I can not spell~very'we'll this

weakness makes it hard for me to read my paper done. It is hard for - -
. me-to put it in words the way I want it to say. Because of my
_ L T LTk

difﬁcnlty with spelling; it is hard when someone is _reading my yyork o

 to'understand what 1 am trying to say. Often they have no clue about .

what I-am saying. Sometimes I cant even read my own work to

" understand what I'm tryin'g to say, It makes my grades not good and, -
‘not. . ' -

.the-way I. want them to'b}e.‘ ‘ N o ‘_ o
) By wbrking.qn nly. spelling and .everything 'elSethat.is not
good, w1th hard work I can make'it better Ic can get good grades in

) school and also go to the lab for extra help If I get help on ail. thls

N

I’ ll be able to do a lot better in thls world
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