Howdy

College professors have been described as, “someone who talks while you

aretryingto deep.” We are attending this program withthe hopes of learning
teaching strategies which might change that definition or at least keep them

awake.

Welcome to this program focusing on Faculty Successes and Challenges.
Perhaps our biggest challenge isgetting our students to think criticaly.

According to Richard Paul in his book Critical thinking describesthe
educational process.

"(Students) mechanically repeat back what they were told, or
what they think they weretold, withlittle sense of the logical ness
or illogicalness of what they are saying. Education for most is
drab, empty, passive, and duggish, amass of permissions, rules,
sanctions, and authorizations. And, if truth be told, educators are
not typically disturbed by these facts. Indeed, they are
disturbingly comfortable with them....In the 17th century
Commenius summed up the schoolsof hisday as 'the slaughter
house of the mind."

In today's program we will celebrate our successes and see what we can do
to eliminate the "daughtering of minds' in our classroom by:

1.

2.

Examining the goals of our classes

Examine the role of a professor.

Creating specific educational strategies for our students
Comparing active education with passive education
Understanding the qualities of acritical thinker.

and whatever el se emergesin our session today

Jim Marteney

Ebulliteur of Professional Development
Los Angeles Valley College

(818) 947-2808

E-mail jimmarteney@mindspring.com



THE LESSON

Then Jesus took his disciples up the mountain and gathering them around
him, he taught them saying:

Blessed are the poor in spirit for their'sis the kingdom of heaven,
Blessed are the meek,

Blessed are they that mourn,

Blessed are the merciful,

Blessed are they who thirst for justice,

Blessed are you when persecuted,

Blessed are you when you suffer,

Be glad and rejoice, for your reward is great in heaven...

Then Simon Peter said, “Do we haveto write this down?’
And Andrew said, “Are we supposed to know this?’

And James said, “Will we have atest on it ?’

And Philip said, “What if we don't know it?”’

And Bartholomew said, “Do we have to turn thisin?

And John said, “The other disciples didn't have to learn this!”
And Matthew said, “When do we get out of here?’

And Judas said, “What does this haveto do with real life?

Then one of the Pharisees present asked to see Jesus' lesson plans and
inquired of Jesus histerminal objectivesin the cognitive domain...

And Jesus wept....



Class Goals

What would you like to accomplish in your classin the course of a semester? Thiscould be
your goal(s) or just what you want your sudentsto remember about their time with you.

Take amoment to think back on the best learning situation you have ever experienced. Describe
that experience. What made it s0 memorable?

Now, take a moment and describe the worst learning Stuation you have ever experienced. What
made that experience o deplorable?

Education isthe ability to listen
to amog anything without losing your
temper.

Education is hanging around
until you've caught on.

Robert Frogt




Firg Day of Class

"Y ou meet them, they meet you and the fun begins.”

What isyour goal onthe first day of class?

What do you feel you need to accomplish?

Describe your first day. Any specific activity?



What’sthe Big | dea?

Coursestend to be detail, information, or fact rich... some more than others. By the
time a sudent getsto the end of atypical course he or she has“learned” hundreds of new
concepts, principles, theories, and factoids about that topic. Frequently, immediately after the
course isfinished, he or she hasforgotten 90% of that material. Why does this happen?

Mos students ssudy most material in anon-meaningful manner. They pack it in linearly
and return it to uslinearly on examinations without ever having truly processed the information
internally. They are acting much like faulty tape recorders (they make more errors) and they
don’t understand what they are repeating.

When the next course comes along, they record over al the “useless’ stuff they had to
packin fromthe last course. Over the span of semesters, many ideas are covered but few are
retained as meaningful knowledge by the students.

Asareault of thisprocess, we find that sudentsin upper level courses do not seem have
the faintest i dea of basic materials covered a semester or so before to great detail in lower level
courses. Most upsetting are the “good” studentswho have taken those courses with us rather than
with colleagues. If they had been the students of colleagues, we could have blamed their
inadequacies of background on the inadequate teaching abilities of those colleagues. Because
they have been our students, we are forced to search for other possibilities!

What we see as common practice among students isthe reverse of what we as teachers
want to happen. We want our students to incorporate what they have learned in our classesinto
their beings. We want them to learn ideasand information aswell asthe process of connecting
and applying ideasin a meaningful manner. We want them to take the ideasfrom our courses
with them for their utilitarian function and as enrichment for the sudents' lives. Unfortunately,
thisrarely happens.

W hat can we do about this?

We can build our courses around a framework of Big Ideas. These Big |deas are the
principles, concepts and theories that we hope students will synthesze from the mass of content
examined during the run of the course. These are the thingsthat we hope sudents will remember
in ameaningful manner for seven years or more after the courseisfinished. These are the ideas
we hope sudentswil | continue to use and apply in the learning of new ideasin the future.

Finding the Big Ideas

How do we find the Big Ideas for a particular course? It is not aseasy as it sounds.
Synthesizing 12 or fewer Big ldeas (ideally 5- 7!) isadifficult process... especially for a
beginner. NOTE: If thisisdifficult for usasteachers, just how difficult isit for sudentsto do all
this synthesizing that we expect to happen naturally?

Theinitial Big Ideaslist for afirs course (General Biology - freshman, university
level) was 120 itemslong! It took much effort and several monthsto synthesize that list to 12 Big
|deas.



After thisinitial attempt, attendance of a workshop on teaching students study skills
resulted in the following insight:

How to find the Big Ideas:

1. List major ideaswhich come to mind relative to the course. Don’t get too picky here. Just get a
brief list down and set it asde.

2. Examine the text for the course.

3. Add the maind idea from each chapter to your initial list and go on to the next chapter until the
text isfinished.

4. Put each ideaon an individual file card. Sort the cardsinto smilar or related ideas. Synthes ze the
related ideasto more generalized big ideas (which resultsin a new set of cards).

5. Onceyou are down to 12 or fewer cards, you have your set of Big Ideasfor your course.
Congratulations! You probably have also gained some new ins ght about your field! It isamazing
what stepping back tolook at the big picture doesfor your perspective.

Course planning and preparation:

The Big Ideasform aframework for your course. In designing all aspects of the course,
focus on these mgjor principles and how the minor ideas and concepts connect to them. This keeps
your eye asteacher upon the really important concepts of your course and how these concepts

integrate.

As part of preparation of each lecture, discussion, demonstration, lab activity, field trip,
paper, etc., determine which Big Ideasfor a part of the structure for thislearning exercise. Visualize
the interconnections among the Big Ideas as foundation and the new ideasto be added during the
exercise. This helpsyou more clearly see what the students must do in constructing a meaningful
underganding of the material.

L earning activitieswith the Big Ideasinclude:

1. Give students copies of the Big |deas at the beginning of the semester. Have each rewrite them in
hisor her own words then seek examples for those ideas from prior learning and experience.

2. Have studentsrelate the Big Ideasto content of previous course work they have experience.

3. With each new chapter read, have sudents develop hierarchical concept maps of new material
demongrating linkagesto the Big ldeas.

4. Give gudents Scenarios (brief sets of specific information) relating to new information or
examples which they have not seen. Have them link a specified number of conceptsfrom their course

to the scenario and describe the relationship to it. Then have them link as many of the Big Ideas as
they can to the scenario, again, describing the relationships. Finally, have them describe links among

the Big Ideas and the concepts.



Big Ideas for Western Civilization
John Newell and Kate Van Liere, College of Charleston

1. Knowledge of the past arises from studying the remains (art, architecture, laws, literature,
philosophy, religion, etc.) of previous cultures and societies.

2. While any study of the past isalwaysat least partially subjective, the sudent mugt attempt to
examine past cultures and societies as dispass onately, as objectively, and asfree from biasas
ispossible.

3. In studying the past, we become aware that people in the pagt are in many ways more like us
than we had imagined.

4. In gudying the pagt, we become aware that people in the past are in many waysless like us
than we had imagined.

5. People do what they do because they see the world the way they seeit. Or to put it more
prosaically, the way people act arisesfrom their beliefs, feelings, and thoughts about the nature
of reality.

6. A people sways of thinking, believing, and perceiving are at least in part the product of the
physical, social, and political environmentsin which they live.

7. One era s heresy isanother era’ s orthodoxy.

What Are Your Big |deas?
Pick a courseyou teach and begin listing your bigideas.

Course

1.

Did T hese Things Happen to Socrates?
Greg Franzwa

Scholarsdon’t know. Perhaps he too sat grading tests at night, saying to hiswife,
Xanthippe: “You know, | thought that Plato kid was going to do great on the final, but then he
tubed it completely. Now that Alcibiades, he wrote a hell of atest--that guy’s going places,”

I don’t know, it's possible, | suppose.




TheBig ldeas of Teaching

[EEN

10.

11.

12.

13.

14.

15.

16.

17.
18.

19.

20.

Big IdeasContributed by Louis Schmier, Professor of History,
Valdosta Page State University, Valdosta, Georgia

Students have onething in common. They’re all different.

I don’t think making a mistake in class is fatal, but worrying about making a
mistake and what others think is.

A teacher is not a person for astudent tolean on but a person who makes
leaning unnecessary.

If all we do is count student faults,things never will add up right to make us
seem right.

The two biggest obstacles we teachers face has to do with us, not the students,
believing there are new things about teaching to learn and having to unlearn the
old ones.

Tell me,if you chooseto hike anew path, why should you not expect to chance a
stumble over arock or get muddied in a puddle or come upon unexpected twist
and aturn.lIs it any different in the classroom?

| think supposed problem students are opportunites; you just haveto get out of
your suit or dress and into your workclothes.

| wonder if a teacher who says of astudent,“he doesn’t belong” or “she can't..”
or “hewon't” is really looking in a mirror.

When helping a student, I'd rather call upon my conscience than think about my
reputation. The former is about me,the latter about others.

We teachers, like students, must always change, renew, rejuvenate ourselves in
our teaching; otherwise we lose our dexterity and harden.

When a teacher is wrapped up in him/Zherself,in only what he or she does, it is a
lousy looking and poorly wrapped package.

I think teaching is like the sun in the sky; it’s in constant motion creating awarm,
nourishing, and nurturing light for things to grow into what they are capable of
becoming.

A teacher who is afraid to make a mistake usually doesn’t create anything.

What we model for students in the classroom, they will take with them out into
society.

No great achievement in the classroom is accomplished suddenly; a miracle
occurs with alot of hard work and taking risks.

Show me someone who never takes arisk in the classroom,and | will show you
someone not really interested in either themselves or the students.

Successful teaching is not a gift; it’s an accomplishment.

Innovation and risk-taking are inevitably controversial and people so often
defensively denounce them as deviant from the accepted norm.

I think too often we teachers unthinkingly try to make our students replicas of
ourselves and too often think that studentslearn best theway we learn best.

| want to be a visionary whose vision | can shake hands with.



What L ear ning Environment Do You Want To Create?

What can you do to make your classa
totally unenjoyablelearning experience?

Which of the above approaches can we change
to create a positive lear ning environment?

/Random Thoughts
Laughter isinternal jogging.
--Shirley MacLaine

“Tired happens when fun doesn’t”

\ --five-year old

\

“If it'ssanity and health you’ re after, there is no escape like laughter.

J




Thinkers Anonymous

It started out innocently enough. | began to think at parties now and then to
loosen up. Inevitably though, one thought led to another, and soon | was more than
just asocid thinker.

| began to think aone - “to relax,” | told myself - but | knew it wasn't true.

Thinking became more and more important to me, and finally | was thinking all the time.
| began to think on the job. | knew that thinking and employ ment don't mix, but | couldn't stop
my self.

| began to avoid friends at lunchtime so | could read Thoreau and Kafka | would return
to the office dizzied and confused, asking, “What is it exactly we are doing here?”

Things weren't going so great at home either. One evening | had turned off the TV and
asked my wife about the meaning of life. She spent that night at her mother's.

| soon had areputation as aheavy thinker. One day the boss caled me in. He said, “ |
like you, and it hurts me to say this, but your thinking has become areal problem. If you don't
stop thinking on the job, you'll have to find another job.”

This gave me alot to think about.

| came home early after my conversation with the boss. “Honey,” | confessed, “I've been
thinking..” “I know you've been thinking,” she said, “and | want adivorce!”

“But Honey, surely it's not that serious.”
“It is serious,” she said, lower lip aquiver.

“You think as much as college professors, and college professors don't make any money,
so if you keep on thinking we won't have any money"

“That's afaulty syllogism,” | said impatiently, and she began to cry.|'d had enough.“I'm
going to the library,” | snarled as | stomped out the door. | headed for the library, in the mood
for some Nietzsche. | roared into the parking lot and ran up to the big glass doors.. they didn't
open. The library was closed. As | sank to the ground clawing at the unfeeling glass,
whimpering for Zarathustra, aposter caught my eye.

“Friend, is heavy thinking ruining your life?" it asked. You probably recognize that line.
It comes from the standard Thinkers Anony mous poster.

Which iswhy | am what | am today: arecovering thinker. | never miss aTA meeting.
At each meeting we watch anoneducationa video; last week it was “Porky's.” Then we share
experiences about how we avoided thinking since the last meeting. | still have my job, and
things are alot better at home. Life just seemed... easier, somehow, as soon as | stopped
thinking.



L et's Examine Some Critical Thinking Concepts

1.  Whichismore important in the educational process,
knowledge or thinking?

“I'm only going to
say thisonce, okay?
I'm only going to say
thisonce.”
- Dr. Haworthe,
Chemigry prof.

2. In a sentence, how would you define critical thinking?

“Theoriesand
goals of education
don't matter awhit if
you do not consider
your studentsto be
human beings.”
--LouAnn Walker
3. How do you react to the statement, "Knowing something and

understanding something are interchangeabl e concepts."
"Wheat if the hokey
pokey really *is* what
it'sall about??"

--gudent
“Education’s Did These Things Ever Happen to Socrates?
purpose is to Greg Franzwa

replace an empty
mind with an open
one.”

--Malcolm Forbes

Socrates didn’t operate in an ingtitutional context.

Socrates taught in the sreet, thereby eliminati ng,
among other things, the need to submit departmental
schedules ei ght months, in advance.

Socrates didn’t have a Regidrar’s Office, a
Contrdller, Student Life or Housing Office. He
lacked developmental people, afood service, an
Admissions Office, and a PR. Department. The man
didn’t even have alawyer. Of course, he didn’t need
al of these things because he didn’t have

a computer.




Teaching for Understanding

by David Perkins
in "American Educator," Fall 1993

Knowledge and skill have traditionally been the mainstays of American
education. So with knowledge and skill deserving plenty of concern and getting
plenty of attention, why pursue understanding? While there are several reasons, one
stands out: Knowledge and skill in themselves do not guar antee under standing.
People can acquire knowledge and routine skillswithout understanding their basis or
when tousethem. And, by and large, knowledge and skillsthat are not understand do
students little good!

In the long term, education must aim for active use of knowledge and skill.
Students garner knowledge and skillsin schools so that they can put them to work--in
professional roles--scientists, engineer, designer, doctor, busi nessperson, writer, artist,
musician--and in lay roles--citizen, voter, parent--that require appreciation,
understanding, and judgment. Yet rote knowledge generally defies active use, and
routine skills often serve poorly because students do not understand when to use them.
In short, we must teach for understanding in order to realize the long-term payoffs of
education.

At the heart of teaching for understandingliesavery basic question: What is
understanding? Ponder this query for amoment and you will realize that good
answers are not obvious. To draw a comparison, we all have areasonable conception
of what knowing is. When a student knows something, the student can bring it forth
upon call--tell usthe knowledge or demonstrate the skill. But understanding
somethingisa more subtle matter. A student might be able to regurgitate reams of
facts and demonstrate routine skills and with very little understanding.

In summary, understanding something isa matter of being ableto carry out a
variety of "performances’ concerning the topic. This performance perspective says
that understanding atopic of study isamatter of being able to perform a variety of
thought-demanding ways with the topic, for instance to: explain, muster evidence,
find examples, genealize, apply concepts, anal ogize, represent in a new way, and so
on. The more thought-demanding performances the student can display, the more
confident we would be that the student understands.

In summary, under standing something isa matter of being ableto carry out
a variety of " performances" concerning the topic. We call such performances
"understanding performances’ or "performances of understanding.”



(ritical T hinking | )efinitions

"Education islike
awar. You haveto
expect some
casualities. Just
don't be one of
them."
--Mr."The
Major"
Williams

“The biggest
thing I've learned
thisyear is that
thereisno ‘right
answer’, but there
are abillion
wrong ones.”
--freshman art
gudent, Miami
of Ohio

"I have
no money,
no education,
no <Kills, and
no property.
But | dohavea
laptop.
Hot damn!
That'swhat |
cal liberty!"
--Emily,
Wacky
Bunch

A criticd thinker islebeled as one who refuses to complecently eccept
conclusions, one who andyzes and evauaes evidence in order to distinguish strong
reasoning, unlike the uncriticd thinker who accepts or rejects conclusions, often on the
basis of egocentric atachment or unassessed bizs.

Kathleen Murphy, Humanities
El Camino College-California
California State University M andate

“...ingruction in critical thinking be desgned to achieve an understanding of the
relationship of language to logic, leading to the ability to analyze, criticize, and advocate
ideas, to reason inductively and deductively, and to reach factual or judgmental
conclusions based on sound inferences drawn from unambiguous stat ements of
knowledge and belief."

There isno such thing asthinking about nothing...Thinking requires content,
substance, something thought about. On the other hand, content is parasitic upon
thinking. Itisdiscovered, created, by thought. Analyzed, syntheszed, by thought.
Organized, transformed, by thought. Accepted, rejected by thought. To teach content
without regard to thinking isto prevent that content from being transformed, in the mind
of the student, into knowledge.

Richard Paul, Director of the Center for Critical Thinking & Moral
Critique

Critical Thinking" What Every Person Needs
To Surviveln a Rapidly Changing World

"...Critical thinking isa call to think for oneself and without prejudice. Enlightenment is
liberation from prejudice. From here we may attain a perspective from which to reflect
upon human affairs, so asto come to an understanding of how we should act.”

Thetop of a box of Celestial Seasoningsherbal tea

"...critical thinking involves a perd gtent effort to examine any belief or supposed form of
knowledge in the light of the evidence that supportsit and the further conclusonsto
which it tends, as well asthe ability to recognize problems, to weigh evidence, to compre-
hend and use language with accuracy and discrimination, to interpret data, to recognize
the exigence (or nonexistence) of logical relationships between propositions, to draw
warranted conclusons and generalizations and to test the conclusons by applying them to
new gStuationsto which they seem pertinent.”

Goodwin Watson and Edwin Glaser 1939

Critical thinking isthe process of purposeful, self regulatory judgment.
Thisprocess gives reasoned consideration to evidence, to contexts, to
conceptualizations, to methods, and to criteria.

The Ddphi Report
quoted by Dr. Facione



“Nothing in
education isso
agionishing as the
amount of
ignorance it
accumulates in
the form of facts.”
Henry Adams

Education makes
you smart,

Experience makes
you wise,

Knowledgeis
from your brain,

Wisdom isfrom
your heart.

-Eric Emmons

“Itis possible
to sore the
mind with a
million facts
and sill be
entirely
uneducated.”
Alec Bourne

[lliterate?
Write today
for free help.

Student Critical Thinking Problems Identified

1.

15.

14.

Students expect well defined problems. If the definitionis s
little fuzzy, they have amore difficult time proceeding with a solution.

Students expect problems to have one correct known answer. They are
more concerned with getting the "right" answer than with the process.

Students tend to think of information as compartmentalized
(different classes) and don't apply all resources to a particular situation.

Students are too quick to make judgments/eval uations without thinking
at all -- critically or otherwise.

Students cannot distinguish between subjective responses and objective
information/analysis.

Students fear being wrong; therefore, they refuse to address the issue.

Students fail to consider problem solving in relation to their
personal needs.

Students fail to use a step-by-step process in problem solving.
Students fail to fully understand the problem before attempting to solveit.
Students do not address more than one way to solve the same problem.

Students can't goply critical thinking process to anew situation
(can't transfer application of skills).

Students do not think conceptudly.

Students never have to evaluate anything except for "off the cuff" student
evaluations of instructor.

Studentsare not in the habit of looking up wordsto understand their full
meaning of words.

Students lack historical perspective and canncot interrel ate ideas.



Why College Professors Do Not Use Humor in Class

1.

2.

10.

11.

12.

13.

14.

15.

Belief that being a professonal and being humorousisincompatible.

If oneisnot serious, then one cannot be taken serioudy by students.

If sudentsare happy and having fun at work, then they are less productive than those who
are serious and worried about their job performance.

You need to be seriousin order to solve serious educational problems.

The belief that only a select few can be humorous while the rest must take things more
serioudy.

You have never been trained or educated to be humorous. Instead school graduate schools
have been a pretty serious process.

The belief that aslong as sand up comedians don’t become colleges professors, then we
vow not to become stand up comedians.

The annoying occurrence that everytime we try to be funny, someone alwaystells us not to
give up our day job.

Belief that if | get too good, I'd get my own sStuation comedy and have to leave education,
and my students could never survive without me.

The belief that I’ [l never once get to the punchline without someone saying, “Oh, I’ve heard
that one before.”

The fear that Jay Leno will hound you for comedy tips.

Comedy classes constant victims of shortsighted, arbitrary graduate schools budget cuts.

(yours)

(yours)

(yours)

So let’s gtart class and set the fun mood....Doesyour syllabus indicate the mood of the class?



Speech Communication 104
Communicating Critical Thinking

Fall 1998
Instructor: Jm Marteney The main part of intellectual
Office: Humanities Building room 108B. education is not the acquisition
Phone number: (818)947-0808 of facts,
E-mail: martenji@laccd.edu but learning how to make
factslive.
--Oliver Wendell Holmes

COURSE DESCRIPTION: Welcome to the wonderful world of communicating critical thinking. This course
exploresthe processof communication, critical thinking, decison making, and argumentation. During thissemester

we will look at how we think and make decis ons, how we can improve our critical thinking skills and how
communication effectsthe entire process.

Thinking is a ill. Thisclassis desgned to improve that skill and put usin charge of our lives.

Before learning critical thinking. After learning critical thinking.
A total loser. In control of hislife.

You'll Need One of These:

TEXTBOOK: Toaidin your learning of the content of the course you will need the required book for Speech
Communication 104, Communicating Critical T hinking, the Spring 1998 edition. The book has changed from
|ast semester so acurrent textbook isneeded. Besdestheinformation neededto understand the course, thetextbook
contains class exercises, activities, a study-guide for each chapter, and sample test questions.

EARNING A GRADE IN SPEECH COMMUNICATION 104: You should be able
to earn the grade you desire if you make the time commitment. Each assgnment is
worth points. These points are totaled at the end of the semester to determine a grade.
Extra credit will be offered.

You'll need to Take A Chance:

| can'tlearnforyou. To actualy | earnthe skill snecessary to be a better criti cal thinker
will requireyouto beanactivemember of theclass. | will not stand uphereand" cover"

information, | will ingead help you "uncover" the information. I'll be your critical
thinking coach.




THE CRITICAL THINKER

A Periodic Newsletter for Speech 104

Our Leader
Speaks

I hope you have been enjoying
the wonderful world of critical thinking.
So far you have spent aimost five weeks
of intensve sessions attempting to
provide insgghtsinto advanced critical

Critical Thinking
Chapter by Chapter

The goal of the thisclass isto introduce each of you
into those communicating and thinking skills that will allow
you to be abetter critical thinker. Each chapter providesa
part of the ingghts needed to improve your ability to make
decisons.

Chapter 1--Communication and validity vs. Truth
Remember a Critical thinker can change hisor her mind.
Chapter 2, The Toulmin model allows us to understand the

thinking sKills.

Remember, all grades are deter-
mined by the number of pointsyou earn.
Everyone of you should be able to earn
the grade you want, provided you make
the effort. How many of the chapters
have youread? What grade did you tell
me you wanted to earn? No excuses!
Remember, T here are always options!

Do your best! Make the commit-
ment to learn and manage your time to
reach your goals and be ready for your

First Knowledge Festival!

overall gructure of the argument including its strengths and
weaknesses.

Chapter 3--Voluntary and Involuntary decison making,
How much control do you have over your decison making?

"My only regret is that | have
never been able to take Jim
Marteney's Speech 104 class.
| can't think of any better prepa-
ration for a successful life. He
isthe master of
Critical Thinking"

--Presdent, Geroge Bush

Havefun with your tests!!
Always include questions which evoke a amile or at least relaxation to help your students.
I have included some that | have used to finish up a Knowledge Fedtival (tes).

50. Lifewould have little meaning without:
A. Jm M arteney'sincredible sense of humor
B. Jm Marteney'samazing insightsinto the world of critical thinking
C. Jm Marteney's acute awareness of current events
D. Jm M arteney's dashingly good taste in clothing

E. Absolutely none of the above
50. Now that | have been in the Critical Thinking Classfor around 5 weeks, | am really...

A. grateful to Mr. Marteney for adding at least one small ray of sunshine into my life.
B. amazed at the complexity of critical thinking

C. sorry that thisis not ayear long course

D. All the above

E. None of the above, | just want to get thistest overwith.

50. Winter recessis only 2 weeks away, | should:
Thank Mr. Marteney for such agreat class
Get Mr. Marteney a card for such a great class.

Get Mr. Marteney an expensve present for such agreat class
All the above.

Forget Mr. Marteney get myself apresent, hey, | did all the work didn't 1?

moow»



From Sageon the Stageto Guide on the Side

by Alison King
from College Teaching Vol 41/No. 1

In most college classrooms, the professor lectures and the students listen and take
notes. The professor isthe central figure, the "sage on the stage,” the one who has the
knowledge and transmits that knowl edge to the students, who simply memorize the
information and later reproduce it on an exam--often without even thinking about it. This
model of the teaching-learning process, cdled the transmittal model, assumesthat the
student's brain is like an empty container into which the professor pours knowledge. Inthis
view of teaching and | earning, students are passve learners rather than active ones. Such a
view is outdated and will not be effective for the twenty-first century, when individuals wil |
be expected to think for themselves, pose and solve complex problems, and generally
produce knowledge rather than reproduce it.

According to the current constructivist theory of learning, knowledge does not come
packaged in books, or journals, or computer disks (or professors and students' heads) to be
transmitted intact from one to another. Those vessds contain information, not knowledge.
Rather, knowl edge is a state of understanding and can only exist in the mind of the individual
knower; as such, knowledge must be constr ucted--or r econstructed--by each individual
knower through the process of trying to make sense of new information in terms of what that
individual already knows. |nthis constructivist view of learning, students use their own
existing knowledge and prior experience to help them understand the new material; in
particul ar, they generate relationshi ps between and among the new ideas and between the
new material and information already in memory.

When students are engaged in actively processing information by reconstructing that
information in such new and personally meaningful ways, they are far more likely to
remember it and apply it in new situations. This approach to learning is consistent with
information-processing theories which argue that reformulati ng given information or
generating new information based on what i s provided helps one build extensive cognitive
structures that connect the new ideas and link them to what is already known. According to
this view, creating such elaborated memory structures aids understanding of the new material
and makes it easier to remember.

In contrast to the transmittal model ill ustrated by the classroom lecture-note-taking
scenario, the constructivist model places students at the center of the process--actively
participating in thinking and discussing ideas while making meaning for themselves. And the
professor, instead of being the "sage on the stage,” functions as a "guide on the side,"
facilitating learning in less directive ways. The professor isstill responsible for presenting
the cour =& material, but he or she presentsthat material in ways that make the students
do something with the infor mation --interact with it--manipul ate the ideas and relate them
to what they already know. Essentially, the professor'srole isto facilitate students
interaction with the material and with each other in their knowledge-producing endeavor.



Paradigms of Teaching

from Univer sity of Phoenix
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ActiveL earning Strategies T hat
Enhance Critical Thinking

learning process rather than passive recipients of lecture material. They mugt talk and write

To enhance critical thinking sKills, college sudents must be actively involved in the

about what they are learning while relating it to past experience and applying it to daily life.
Thisdynamic participation in the learning processis called "active Learning." Although
college teachers generally see themselves as good lecturers, lecturing does not guarantee

learning.

Importance

1. Student concentration during lectures has been shown to decline after 10 to 15
minutes. (Stuart and Rutherford, 1978)

2. In those experimentsinvolving measures of retention of information after the
end of acourse, measures of problem solving, thinking, attitudes change, or
motivation for further learning, the results tend to show differencesfavoring
discussion methods over lecture. (Teaching and learning in the Classsoom: A
Review of the Research Literature, McKeachie, et., 1987)

3. When students are actively involved in the learning task, they learn more than
when they are passive recipients of ingruction. (Cross, 1987)

4. Learning isnot apassve process. Students|earn mos effectively when they
are actively engaged with their work in the classroom and in student life.
(National Association of Student Personnel Administrators, 1987)

M ethods

1. Call on studentsrandomly (Not just those eager to discuss)

2. Utilize "think-pair -share" groups.
Allow two or three minutes of time to think, followed by two or three minutes of discusson with
apartner. Then open up the entire classto discussion.

3. Allow for " wait-time"
After asking a question that requires thought, wait ten secondsor moreto give sudentstime to
formulate aresponse.

4. A follow-up questions
Why? Do you agree? Can you elaborate? Tell me more. Can you give an example?

5. Withhold judgment
Respond to studentsin a non-evaluative fashion

6. Help studentsbecome active lisgener s

AsK gudentsto put down their pencilsand lisen to the lecture for 10 minutes. Requedt that
gudents not take notes, just listen. After the presentati on, ask sudentsto recall or write
everything they can from the lecture. Students could also work together in small groupsto
determine major points.



7.

10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

M aintain sudent journals

Ask studentsto make daily entriesin response to classroom activities. For example, ask
sudentsto relate the class material to their personal experiences, or to summarize the
main points of today'sclass, or to evaluate their progressin the course. Instructors should
read and comment on the journals periodically.

Play devil's advocate.
Help studentslearn to defend their own reasoning againgt different points of view.

Ask sudents to think about their own thinking.
"Describe in specific detail how you arrived at your answer." (Think Aloud)

Encourage sudentsto develop their own questionsrelated to a particular lesson.

Cue student responses
Tell ssudentsthat there is no one single correct answer to the question.

Promote open discussion in groups of threeto five.
M odel thinking values and attitudes your slf

Ask for asummary
"Jane, could you please summarize John's point?"

Encourage thinking out loud.

T he pause procedure
Every 12to 18 minutes, at an appropriate place, stop three times for two minutesto allow
studentsto work with a partner clarifying their notes.

T he split-it-in-two lecture

a. Lecturefor 20 minutes.

b. Ask studentsindividually to summarize the main points. Then ask
them to work with a partner to see if they can reach aconsensus. Finally,
have alarge group discuss on to reach consensus. (10 to 15 minutes)

Use a consgstent thinking skillsvocabulary.

Explain to sudentswhat values, attitudes, and skillsyou are trying to help them develop
in a particular lesson.

"Force" studentsto take a podtion on a satement. On each of the four walls put asign.
These sgnssay; Highly Aaree, Agree, Disagreeand Highly Disagree. Then make a statement
such as, "Nurses should alwaysfollow hospital procedures.” The studentsthen move to the
wall with the sign that best reflects their feelings. Students then explain why they selected their
position. Asthey argue other students may change their postion.

Use class oom assessment techniques to evaluate the effectiveness of your teaching.



Critical Thinker
“Crimson Tide"

You are about to see excerptsfrom the movie Crimson Tide. The movie features
a conflict between the Captain and the Executive Officer concerning whether to
initiate a nuclear missile launch. Using the concepts from the textbook, answer the
following questions.

1. What isthe claim being argued by the captain and the executive officer?
What isthe status quo?

2. What isthe threshold each officer hasfor their decision on the claim?
Why are they different?

3. How iseach of the officer’'sdecision avalid decision? That is, what datado
each of the officers use to make his conclusion?

4. How do each of the two officersdisplay the qualities of a critical thinker?
5. Whilethey both display the qualities of a critical thinker, each isalso
dogmatic about hisdecisions, how does this effect each officer’scritical

thinking process.

6. The two officers have adifficult time communicating with each other.
Explain this difficulty using the concept of encoding and decoding.

A critical thinker is labeled as one who refuses to complacently accept condusions, one
who analyzes and evaluates evidence in order to distinguish strong reasoning, unlike the uncritical
thinker who accepts or rejects condusions , often on the basis of egocentric attachment or
unassessed bias.

Kathleen Murphy, Humanities
El Camino College-California




Examples of C.A.T.S.

1.
2.

10.

11.

12.

13.
14.

15.

Empty outlines-partially completed outline

Pre test--series of questionswhich tests the initial knowledge of the
students. Theinstructor can ask for specific answers, true false or
highly agree down to highly disagree type questions.

M emory matrix--a two-dimensional diagram, a rectangle divided into rows and
columnsused to organize information and illustrate relationships. Thisallows the
instructor to access students recall of important course content and their skill at
quickly organizing that information into categories provided by the instructor.
Clearest/muddiest point--an index card with one side asking for what the learner
found the clearest part of the classwhile on the other side, what wasthe |east clear
part of the class.

One minute paper --gives students one minute to write a paper which can answer
one of the following questions; "What wasthe most important thing you learned
during this class?* or "What important question remains unanswered?"

Pro and con grid--a list of prosand consto help understand the implications of a
policy action or attitude.

Analytic memo--a writing exercise where asimulated memo is written to a
fictiond person who needs the student's analysisto make an informed decision.
Word jour nal--a two-part response beginning with the student summarizing a
short text in asingleword. Second, the student writes a paragraph explaining why
she chose that particular word to summarize the text.

Approximate analogies-making completing the second half of an analogy--A is
toB asX isto Y for which theinstructor has supplied thefirst half. From a
sociology class---Incomeisto social classas isto :

Concept maps--are drawing or diagrams showing the mental connections tha
students make between amajor concept the instructor focuses on and other
concepts they have learned.

Invented Dialogues-—-writing adialogue between two people. The people could
bereal or fictitious. The student must invent reasonable quotesthat fit the
character of the speakers and the context.

What's the Principle?--after they identify what type of problem they are dealing
with, they often must then decide what principle or principlesto apply in order to
solvethe problem.

Student-gener ated test questions--gives students the opportunity to create
guestions illustrating what they know and what they think may be important.
Classroom opinion polls—-ask studentsto raise their hands to indicate agreement
or disagreement with a particular statement.

Everyday ethical dilemmas-create ethical dilemmas in order to understand the
students moral and ethical decision making.




Andragogy

M. Knowles

Overview:

Knowles theory of andragogy isan attempt to develop atheory specifically
for adult learning. Knowles emphasizes that adults are self-directed and
expect to take regpongbility for decisons. Adult learning programs must
accommodate this fundamental aspect.

Andragogy makes the following assumptions about the design of learning:
(1) Adults need to know why they need to learn something
(2) Adultsneed to learn experientially,
(3) Adults approach learning as problem-solving, and
(4) Adultslearn best when the topic is of immediate value.

In practical terms, andragogy meansthat instruction for adults needsto
focusmore on the pr ocess and lesson the content being taught. Strategies
such as case studies, role playing, smulations, and sel f-evaluation are

mogt useful. Ingructors adopt arole of facilitator or resource rather than
lecturer or grader.

Strategies to Enhance Adult M otivation to Learn

by Raymond J. Wlodkowski summarized from
Adult Learning Methods: A Guide for Effective Instruction by Michael W. Galbraith, 1991

Teacher Beliefs

Teacher’sbest initial preparation for working with adultsisto be personally convinced and readily
able to demonstrate that what i s being learned could not possibly be considered a waste of time or
unrelated to the lives and values of the learners. Teachers must ask two questions:

1. How will my learners consistently know that what they are learning is
vitally important to them?
2. How will my learners consistently know they can effectively use or

apply what they are learning?
M ake the first experience with a new subject or topic safe, successful, and interesting
Stress the importance of the amount and quality of effort needed for success in learning.

M akethe L earning Goal as Clear as Possible
@ Digribute ingtructional objectives @® \\/rite purpose on chalkboard
@ Hand out lig of learning outcomes ® (Clearly inform learners of learning expectations

M akethe Criteria of Evaluation asClear as Possible



30 ThingsWe Know For Sure About Adult L earning

By Ron and Susan Zemke
Innovation Abstracts Vol VI, No 8, March 9, 1984

A variety of sources providesuswith abody of fairly reliable knowledge about adult learning. This
knowledge might be divided into three basic divisions. things we know about adult learners and their
motivation, things we know about designing curriculum for adults, and things we know about
working with adultsin the classroom.

M otivation to L earn

1. Adultsseek out learning experiencesin order to cope with specific life-changing events—e.g.,
marriage, divorce, anew job, a promotion, being fired, retiring, losing aloved one, moving to a
new city.

2. The more life change events an adult encounters, the more likely he or she isto seek out learning
opportunities. Just as stress increases as life-change events accumulate, the motivation to cope
with change through engagement in a learning experience increases.

3. Thelearning experiences adults seek out on their own are directly related - at least in their
perception - to the life-change events that triggered the seeking.

4. Adultsare generally willing to engage in learning experiences before, after, or even during the
actual life change event. Once convinced that the change is a certainty, adultswill engage in any
learning that promisesto help them cope with the transition.

5. Adultswho are motivated to seek out alearning experience do so primarily because they have a
use for the knowledge or kill being sought. Learning isameansto an end, not an end in itself.

6. Increasing or maintaining one’'s sense of self-esteem and pleasure are strong secondary
motivators for engaging in learning experiences.

Curriculum Design

1. Adult learnerstend to be less interested in, and enthralled by, survey courses. They tend to prefer
sngle concept, single-theory courses that focus heavily on the application of the concept to
relevant problems. Thistendency increases with age.

2. Adultsneed to be able to integrate new ideas with what they already know if they are goingto
keep - and use - the new information.

3. Information that conflicts sharply with what is already held to be true, and thusforcesare-
evaluation of the old material, isintegrated more dowly.

4. Information that haslittle “conceptual overlap” with what isal ready known isacquired sowly.

5. Fagt-paced, complex or unusual learning tasksinterfere with thelearning of the concepts or data
they are intended to teach or illudtrate.

6. Adultstend to compensate for being dower in some psychomotor learning tasks by being more
accurate and making fewer trial-and-error ventures.

7. Adultstend to take errors personally and are more likely to let them affect self-esteem. Therefore,
they tend to apply tried-and-true solutions and take fewer risks.

8. The curriculum designer must know whether the concepts or ideaswill be in concert or in
conflict with the learner. Some ingtruction must be designed to effect a change in belief and value
sysems.



9.

10.

11.

12.

13.

14.

Programs need to be designed to accept viewpoints from people in different life stages and g
different value " sats.” ‘
A concept needs to be “anchored” or explained from more than one value set and appeal to 1%
than one developmental life stage. i
Adults prefer self-directed and self-designed learning projects over group-learning experiences
led by a professonal, they select more than one medium for learning, and they desire to control
pace and start/stop time.

Nonhuman media such as books, programmed ingtruction and televison have become popular
with adultsin recent years.

Regardless of media, sraightforward how-to isthe preferred content orientation. Adultscite a
need for application and how-to information as the primary motivation for beginning alearning
project.

Self-direction does not mean isolation. Studies of self-directed learning indicate that self-directed
projectsinvolve an average of 10 other people asresources, guides, encouragers and the like. But
even for the self-professed, self-directed learner, lectures and short seminars get positive ratings,
especially when these events give the learner face-to-face, one-to-one accessto an expert.

In the Classroom

The learning environment musgt be physically and psychologically comfortable; long lectures,
periods of interminable stting and the absence of practice opportunities rate high on the irritation
scale.

Adults have something real to lose in a classroom situation. Self-esteem and ego are on the line
when they are asked to risk trying a new behavior in front of peers and cohorts. Bad experiences
in traditional education, feelings about authority and the preoccupation with events outsde the
classroom affect in-class experience.

Adults have expectations, and it is critical to take time early on to clarify and articulate all
expectations before getting into content. The ingructor can assume responsbility only for hisor
her own expectations, not for those of students.

Adultsbring a great deal of life experience into the classroom, an invaluable asset to be
acknowledged, tapped and used. Adults can learn well -and much - from dialogue with respected
peers.

Instructors who have atendency to hold forth rather than facilitate can hold that tendency in
check—or compensate for it—by concentrating on the use of open-ended questionsto draw out
relevant sudent knowledge and experience.

New knowledge hasto be integrated with previous knowledge; students must actively participate
in the learning experience. The learner isdependent on the ingtructor for confirming feedback on
skill practice; the ingtructor is dependent on the learner for feedback about curriculum and in-
class performance.

The key to the ingructor roleis control. The ingructor must balance the presentation of new
material, debate and discussion, sharing of relevant sudent experiences, and the clock.

Ironically, it seems that ingtructors are best able to establish control when they risk giving it up.
When they shelve egos and gifle the tendency to be threatened by challenge to plans and
methods, they gain the kind of facilitative control needed to effect adult learning.

The ingructor hasto protect minority opinion, keep disagreementscivil and unheated, make
connections between various opinions and ideas, and keep reminding the group of the variety of
potential solutionsto the problem. The ingructor isless advocate than orchesrator.

Integration of new knowledge and skill requirestransition time and focused effort on application.



Creative Association

Here's a chance to associ ate a specific classlesson with avariety of activities. Fird,
date athe lesson or point you want to convey to your students.

Now, make some associations.

Movies Field Trips Group Work

Class L esson

Writing Assignments Current Event

Tape/Video Recorder Your strategy Oral Performances




The Courage to Teach

The word "courage' comes from aroot that means "heart," and |
like to transpose the words. How can we develop and sustain, in
ourselves and each other, the heart for good teaching (assuming
that the mind is already available)? Good teaching requires
courage--the courage to expose one's ignorance as well as
insight to invite contradiction as well as consent, to yield some
control in order to empower the group, to evoke other people's
lives as well as revea one's own. Furthermore, good teaching
sometimes goes unvalued by academic institutions, by the
students for whom itis done, and even by those teachers for
whom itis done and even by those teachers who do it. Many of
us "lose heart" in teaching. How shall we recover the courage
that good teaching requires?

It its original meaning, a"professor" was not someone with
esoteric knowledge and technique. Instead, the word referred to
a person able to make a profession of faith in the midst of a
dangerous world. All good teachers, | believe have access to this
confidence. It comes not from the ego but from a soul-deep
sense of being at home in the world despite its dangers. Thisis
the authority by which good teachers teach. Tisis the gift they
pass on to their students. Only when we take heart as
professors can we "give heart" to our students--and that, finaly,
Is what good teaching is dl about.

by Parker J. Palmer
Teaching Excellence
Vol.3,No.3,1991-1992




Jim’s Top Ten Teaching Tips

10. Start with the end product.
What doyou want your studentsto really learn?

9. Teach sKkills, not just data

8. Createa classyou would like to attend.
Realize that you control the mood of the class.

7. Have Fun

6. Have high expectations.

5. Beaprofessional.

4. Realizethat your students are not you.

3. Tear Down the Student Professor Wall.
Show them you are human.
Use your sense of humor.

2. Allow your studentsto succeed.

1. Be Enthusastic about your subject
and your teaching!



Attitude

The longer | live the more | realize the impact of
attitude on life Attitude, to me is more important than
facts. It is more important than the past, than education,
than money, than circumstances, than failures, than ap-
pearance, giftedness, or skill. It will make or break a
company .achurch.ahome The remarkable thing is you
have achoice every day regarding the attitude you will
embrace for that day. We cannot change our past. We
cannot change the fact that people will act in acertain
way. We cannot change the inevitable. The only thing
we can do is play on the one string we have and that is
our attitude | am convinced that life is 10% what hap-
pens to me and 90% how | react to it. And so it iswith
you..

You arein charge of your attitude

---Author Unknown
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