REFLECTING ON YOUR LEARNING OBIJECTIVES

Use the questions below to determine the specific content and objectives you
will focus on during this active learning experience and to reflect on related
instructional variables.

m What curriculum standards or learning outcomes do you want the active
learning experience to address?

Students will...

m How might an active learning experience support these outcomes?

m What about this learning must | consider when planning an active learning
experience? (For example, what may my students find challenging or difficult?)

What do | know about the particular students | teach (such as specific
learning needs) that | should consider when planning an active learning
experience related to these learning outcomes?

m Will students need to follow a specific sequence of steps to reach these
outcomes?

m How can | structure and pace this active learning experience to support
students’ understanding”?

How might this learning be relevant to students’ lives now?

B How might this learning be relevant students’ lives later?

EXPLORING

What activities or problems could | use to support the instructional objectives |
have chosen for this learning experience?*

How, specifically, do these activities or problems support my objectives?

What about these activities or problems do | expect my students to find
intellectually stimulating and challenging?

Do these activities or problems suggest ways my students can be grouped
for learning?

Do these activities or problems suggest ways to collaborate with other teachers?
Do these activities or problems suggest ways to involve my students’ families?

How do these activities or problems invite my students to apply their abilities
and learning styles?

How do these activities or problems invite my students to learn from each other?

How can | use instructional materials, technology, or other resources to
support these activities or problems?

What about these instructional materials, uses of technology, or other
resources do | expect students to find challenging and engaging?

Of these possible activities or problems, for which are my students most prepared?
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REFLECTING ON HELPING STUDENTS CONNECT
WITH CONTENT

Use the questions here and on the next two pages to determine how you will
help students connect with, process, and explore new learning.

CONNECTING

m What must my students already know to achieve these learning objectives?

m What in my students’ personal lives, experience, or backgrounds might help
them relate to this new content?

 What might my studénts find interesting about this content?

@ What more do | need to know about my students to help them connect
mindfully with this content?

m How can | learn these things about my students?
m How can | help my students see the relevance of this learning?

m What analogies or metaphors might help my students relate aspects of this
content to what they already know?




PROCESSING

B At what points during this active learning experience should | provide
processing opportunities for my students?

m What specific graphic organizers and writing or drawing opportunities could
help my students process this content?

® How might questioning and discussion help my students understand
important ideas related to this content?

1 What other interactions between my students could assist them with processing?

@ How do my ideas for processing opportunities support multiple learning styles?

@ What accommodations will | need to make for individual students’ learning needs?

m What signs of student understanding will I look for to determine whether
students are engaged with their learning?

® What signs of student understanding will | look for to determine whether my
structure and pacing are appropriate or need to be adjusted?

@ What homework activities can help students further process and reinforce
their learning?

REFLECTING ON PREPARING, SUPPORTING,
AND MANAGING STUDENTS

Do my students need any teambuilding preparation before doing group work?
How can | structure planned activities to scaffold my students’ efforts?

How can | prepare my physical environment to support these planned activities?

How can I<help my students understand the purpose and relevance of these
planned activities?

What group-structures can support my students as they work in teams?

m How can | vary grouping during planned activities to encourage greater
interaction among diverse students?

@ What group roles can my students use to manage their work?
B What preparation do my students need to perform these roles effectively?

m What decisions and choices can my students make as they complete
activities?

m What preparation and support do my students need to make those decisions
and choices?

B How can | use praise effectively to reinforce my students’ intrinsic motivation,
group-process skills, and learning strategies?

m What feedback will my students need to advance toward the learning goals?

m Which of my interpersonal skills and attitudes will help my students succeed?



REFLECTING ON KEY ATTRIBUTES OF EFFECTIVE
ACTIVE LEARNING EXPERIENCES

When planning active learning experiences, it is easy to get carried away
planning activities that are interesting and fun for students. However, during
planning, it is important to remember that active learning experiences must be
purposeful — that is, they must encourage critical thinking and support your
learning objectives. Before and after you plan, reflect on the key attributes of
active learning experiences described in Part ll, presented below as guestions.
Your consideration of these qualities can help you plan active learning
experiences that purposefully engage students in specific learning.

Centrality

.. support an important instructional goal?

Connection to prior knowledge

.. encourage students to connect new learning with prior knowledge?

Purpose .. have a clear purpose that students will understand?
Relevance .. have relevance for students?

Challenge .. challenge students to think critically?

Interest .. interest students?

Depth .. encourage students to explore important ideas in depth?

Social interaction

.. allow students to construct their understanding cooperatively?

Multisensory stimulation

.. engage students on multiple sensory levels?

Cross-disciplinary focus

.. help students make important connections between subjects?

Student choice

.. encourage students to make choices independently and as a group?

Responsibility

... make students responsible for constructing their understanding and
conducting themselves according to established standards?

Autonomy

... permit students to complete a task with minimum supervision?

Creativity

... allow students to express themselves in some way?




KEY ATTRIBUTES OF EFFECTIVE ACTIVE
LEARNING EXPERIENCES

Successful active learning experiences share many key attributes. An
understanding of these qualities can help you locate or develop active learning
experiences that suit your students. While a few qualities may not apply to all
active learning experiences, striving for most of these qualities will help make
your active learning experiences as strong as they can be.

B Centrality: The activity supports an important instructional goal rather than a

peripheral one.

Connection to prior knowledge: Students understand how the content
under study connects with their prior knowledge, and this positioning makes
them willing to explore unknown, but.related, subject matter.

Purpose: The purpose of the activity is clear to students — they understand
what they are doing, why they are doing it, and how the activity is expected to |
achieve the intended purpose.

Relevance: The activity helps students find meaning in the content — to
understand the relevance of specific knowledge to the world around them, as
well as to their individual lives.

Challenge: All students find their tasks intellectually challenging, but do-able.
They are asked to use critical thinking to accomplish something at the border
of their competency levels, but they are given adequate tools and instruction
and feel competent to meet the challenge.

Interest: Students are intrigued by the problem or challenge the activity
poses. They function as investigators, designers, or problem solvers.

Depth: The activity invites students to explore important ideas in depth, rather
than to gloss large quantities of information. Students are asked to apply their
skills to meaningful tasks and are given adequate time to investigate, analyze,

synthesize, and evaluate. ,

m Social interaction: Students construct their understanding with assistance

from teachers as well as their peers. They share leadership, they ask for and
provide help when needed, and they use each other’s perceptions and ideas
to arrive at group consensus and understanding. Together, they strive for the
individual success of each group member, as well as the group as a whole.

m Multisensory stimulation: The activity engages students on multiple sensory

levels. For example, in addition to working with written materials, tasks may
be visual, tactile, or auditory. Students move around the room as needed,
and express themselves appropriately using means that best suit their
learning styles.

m Cross-disciplinary focus: The activity helps students make important

connections between subjects. Students observe influences of one subject on
another and are encouraged to use skills of one content area in the service of
ancther.

Student choice: As the activity proceeds, students are encouraged to make
choices both independently and as a group. For example, they may be asked
to choose an approach, assign roles, divide work, design investigations,
presentations, or products, or select an assignment.

B Responsibility: Students understand what is expected of them both

academically and behaviorally. They know how they will be assessed and their

understanding guides them as they make judgments about their work and
behavior.

Autonomy: Students are permitted to complete the task in their groups with a
minimum amount of teacher supervision. Their roles are clearly defined, and
they monitor themselves individually and as a group.

Creativity: Students are permitted to express themselves in some way — for
example, by writing, drawing, building, performing, demonstrating, or
developing a unique solution to a problem.




If the Shoe Fits . . .

The summary of what a teacher does with the multiple intelligences is pictured in the shoe
metaphor. In the closet are many pairs of shoes. Each has a different use. Each helps its owner in
a different way. When the shoe fits properly, the owner’s feet are comfortable. When the shoe
slips and slides on and off the heel, it slows the pace. When one pair fits more snugly than
another, the owner tends to favor the comfortable pair. And of course it’s more beneficial to
have lots of shoes that fit just right, for multiple shoes, like multiple intelligences, serve multiple
purposes.

The shoe metaphor leads to many implications for classroom and school changes. Many go
beyond curricular and instructional modifications. The theory can lead to:

1. A new way to understand the complete child including strengths and weaknesses

2. Elimination of the need to label students or isolate large groups of students for special
instruction '

3. Elimination of the need to ability group and track students
4. The creation of problem-centered schools with activities outside the school walls

5. The establishment of multi-age classrooms that group students by developmental age and
interest

The assessment of learning in a range of authentic learning experiences
The opportunity for every student to excel in at least one intelligence
Students who excel by understanding and applying what they have learned

© N o

Teachers who mediate learning
10. The elimination of letter grades

Today’s classroom requires that the teacher adapt his or her teaching to meet the diverse chal-
lenges of today’s students. When we begin to think of students as diversely intelligent rather
than measuring each child against one fixed standard with an outdated instrument, the logical/
mathematical IQ test, we will begin to see a true change in the performances of students.
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Talking Chips

Affirmation Chips
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BUILDING COMMUNITY

Before pursuing any new strategy with students, it's essential to discuss your
planned approach with them so that they know what to expect. For example, you
could start by explaining your belief that learning is most effective when students
are permitted to arrive at it on their own. You could then describe how active
learning experiences and group work help students think and learn. You may
also wish to point out that, while students will work in teams at times, group work
does not involve competition: The goal is deep exploration — learning — and all
individuals and teams can be successful.

If your students are new to group work, it may also be helpful to lead them in
teambuilding activities and to introduce them to collaboration gradually (see
Related Activities at the end of Part lll). When first faced with the prospect of
working this new way, some students may fear “failing” at your new approach or
may feel anxious about working with peers they do not know. Leading students
in activities that do not threaten their grades and that expose them gradually to
increasingly challenging collaborative tasks can strengthen their confidence,
quell their fears, and leave them excited about group learning.

The remaining sections of Part Il are concerned with building community,
managing students’ group work, and helping students develop the skills and
confidence required to succeed with group work.
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An Example:

The Power of Positive Attention

I cannot emphasize enough the power of
praising groups for desired behaviors.
One day I was in the classroom of a
teacher first trying Jigsaw. She had been
part of a one-day workshop with me, and
had also seen me demonstrate Jigsaw with
another class at her middle school.

She had all of the elements right. The
class would come to full attention when
she raised her hand. The student experts
| were standing as they presented their
parts to their groups. One team had a
missing expert, and the teacher handled
that well by using the Teams Consult
piece she had learned in the workshop.
But something was terribly wrong. The
noise level was high. Over in one group
the expert was using her new found au-
thority to scold her teammates for being
stupid. In another group as soon as the
teacher was looking another way, the ex-
pert stuffed some paper in his nose which
led to loud giggles and Jaughter. And the
quiet signal was really not much help:
The kids responded by quickly coming to
attention, but right afterwards they would
return to loud talking and off-task behav-
iors.

As T watched 1 became increasingly un-
comfortable. What was wrong? What
could be done? I remembered the theory
of group-based positive reward and

walked over to the teacher and said, "] am
going to sit down again, but in a moment
I want you to walk over to the best group
in the class, give the quiet signal, and
draw everyone's attention to the group,
praising them for their good work, saying
exactly what you like about their behav-
jor. Don't give points; just say clearly
what you like."

She did. And we were both surprised by
the power of the praise. For about ten
minutes after the positive attention, all
the teams were markedly more on task.
When they began to slip, I asked her to
use group technique again. This time
teams stayed on task longer.

By the end of the period, the class had
turned around. We both saw Jigsaw
working the way it should. The teacher
was thrilled; she had a powerful tool for
shaping the class.

Positive attention establishes the norms
for the classroom; students learn which
behaviors are valued; they receive a very
clear message as to how to behave well in
the new setting. Holding up as a model
the groups which are behaving best is a
clear way to give the message that you
value certain behaviors. The students feel
more secure when clear norms are estab-
lished.

Basic PrinciﬁleS




TIPS FOR PROVIDING CONSTRUCTIVE FEEDBACK

The following checklist may help you formulate constructive feedback that can help
your students view their work objectively with the goal of refining and improving it:

]
]
i}

Establish your standards and expectations for performance before students
begin work.

Provide feedback as students work on projects or as soon as possible after they
complete a task.

Let students know ahead of time that you will be giving feedback.
Affect a friendly tone when providing verbal feedback.

Avoid using all capital letters and exclamation marks in written comments. Unless
the comment is a positive one, they can make your tone seem angry or strident.

“l"

Use “I” rather than “you” statements.

Focus on student work rather than on the student.
Comment first on what specifically students have done well; recognize effort.

Articulate your thoughts clearly and plainly.

Avoid generalizing (“always,” “never”), exaggerating (“This is the worst ...”), or
characterizing (“It’s as if you ...”) the work or the student (even a comment you
think is funny can hurt a student’s feelings).

LS "o 1o

Avoid “loaded” language (“failure,” “obvious,” “completely,” “clearly”).

Give students specific suggestions about how they can improve their work.
Provide choices that allow students to make decisions about revision.

Be clear about what students must do to improve their‘work.

Keep your feedback brief.

Ask students questions after verbal feedback to be sure they understood your
comments.

Provide opportunities for students to share their thoughts in response to your
feedback and to ask questions of their own.

Empathize if students express frustration or difficulty, but maintain your
expectations for student work.

Give students time to reflect on your feedback.




ESTABLISHING A COLLABORATIVE CODE

Before students undertake group work, it is important that they understand your
expectations for team behavior. By helping students establish a “collaborative code,
you can introduce them to the benefits of group work as well as the behaviors and
attitudes that make it possible for each of them to reap those benefits.

The benefits of group work help students understand how you expect them to
profit from group learning. For example, group work:

gives each student many opportunities to contribute to group learning
‘encourages students to share leadership roles

makes learning more interesting, meaningful, and relevant for students
challenges students to think more deeply

promotes deeper, more memorable understanding

allows students to learn from each other as well as the teacher

teaches students how to work together with different types of people

invites students to challenge and encourage each other to think and to take
learning risks

E shows students that their diversity enriches their products and performances

Behaviors and attitudes that support group work help students understand how
they can make group work productive and successful. For example:

m Share responsibilities fairly.

@ Show respect for one ancther — listen.

m Keep an open mind — be willing to try the ideas of others.
@ When you disagree, express your ideas but don't attack others.
m When someone disagrees with you, don't take it personally.

@ Strive for consensus when making decisions.

E Stay focused on group goals.

m Always do your personal best.

m Cooperate — help others succeed and ask for help when you need it.

m Take risks — push yourself to try new roles and greater challenges.

@ Be sure the group product represents the contributions of all group members.

m Take pride in working well as a team.
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Create a print environment.

Set up centers for reading, writing,

listening, and speaking.

Teach necessary skills.

DISCOMFORT
ZONE

Encounter

Is able to tell an interesting
story with all the details for
complete understanding, but
when it comes to writing it
down on paper, says, “I can’t
write.”

Has difficulty paying attention
and listening when others are
talking.

Doesn’t like to read and has
difficulty with the printed
word.

Find out interests.

Provide time for improving
communication skills.

Have a variety of printed
materials available.

Finds a nonthreatening
environment where content
and organization are the
emphasis instead of mechanics
and spelling, Writing is
accepted.

Learns the social skills of
listening. Realizes how it feels
not to be listened to and learns
to interpret verbal and nonver-
bal communication.

being read to, sees the enjoy-
ment of and need for reading.

Embrace

Sees the enjoyment and
value of writing. Begins to
write on own and shares
writing with others. Edits
and revises some favorite
pieces of work.

Listens with respect and finds
value in others’ contributions.
Becomes an effective communi

Enjoys reading for enjoyment

and information. Becomes a
lifelong comprehending reader

Self-Reflection - Polishing the Verbal/Linguistic Shoe

Professional Use

| ] 1
{ | 1

|
[
0 1 2 3
Discomfort Zone Comfort Zone

Personal Use

|
[
o 1 ’ 2 3
Discomfort Zone Comfort Zone




What Activities Promote Learning With This Intelligence?

+ computers

* magazines

« speakers

* tape recorders

+ displays of work

+ comic books

+ labs with hands-on
experiments and

+ dramatic reading
+ computer instruction
» guest speakers

L « student-centered « motivational props
activities learnin roblem-solvin
. . -solv
+ field trips & P SolvIng
. « peer counseling centers
+ collections . - .
+ variety of methods « manipulatives

+ student-made . . .
- personal experiences  * graphic organizers

bulletin boards . .
s * IMNemonics « prediction lessons
* metacognitive . .
. + cooperative learning ~ + games
strategies . :
+ peer teaching « radios
+ VCR, television
. + familiar items
or ideas /
j - + films




Chapter 5: Planning Your Featured Lessons

1. Know Your
Students

e Background
knowledge

e lLearning styles

¢ Group dynamics

o Needs of
individuals

for the Instructional
Sequence

Set Goal(s) l N

2. Know Your Subject

3. Manage and Monitor

Student Learning

e Determine how you
will help students meet
the selected goals.

e Select the instructional
strategies most
appropriate for this
lesson.

¢ Determine sequence
and pacing.

¢ Think about how you
will manage and
monitor student
learning throughout
the instructional
sequence.

l—*l/ Consider:

e A variety of formal and
informal assessments.

e Adjustments to
planned instruction

Planning the Featured Lesson

4. Reflect on Your
Teaching

o Was it effective?

* Did students
achieve the
stated goals?

¢ How do these
results help you
plan your next
sequence?

°  What are the
new learning
needs of your
class and of
individual
students?

5. Connect to
Learning
Communities

and How to Teach based on these
it. assessments.
» Extra assistance that
may be needed to

s Use professional
and community
resources.

* Involve families.

s What students
need to know. help individual

e Arange of students meet the
instructional goals.
strategies on
which to draw.

Figure 17. Planning Your Featured Lesson.

The Five Core Propositions provide a framework for accomplished teaching as the teacher plans
an instructional sequence.

Some entries may also ask you to discuss the organization of the class
environment and the routines that are part of your practice. Some entries
address the classroom community in terms of building students’ social
skills and a positive climate for learning.
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Accomplished Teaching: The Key to National Board Certification
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Prompts for Exercise 3-4: Fitting the Pieces Together

&
o | am committed to my *,

o* students: e
* !
“

° L

o® *" What are the interests and learning characteristics of * *e,
* . .. &
,**  my students as individuals and as a group?

,+** Whatis their background knowledge? What are their learning needs?
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| know my subject and * | manage & monitor my students’
how to teach it: :
What are the important ideas in my E What are my goals for this lesson?
subject area? = How can | help students meet them?
What concepts & skills shall | focus on? = Do | need to adjust instruction for
What are the most effective instructional = some students?
techniques | could use? = What is the sequence and
..‘0, pacing of activities?
o ’o. How will | monitor and
%, =~ assess student learning
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Based on student responses Y s What resources can | use to

. . * .
to the instructional sequence, ‘. ,o’ enhance student learning?

was my teaching effective? *

What could | do differently? + informed about class activities and

How do these results help me plan my » expectations?

next sequence? * Where can | obtain support or inspiration to
What will | do next with my students? * improve my teaching?

Figure 12. Prompts for Exercise 3-4: Fitting the Pieces Together.
Use these prompts to help you complete your exercise.
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Elements of the Brain-Compatible Classroom

The classroom environment that best facilitates the full development of the intelligences is
sometimes called “brain compatible.” For the brain to function fully, it is beneficial for the
classroom to provide five elements: trust and belonging, meaningful content, enriched environ-
ment, intelligent choices, and adequate time.

TRUST AND BELONGING

The brain-compatible classroom is an inclusive classroom. Here each child feels that she be-
longs, can contribute, is considered important by the teacher and her peers, and is challenged by
high, consistent expectations. When the teacher ignores the child and does not call on her to
answer questions, when peers make fun of her or put her down, when the content goals are
merely covering the material, completing workbooks, and finishing the textbook, the child
 cannot feel cared about...

In the brain-compatible classroom, the teacher trusts that every child, no matter how rich or
poor, tall or short, black or white, will learn and develop. The rates of growth may vary. (How
many times has a worried parent taken a child to the pediatrician because the child did not start
reading as soon as her older siblings?) The interests may vary. (How many children in the same
family like to do what their siblings do?) Throughout the school years, it is important to keep
the faith in a child’s natural tendency to learn, to encourage the child with patience, and to
remember that rate of learning and interest will always vary. When the classroom is inclusive,
the changes will come.

MEANINGFUL CONTENT
For most teachers, curriculum is set by the district. At best, curriculum committees will align the
different intelligences with established outcomes or reconfigure outcomes to match develop-
ment of the intelligences. In the classroom, the teacher can align the multiple intelligences
approaches with district outcomes. It is most beneficial when the students understand the lesson
outcome along with the clear goals and the purposes of what they are learning. If the goal of a
lesson is to learn how to mix oil colors for texture (visual/spatial), the teacher can be explicit in
helping students see how that task is connected to painting a more eye-appealing picture (the
product). It is even more helpful when the teacher links the product outcome to the lifelong
benefits of a strong visual/spatial intelligence. ‘

Product-based outcomes help students make immediate connections to a purpose for learning a
skill. When the learning starts with the making of the product itself, they discover a need for the
skills. This approach works well with tasks that require math computation and problem-solving
skills. The teacher assigns the students to design a treehouse. The architectural rendering will be
the product. The teacher includes accurate computation and aligned measurements of all
heights, lengths, and widths. The students must check their computation to meet these stan-
dards. When they are inaccurate, they will have to pursue instruction and coaching to learn
computation and measurement.

Problem-based outcomes challenge students to distinguish means from ends. The goal is the
solution of a problem. For instance, a short-story lesson about “The Most Dangerous Game”
might have a problem framework that begins with this challenge statement: “You are trapped on
an island owned by a man who wants to make you game for his hunt. Your problem is how to
do something no other human game animal has ever done: escape alive.” After reading the first
half of the story, the students will have a clear understanding of the problem. At this point, the
students will brainstorm possible solutions, examine consequences, and make a plan for escape.
After reading to the end, they can compare their proposed solutions to the main character’s and
evaluate their own problem-solving approaches.

Product-based outcomes are often linked with process outcomes in the multiple intelligences
curriculum. This linkage enables students to apply their understandings and assess their skill
development at two levels: (1) reading and writing skills, and (2) problem-solving skills. In the
short-story lesson, the students can extend the discussion of the problem by inventing additional
similar scenarios for ending the story, write the new story endings, and assess the endings





