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Presentation

sixth to one-fourth of all classroom time. The

amount of time devoted to presenting and ex-
plaining information increases at the higher grade
levels of elementary school, in middle schools, and
high schools (Dunkin and Biddle, 1974). Some edu-
cators have argued that too much time is devoted to
teachers talking, and over the past two decades con-
siderable effort has gone into creating models aimed
at decreasing the amount of teacher talk. Nonethe-
less, formal presentation of information remains the
most popular model of teaching, and the amount of
time devoted to it has remained relatively stable over
time.

The popularity of presenting and explaining is
not surprising since the most widely held objectives
for education at the present time are those associated
with the acquisition and retention of information.
Curricula in schools have been structured around
bodies of information organized as science, mathe-
matics, English, and the social sciences. Conse-
quently, curriculum guides, textbooks, and tests rou-
tinely used by teachers are similarly organized.
Experienced teachers know that exposition is an ef-
fective way of helping students acquire the array of
information society believes it is important for them
to know.

F ormal presentations by teachers comprise one-

The purpose of this chapter is to introduce the
presentation teaching model and tell how to use it
effectively. Judgments will not be made about the
ideal amount of time a teacher should devote to this
model. Instead, the model will be described as a val-
uable teaching approach that can be used in all sub-
ject areas and at all grade levels. The point of view
taken here is that the appropriate use of the presen-
tation model is situational; that is, its use depends
on the objective the teacher is striving to achieve
and the particular students with whom the teacher
is working.

Fortunately, the knowledge base on teacher pre-
sentation and explanation is fairly well developed.
Beginning teachers can learn this model quite easily.
As you read this chapter and study the model, you
will find much that is familiar. Some of the material
you already know from speech classes taken in high
school or college. Some of the difficulties of present-
ing you know from informal talks or speeches you
have made. Although the goals of public speaking
and classroom presentations are quite different,
many of the basic communication skills are the same.
As in previous chapters, this chapter first provides a
framework for thinking about presenting and ex-
plaining information to students, followed by sum-
maries of some of the research that supports this
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model. The chapter concludes with a discussion of
procedures for teachers and learning aids to help
teachers understand and practice the model.

PERSPECTIVE AND RATIONALE

Three complementary ideas have come together over
the past three decades to provide the rationale and
the pedagogy for the presentation model of teaching.
These include: (1) the concept of structure of knowl-
edge, (2) the psychology of meaningful verbal
learning, and (3) ideas from cognitive psychology
associated with the representation and acquisition of
knowledge. It is important to understand the ideas
underlying these three topics because they provide
the basis on which teachers choose, organize, and
present information to students. They also support
several features of the other models presented later.

Structure and Organization of Knowledge

Knowledge of the world has been organized around
various subject areas called disciplines. History is an
example of a discipline that organizes knowledge
using temporal concepts; biology organizes informa-
tion and ideas about living things and physics about
the physical world. The clustering of courses by aca-
demic departments in college catalogs is one illustra-
tion of the wide array of disciplines which currently
exist. The classification of books in libraries according
to subject matter under the Dewey decimal or Library
of Congress system is another.

The disciplines, as they are defined at any point
in time, constitute the resources on which most
teachers and curriculum developers draw in making
decisions about what knowledge should be taught to
students. Over two decades ago Ralph Taylor made
this observation in a speech at a conference on curric-
ulum:

From the standpoint of the curriculum, the disciplines should
be viewed primarily as a resource that can be drawn upon
for the education of students. Hence, we want to under-
stand these resources at their best. And we, | think properly,
are often fearful that some of the second-hand treatment
that we get of these subjects really prostitutes them — does
not represent them at their best. Certainly these disciplines
at their best are not simply an encyclopedic collection of
facts to be memorized but rather they are an active effort to

make sense out of some portion of the world or of life. (Ford
and Pugno, 1964, p. 4)

During the 1950s several scholars and curricu-
lum theorists started to study how disciplines were
organized and what that organization meant to in-
struction. A little book written by Jerome Bruner in
1960 called The Process of Education highlighted this
research. This inquiry produced the idea that each
discipline has a structure consisting of key concepts
that define the discipline. Figure 8-1 shows a partial
knowledge structure for information about American
government.

Note the illustration shows how the structure of
government can be viewed as having several major
ideas with a variety of subideas such as citizen rights,
powers given to the states, and the various branches
of government. It is not appropriate here to go into
detail about the knowledge structures of various dis-
ciplines. However, it is important to emphasize that
such structures exist and that they become a means
for organizing information about topics, for dividing
information into various categories, and for showing
relationships among various categories of informa-
tion.

The teaching implications of this structuring of
knowledge are clear —the key ideas supporting each
structure should be taught to students instead of lists
of disparate facts or bits of information. For example,
Bruner (1962) argued that knowing about a house “is
not a matter of knowing about a collection of nails,
shingles, wallboards, and windows” (p. 77). It is the
total concept of house that is significant and impor-
tant. The same could be said with examples from
mathematics, economics, or botany.

Meaningful Verbal Learning

David Ausubel (1963), an educational psychologist,
did some interesting ground-breaking work at about
the same time. He was particularly interested in the
way knowledge is organized hierarchically and how
the human mind organizes ideas. He explained that
at any point in time a learner has an existing ““organi-
zation, stability, and clarity of knowledge in a partic-
ular subject-matter field” (p. 26). He called this orga-
nization a cognitive structure and believed that this
structure determined the learner’s ability to deal with
new ideas and relationships. Meaning can emerge
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from new materials only if they tie into existing cog-
nitive structures of prior learning.

Ausubel saw the primary function of formal edu-
cation as the organizing of information for students
and the presenting of ideas in clear and precise ways.

The principal function of pedagogy, according to Au-

subel, is “‘the art and science of presenting ideas and
information meaningfully and effectively—so that
clear, stable and unambiguous meanings emerge
and . . . [are] retained over a long period of time as
an organized body of knowledge” (Ausubel, 1963,
p- 81). For this learning to occur, according to Ausu-
bel, the teacher should create two conditions: (1)
present learning materials in a potentially meaning-
ful form, with major and unifying ideas and princi-
ples, consistent with contemporary scholarship,
highlighted rather than merely listed as facts; and (2)
find ways to anchor the new learning materials to the
learners’ prior knowledge and cognitive structures
and ready the students’ minds so that they can re-
ceive new information.

The major pedagogical strategy proposed by Au-
subel (1963) s the use of advance organizers. Itis the
job of an advance organizer to “delineate clearly,
precisely, and explicitly the principal similarities and
differences between the ideas in a new learning pas-
sage, on the one hand, and existing related concepts
in cognitive structure on the other” (p. 83). More
specific details about how to construct and present

‘advance organizers will be provided later in this
chapter.

Cognitive Psychology of Learning

A third stream of inquiry that helps explain how in-
formation should be presented to students grew out
of the rapidly expanding field of cognitive psychol-
ogy. Its frame of reference is important to teachers
because it provides ways for thinking about how
knowledge is represented, and it emphasizes that one
of the important goals of teaching is to facilitate active
thinking and mental processing. As you read the key
ideas below, you will observe how they are con-
nected in many ways to Bruner’s earlier concept of
structure of knowledge and Ausubel’s ideas -about
meaningful verbal learning.

Also, not unlike Ausubel’s ideas about knowl-
edge structure is a currently formulated theory called
schema theory. Cognitive psychologists use the label

schema to define the ways people organize informa-
tion about particular subjects and how this organiza-
tion influences their processing of new information
and ideas. Individuals’ schema differ in important
ways and schemata held about math or science or any
other topic, for example, prepare the learner to pro-
cess new information and to see relationships. The
more complete knowledge structures become on a
particular topic the easier it becomes to see connec-
tions and more abstract relationships.

Ellen Gagné (1985) organized the ideas and re-
search in the field of cognitive psychology that apply
directly to teaching. The discussion that follows relies
heavily on her important work and her definitions of
three concepts: knowledge types, knowledge repre-
sentation, and information processing.

TWO TYPES OF KNOWLEDGE

Attributing the idea to Gilbert Ryle (1949) and Robert
Gagné (1977), Ellen Gagné distinguished between
two types of knowledge: declarative knowledge and
procedural knowledge. Declarative knowledge is
knowledge about something or knowledge that
something is the case. Procedural knowledge is
knowledge about how to do something. Examples of
declarative knowledge, again using the illustration of
government presented in Figure 8-1, would be infor-
mation about the legislative branch of government;
for example, it has two chambers, the House and the
Senate, and senators are elected for 6-year terms.
Procedural knowledge about the same subject would
be knowledge about how to go to the polling place to
vote on Election Day or how to write a letter to a
senator.

This distinction between the two types of knowl-
edge is an important one for teachers. Declarative
and procedural knowledge are acquired differently
by students and require different teaching ap-
proaches. This chapter, for instance, deals mainly
with what teachers do to help students acquire de-
clarative knowledge —new information about some
topic, for instance. Conversely, Chapter 10 focuses
on helping students acquire procedural knowledge.

KNOWLEDGE REPRESENTATION

Cognitive psychologists say that humans process
knowledge in term of basic units, called propositions
or ideas. According to Gagné (1985):
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of information is its relationship to other units. Our knowl-
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Because the relationships among sets of information
are a crucial aspect of intelligence, it is important fo have a
way of representing them. One way is the form of propo-
sitional networks, which are sets of interrelated propo-
sitions. (p. 40)

Figure 8-2 shows a hypothetical propositional
network for information about certain categories of
living things. The illustration in Figure 8-2 is similar
to the structure of knowledge concept introduced
earlier and to Ausubel’s concept of meaningful verbal
learning. Without going into further detail on this
topic, it is important to note that just as scholars orga-
nize academic disciplines according to a structure, so
too do learners organize knowledge into propositions *
and networks. Although psychologists are not in
agreement about the exact nature of these networks,
the important point for teachers is that information is
stored in some type of propositional network and, as
will be described later, these networks actively filter
new information and thereby determine how well
new information presented by teachers will be inte-
grated and retained by learners.
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PRIOR KNOWLEDGE: WORKING AND
LONG-TERM MEMORY

A final concept from cognitive psychology that is
important to teachers as they plan and present new
information to students is the concept of working and
long-term memory.

New ideas and information enter the mind
through one of the senses—eyes or ears, for exam-
ple—and are noted first by the learner’s working
memory. Working memory, according to Gagné
(1985), is the “‘place where conscious mental work is
done. For example, if you are solving the problem
26 X 32 mentally, you would hold the intermediate
products 52 and 78 in working memory and add
them together there” (p. 10). That part of the envi-
ronment and mental activity of which the learner is
actually aware at a particular moment is working
memory.

Information in working memory may soon be
forgotten unless stored more deeply in long-term
memory. Long-term memory can be likened to a
computer. Information must first be coded before it
can be stored and, although stored for perhaps a life-
time, cannot be retrieved unless first given appropri-
ate cues. Information or ideas stored in long-term
memory must also be retrieved to working memory
before it can be used.

Figure 8-2 Hypothetical propositional network

Has skin
/ Can move around
/

Has wings

Has feathers

Has long

Can sing thin legs
Canary Zzd Ostrich 7+ s tall
~ Is yellow Can't fly

— Eats
Breathes

Has fins
— Can swim
Has gills

Is pink
— Is edible

™~ Is Swims
dangerous upstream
to lay
eggs

SOURCE: From A. M. Collins and M. R. Quillian (1969), Retrieval time from semantic memory. Journal of
Verbal Learning and Verbal Behavior, 8, 241. Used with permission.
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According to Gagné and White (1978), long-term
memory stores four types of information: verbal
knowledge, intellectual skills, images, and episodes.
Verbal knowledge is the declarative and proposi-
tional knowledge described above. Intellectual skill is
the procedural knowledge for performing intellectual
tasks such as the skill to write a sentence. Images and
episodes are pictorial representations of certain in-
formation and memories of certain events in which
the learner has participated. Figure 8-3 shows how
working and long-term memory interact in instruc-
tional settings.

Teaching principles about presenting informa-
tion growing out of ideas from cognitive psychology
are important for teachers in four ways. One, it is
important to know that knowledge is organized and
structured around basic propositions and unifying
ideas. However, individuals differ in the way their
knowledge about particular topics is organized. Two,
students’ abilities to learn new ideas depend on their
prior knowledge and existing cognitive structures.
Three, the primary tasks for teachers in helping stu-
dents acquire knowledge are: (1) thoughtful and
skillful organization of learning materials, (2) provid-

ing students with advance organizers that will help
anchor and integrate new learning, and (3) providing
them with cues for drawing information from their
long-term to their working memories. Finally, re-
member that cognitive structures change as a result of
new information and thus become the basis for de-
veloping new cognitive structures.

SAMPLING THE KNOWLEDGE BASE

The knowledge base on presenting and explaining
information to learners has been developed by re-
searchers working in several different fields, espe-
cially cognitive psychology and information process-
ing, as described in the previous section. Other
research comes from the study of teaching and has
focused on such topics as set induction, use of prior
knowledge, and advance organizers. Still other work
haslooked at teacher clarity and enthusiasm and how
these attributes affect student learning. Since it is
impossible to provide full coverage of this extensive
research base, only selected works have been high-
lighted in this section.

Figure 8-3 An example of working and long-term memory -

Suppose that a second-grade teacher wants Joe to learn the fact that the capital of
Texas is Austin. The teacher asks Joe, “What is the capital of Texas?"’ and Joe says,
“l don't know.” At the same time Joe may set up an expectancy that he is about to
learn the capital of Texas, which will cause him to pay attention. The teacher then
says, “The capital of Texas is Austin.” Joe's ears receive this message along with other
sounds such as the other pupils’ speech and traffic outside the school.

All of the sounds that Joe hears are translated into electrochemical impulses and
sent to the sensory register. The pattern that the capital of Texas is Austin is selected
for entry into working memory, but other sound patterns are not entered.

Joe may then code the fact that the capital of Texas is Austin by associating it
with other facts that he already knows about Austin (e.g., that it is a big city and that
he once visited it). This coding process causes the new fact to be entered into long-
term memory. If Joe has already developed special memory strategies (which is
somewhat unlikely for a second grader), his executive control process would direct the
coding process to use these special strategies.

The next day Joe’s teacher might ask him, “What is the capital of Texas?” This
question would be received and selected for entry into WM. There it would provide
cues for retrieving the answer from LTM. A copy of the answer would be used by the
response generator to organize the speech acts that produce the sounds, ““Austin is
the capital of Texas.” At this point Joe's expectancy that he would learn the capital of
Texas has been confirmed.

SOURCE: From E. D. Gagné, The cognitive psychology of school learning, p. 12. Copyright © 1985 by Ellen
D. Gagné. Reprinted by permission of Little, Brown and Company.
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Research has been conducted, particularly during the
past 10 years, on the influence of prior knowledge for
learning to read, learning to use new information,
and learning to write. In general this research points
toward the importance of prior knowledge for learn-
ing new information and new skills. For example, a
particularly interesting study on the influence of
prior knowledge on children’s production of narra-
tive was conducted by Mosenthal and his colleagues
(1985). The researchers selected a representative
group of fourth-grade teachers and picked two
whose teaching styles were characterized by asking
questions to elicit prior learning from students and
two who did not do much of this. Each teacher was
then asked to conduct a writing lesson in his or her
class. The lesson consisted of presenting students
with a series of 13 pictures representing a baseball
episode and asking students to write a story about the
picture sequences. The results from this study
showed that students in the classrooms where
teachers made use of their students’ prior knowledge
produced stories that were generally more complex
and creative than those produced by students in the
other classrooms.

One important teaching skill for helping students
use their prior knowledge is a skill called set induc-
tion. Set induction is a technique used by teachers at
the beginning of a presentation to prepare students to
learn and to establish a communicative link between
the learners and the information about to be pre-
sented. Several informative studies have been con-
ducted on this topic. One of the most interesting was
conducted in Australia by R. F. Schuck in the early
1980s. In a rather sophisticated experimental study,
Schuck (1981) randomly assigned 120 ninth-grade
biology students to two groups. Teachers for the ex-
perimental group were given 4 hours of training on
set induction techniques. When the experimental
students” achievement was compared to that of the
control students, Schuck found that the use of set
induction had a clearimpact on student achievement.
This impact existed not only immediately following
instruction but held up when students were tested 24
to 26 weeks later.

As you will see later, set induction is not the same
as an advance organizer, although both serve the
similar purpose of using students’ prior knowledge.
Through set induction, teachers help students re-
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trieve appropriate information and intellectual skills
from long-term memory and get it ready for use as
new information and skills are introduced. More in-
formation about and examples of set induction will
be provided later.

Using Advance Organizers

As you read in the previous section, Ausubel saw the
use of an advance organizer as a means to help make
information meaningful to students. For Ausubel, an
advance organizer consists of statements made by
teachers just prior to actual presentation of the learn-
ing materials. These statements are at a higher level
of abstraction than the subsequent information. Later
in this chapter advance organizers are defined more
precisely; however, here it is important to say that
advance organizers help students use prior knowl-
edge just as establishing set does. They differ, how-
ever, in that they are tied more tightly to the subse-
quent information and provide an anchor for later
learning.

Research Summary 8-1 presents Ausubel’s semi-
nal work on advance organizers, first published in
1960.

Since David Ausubel first published his results,
other psychologists and educational researchers have
been actively testing his hypothesis. Walberg (1986)
reported that from 1969 to 1979 advance organizers
were the subject of 32 studies. Walberg also described
a synthesis of research done by Luiten, Ames, and
Aerson (1980) that identified over 135 studies on the
effects of advance organizers. Although not all of the
studies show the effectiveness of advance organizers,
the findings seem to be consistent enough over time
to recommend that teachers use advance organizers
when presenting information to students.

Teacher Clarity

Using advance organizers, establishing set, and at-
tending to prior learning all affect student learning.
Another variable associated with the presentation of
information that has been shown to influence stu-
dent learning is teacher clarity. An important early
study on the topic of teacher clarity was conducted by
Hiller, Gisher, and Kaess (1969). They asked teachers
to deliver two different 15-minute presentations to
their students —one on Yugoslavia and the other on
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RESEARCH SUMMARY 8-1

Ausubel, D. P. (1960). The use of advance organizers in the learing and refention of
meaningful verbal material. Journal of Educational Psychology, 51, 267 -272.

PROBLEM: Does giving students an advance organizer to serve as an intellectual scaffold
really facilitate learning and retention of unfamiliar but meaningful verbal learning materials? David
Ausubel asked and studied this question over 30 years ago. This original study sparked a research
inferest in this problem and subsequently led to a substantial knowledge base on the effects of
using advance organizers and the importance of tying learning materials to the existing cognitive
structures of students.

SAMPLE AND SETTING: Ausubel studied 110 senior undergraduate students (78 women
and 32 men) at the University of lllinois. The students were in teacher education and were enrolled
in a course in educational psychology when they were asked to participate in the study.

PROCEDURES: The researcher designed a 2,500-word learning passage on the topic of the
““metallurgical properties of carbon steel.” Emphasis of the content of the learning materials
according fo the researcher was on “'basic principles of the relationship between metallic grain
structures, on the one hand, and temperature, carbon content, and rate of cooling on the other."”’
This topic was chosen because it had been determined that it was one that most liberal arts and
teacher education majors would not be familiar with, an important condition if the central hypoth-
esis was to be tested. Subjects were divided into two groups, experimental and control. The
groups were matched on the basis of ability to learn unfamiliar material (test score on another
passage of comparable difficulty). Each group then received the following treatments.

- Experimental group The introduction to the steel learning materials for students in the
experimental group contained a 500-word introductory passage with a substantive ad-
vance organizer— background material presented at a higher level of abstraction than
information in the content of the materials to follow.

« Controlgroup Theintroduction to the steel learning materials for students in the control
group provided historically relevant material and information in a 500-word passage, but
no advance organizer.

Both groups studied the learning materials for 35 minutes and then took a test on the materials 3
days later. The test consisted of 36 multiple-choice items covering the major principles and facts in
the learning materials.

R —— o s

Thailand. Teachers were encouraged to make the
presentations in their normal fashion. They studied
five teacher presentation variables: verbal fluency,
amount of information, knowledge structure cues,
interest, and vagueness. The researchers found sig-
nificant relationships on two factors: verbal fluency
(clarity) and vagueness. The examples of vagueness
or lack of clarity provided by the researchers were
particularly enlightening.

And the young author's name, although this isn't too impor-
tant a thing to remember, is that it was a young author who
wrote this. I'll put his name on the board anyway. Mihajlov
wrote these articles. And someone has done something,
that is like someone very similar had done, and there was
another author whose name is, um, let's just remember
there's another author. . . .

But at the same time it's a relatively new country, rebuilding
you see, and they put alot of money into building roads and




[image: image10.jpg]CHAPTER 8: PRESENTATION 237

TABLE 8-1 Retention Test Scores of Experimental
and Control Groups on Learning Passage
TYPE OF STANDARD
GROUP INTRODUCTION  MEAN  DEVIATION
Experimental  Advanced 16.7* 5.8
organizer
Control Historical overview 14.1 5.4

* Significant at the .05 level.

POINTERS FOR READING RESEARCH: There are no new concepts introduced in Table 8-1.
Ausubel’s study is rather straightforward. However, as with many studies during this era, Ausubel's
subjects were college students. Results stemming from this type of population do not necessarily
generdlize o younger students and those with varying backgrounds typical of most elementary
and secondary schools. It was not until the 1970s that large numbers of researchers left their own
college classrooms and conducted investigations in the schools themselves. This study is included
here, regardless of its weaknesses, because of Ausubel's close association with the advance
organizer model of teaching and because it has influenced so much later research.

RESULTS: Table 8-1 shows the test scores made by students in the experimental and control
groups.

DISCUSSION AND IMPLICATIONS: As can be observed in Table 8-1, students who were
given advance organizers before they read the 2,500-word passage on steel retained more
information 3 days later as compared to students who were introduced to the learning materials
with a historical passage. The weakness in Ausubel’s study, as a test for the effectiveness of the
advance organizer, is that the information was given to students in text, not verbally. Nonetheless,
the ideais still the same. A word of caution: Ausubel’s study should not be interpreted as proof that
historical information is unimportant. Historical perspectives can be used, but they are not as
effective as conceptual organizers in helping students integrate and retain meaningful verbal
information.

factories and so on and so you don't have alot of consumer
goods — shoes and so on. So, there are not a lot of these
things available. There are, is a lot of money and so the
dollar became worth a lot less. (p. 672)

It should be clear that teachers who present informa-
tion in the above ways will give their students little
chance of learning the materials. The researchers

suggested that vagueness in a presentation most
often indicates that the speaker does not know the
information well or cannot remember the key points.
This, of course, suggests several steps for teachers
who are about to present information to their stu-
dents: (1) make sure the content is thoroughly under-
stood, (2) practice and commit the key ideas to mem-
ory prior to presentation, or (3) follow written notes
very carefully.
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In areview of the research done in the 1950s and
1960s, Rosenshine and Furst (1973) reported that
“teacher clarity” was a specific teaching trait that
showed up consistently as having an impact on stu-
dent achievement. Similarly, when Walberg,
Schiller, and Haertel (1979) reviewed the research
from 1969 to 1979 they found seven studies that
focused on teacher clarity. All seven showed a strong
relationship between teacher clarity and student
achievement.

Teacher Enthusiasm

A final aspect of presentation is teacher enthusiasm.
This is an interesting concept for two reasons. First,
enthusiasm is often confused with theatrics and its
associated distractions, and second, the research on
the relationship between teacher enthusiasm and
student learning is mixed. The topic gives an oppor-
tunity to provide a concrete example of how conflict-
ing evidence from research on an important aspect of
teaching can lead to different guidelines for practice.

EFFECTS OF ENTHUSIASM

In 1970 Rosenshine reviewed the research on teacher
enthusiasm and reported that it showed pretty con-
sistent relationships between teacher -enthusiasm
and student learning. Since that time researchers
have tried to study teacher enthusiasm with more
precise designs and have developed training pro-
grams to help teachers become more enthusiastic in
their presentations. For example, Collins (1978) de-
veloped and tested a training program that looked at
a specific set of enthusiastic behaviors: rapid, uplift-
ing, varied local delivery; dancing, wide-open eyes;
frequent, demonstrative questions; varied, dramatic
body movements; varied emotive facial expressions;
selection of varied words, especially adjectives;
ready, animated acceptance of ideas and feelings;
and exuberant overall energy (Collins, 1978). Collins
found that students in classes of enthusiasm-trained
teachers did better than those in classes of untrained
teachers.

However, in 1979 Bettencourt, one of Mark
Gall’s students at the University of Oregon, repli-
cated Collins’s study and could find no differences in
achievement between enthusiasm-trained and un-
trained teachers. This led Bettencourt and Gall to go
back and review several of the earlier studies on en-

thusiasm. Borg and Gall (1983) reported the follow-
ing about this review.

Four of the previous experiments had demonstrated a posi-
tive effect of teacher enthusiasm on student achievement.
Only one . . . had found an absence of effect. We dis-
covered that the few experiments with positive results have
one feature in common. The comparison treatment (the no-
fraining ¢ondifion) in each study required the teacher to
purposefully actin a non-enthusiastic manner. For example,
in one of the comparison treatments the teacher *'read an
entire speech from a manuscript’’ and “‘made no gestures
or direct eye contact and held vocal inflection to a mini-
mum'" (Coats and Smidchens, 1966). In the two experi-
ments reporting no effect, however, the comparison group
were . . . allowed to use their natural teaching style. (p.
38)

It appears that some evidence exists that points to
the importance of enthusiasm as an influence on stu-
dent learning. However, the studies showing effects
have pitted enthusiasm against “’depressed enthusi-
asm,” not against natural teaching styles. The exact
nature of enthusiasm and how much of it to use re-
main unknown at the present time.

MAIN FEATURES OF PRESENTATION

The specific presentation model highlighted here is
an adaptation of Ausubel’s advance organizer model.
This model requires the teacher to provide students
with advance organizers prior to presenting new in-
formation and to make special efforts during and fol-
lowing a presentation to strengthen and extend stu-
dent thinking. This particular approach was chosen
for two reasons. One, the approach is compatible
with current knowledge from cognitive psychology
about the way people organize, process, and learn
new information. Two, various components of the
model have been carefully studied over the past 20
years, thus giving the model a substantial, if not
always consistent, knowledge base.

As with other models of teaching presented in
this book, the presentation model can be described by
(1) its instructional effects, (2) its syntax, and (3) the
structure of its learning environment. Each of these
features was described in the introduction to this sec-
tion and is used now to organize information about
presentations made by teachers.
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The instructional effects of the presentation model
are clear and straightforward, namely, to help stu-
dents acquire, assimilate, and retain information. The
model also helps students build and expand their
conceptual structures and develop specific habits for
thinking about information. Objectives for teachers
when they are using the presentation model are tar-
geted toward what was described earlier as declara-
tive knowledge as contrasted to procedural knowl-
edge.

Syntax of the Model

There are four phases, or steps, for teachers to follow
when presenting information to students. The flow
proceeds from the teacher’s initial introduction to the
lesson by establishing set and presenting his or her
objectives, through presentations of the advance or-
ganizer and the learning materials, to the conclusion
with interactions aimed at extending and strengthen-
ing student thinking. Each phase and appropriate
teacher behavior is described in Table 8-2.

Structure of the Learning Environment

In the presentation model, the teacher strives to
structure the learning environment tightly. Except in
Phase 4, where the environment must facilitate stu-
dent interaction, the teacher is an active presenter
and expects students to be active listeners. Successful
use of the model requires good conditions for
presenting and listening, including appropriate facili-
ties for use of audio and visual aides. The success of

Table 8-2 Syntax of the Presentation Model
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the model depends upon students being sufficiently
motivated to listen to what the teacher is saying.
During formal presentations students should not be
sharpening pencils, talking to neighbors, or working
on other tasks. Creating an appropriate learning en-
vironment for this type of activity can in some set-
tings be a very difficult task.

PROCEDURES FOR EFFECTIVE
PRESENTATION

Understanding the theoretical and research bases
underlying the teacher presentation model is not suf-
ficient for its effective use. That requires expert exe-
cution of a set of decisions and behaviors during the
preinstructional, interactive, and postinstructional
phases of teaching. In this section guidelines for
using the presentation model appropriately and ef- -
fectively are described.

Preinstructional Tasks

Except for people who arereally shy, it is quite easy to
get up in front of a class of students and talk for 20 to
30 minutes. Talking, however, is not teaching. Making
decisions about what content to include in a presen-
tation and how to organize content so it is logical and
meaningful to students takes extensive preparation
by the teacher. Three planning tasks are most impor-
tant: (1) choosing objectives and content for the pre-
sentation, (2) determining students’ prior knowledge
and cognitive structures, and (3) selecting appropri-
ate and powerful advance organizers and procedures
for set induction.

PHASE

TEACHER BEHAVIOR

Phase 1: Present objectives and establish
set
Phase 2: Present advance organizer

Teacher goes over the obijectives of the lesson and gets students ready to learn.

Teacher presents advance organizer, making sure that it provides a framework for

later learning materials and is connected to students’ prior knowledge.

Phase 3: Present learning materials

Teacher presents learning materials, paying special attention to their logical ordering

and meaningfulness to students.

Phase 4: Extend and strengthen student
thinking

Teacher asks questions and elicits student responses to the presentation to extend
student thinking and encourage precise and critical thinking.
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CHOOSING CONTENT

Most beginning secondary school teachers will still
be learning the subjects they teach; many elementary
teachers will never completely master all the subjects
included in the contemporary elementary curricu-
lum. For teachers who are still in the process of mas-
tering their teaching specialties, the recommendation
for choosing content is to rely on the frameworks and
structures provided in curriculum guides. Most
guides have been written by subject matter specialists
to conform to the subject’s knowledge structure and
are based on experienced teachers’ estimates of stu-
dents’ prior knowledge. If good guides do not exist in
a particular school system, they can be found in the
libraries of most major universities or resource
centers within state departments of education.
Whether beginning teachers use their own knowl-
edge of the subject or knowledge that has been orga-
nized by others, several principles can assist in
choosing content for a particular presentation or
series of presentations.

Economy. Ithasbeen observed that most presenta-

- tions by teachers contain too much information and
too much information that is irrelevant. Students are
hampered from learning key ideas because of verbal
clutter. Bruner (1962), among others, says teachers
should strive for economy in their presentations and
explanations. Economy means being very careful
about the amount of information presented at any
one time; it also means providing concise summaries
of key ideas several times during the presentation.
The economy principle argues for taking a difficult
concept and making it clear and simple for students,
not taking an easy concept and making it difficult
through vagueness and the use of too many words. It
means helping students examine a few critical ideas
in depth rather than bombarding them with unre-
lated facts which have little chance for impacting
learning.

Power. Bruner also describes how the principle of
power should be applied when selecting content fora
presentation. A powerful presentation is one where
basic concepts from the subject area are chosen and
presented in straightforward and logical ways. It is
through logical organization that students come to
see relationships between specific facts and the inter-

relationships among the important concepts that
make up any topic. To achieve economy and powerin
a presentation depends not so much on the delivery
style of the teacher as it does on planning. In fact, a
carefully organized presentation read in monotone
might be more effective in producing student learn-
ing than a dynamic presentation void of powerful
ideas and logical organization, even though students
may enjoy the latter more.

Conceptual Mapping. A third idea that is useful in
helping decide what to teach is that of conceptual
mapping. Posner and Rudnitsky (1986) have written
that “conceptual maps are like road maps, but they
are concerned with relationships among ideas, rather
than places. Conceptual maps . . . help you to ‘get
your bearings’ . . . to clarify the kinds of ideas you
want taught—so you can proceed toward your desti-
nation of real student learning” (p. 25). To make a
conceptual map, you identify the key ideas associated
with any topic and arrange these ideas in some logical
pattern. Sometimes conceptual maps are hierarchical
diagrams, like the one in Figure 8-1, displayed earlier
in this chapter. Sometimes they focus on causal rela-
tions, such as the conceptual map displayed in Fig-
ure 8-4. :

Conceptual maps are fun to make. They can help
you decide which important ideas to teach and they
also can serve as a pictorial to help students under-
stand relationships among various ideas a teacher
may want to explain.

DETERMINING STUDENTS’ PRIOR KNOWLEDGE

Information given in a presentation is based on
teachers’ estimates of their students’ existing cogni-
tive structures and their prior knowledge of a subject.
As with many other aspects of teaching, there are no
clear-cut rules or easy formulas for teachers to follow.
There are, however, some ideas that can serve as
guides for practice and also some informal proce-
dures to be learned from experienced teachers.

Cognitive Structures. For new material to be
meaningful to students, teachers must find ways to
connect the new material to what students already
know. Students’ present ideas on a particular topic
determine which new concepts are potentially mean-
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Figure 8-4 The causal factors affecting rice growing

Heavy rainfall

Supply of
fresh
water

Fertile
soil
Warm
temperature

SOURCE: From A. Collins (1977), Processes in acquiring knowledge. In R. C. Anderson, R. J. Spiro, and
W. E. Montague (Eds.). Schooling and the acquisition of knowledge. Hillsdale, NJ: Lawrence Erlbaum Assoc.

Publishers, Fig. 1, p. 341.

ingful. Figure 8-5 illustrates how a student’s cogni-
tive structure might look in relation to a set of con-
cepts about government. Note that this is the same as
the illustration in Figure 8-1. Now it is being used to
show that some concepts have been learned and
others have not. Note also the illustrator’s judgment
(shaded areas) about which concepts will be relevant
because of the student’s prior knowledge.

Intellectual Development. Cognitive structures
are influenced by students’ prior knowledge. They
are also influenced by maturation and development.
Chapter 1 introduced the idea of emotional and cog-
nitive development and described the developmental
stages of teachers. Several theorists have put forth
developmental theories, including Hunt (1974), Pia-
get (1963), and Perry (1969). Space does not allow a
full discussion of the similarities and differences
among developmental theories, but they agree that
learners do go through developmental stages ranging
from very simple and concrete structures at early ages
to more abstract and complicated structures later. It is
important that teachers tailor the information they
present to the level of development of the learner.
Ideas about how students develop intellectually
can provide assistance to teachers as they plan for a

particular presentation; however, they cannot pro-
vide concrete solutions for several reasons. As experi-
enced teachers know, development is uneven and
does not occur precisely at any given ages. Within
any classroom, the teacher is likely to find students at
extremely varied stages of development. The teacher
will also find some students who have developed to a
high level of abstraction in some subjects, say history,
and still be at a very concrete level in another subject,
such as mathematics.

Another problem facing the teacher striving to
apply developmental theories to planning for a par-
ticular presentation is the problem of measuring the
developmental levels of students. Specific tests exist
(such as Hunt's Paragraph Completion Test, or
Perry’s Test), but these are difficult for teachers to use
and are better suited for older students. Most teachers
must rely on more informal assessments. For exam-
ple, teachers can watch students as they approach
specific problem-solving tasks and make a rough as-
sessment of the degree to which they use concrete or
abstract operations. By listening carefully to students
and asking probing questions, teachers can deter-
mine whether or not the information they are
presenting is meaningful. Watching for nonverbal
cues during a presentation, such as silence, or frowns,
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[image: image16.jpg]or expressions of interest, can provide insights into
what students are integrating into their knowledge
structures. Silence, for example, can mean that stu-
dents are bored; most often it means they do not
understand what the teacher is saying. It may be that
part of the “art of teaching” and a major difference
between expert and novice teachers is expert
teachers’ abilities to read subtle communication cues
from students and then adapt their presentations so
that new learning materials become meaningful.

CHOOSING ADVANCE ORGANIZERS

The third planning task associated with the presenta-
tion model is choosing appropriate advance organiz-
ers. Remember, advance organizers become the
hooks, the anchors, the “intellectual scaffolding” for
subsequent learning materials. They must be con-
structed with care. Two major guidelines are impor-
tant to consider. The advance organizer should be:

« Presented at a higher level of abstraction than the
content of the learning materials

* Designed to relate to the students’ prior knowl-
edge

One point should be repeated here: The advance
organizer is not the same as other techniques used by
teachers to introduce a lesson, such as reviewing past
work, establishing set, or giving an overview of the
day’s lesson. All of the above are important for effec-
tive presentations, but they are not advance organiz-
ers. Below are three examples of advance organizers
teachers have used in particular presentations to give
you an idea of what an advance organizer is.

Examplel. Say a history teacher is about to present
information about the Vietnam war. After reviewing
yesterday’s lesson, telling students the goals of
today’s lesson, and asking students to recall in their
minds what they already know about Vietnam (es-
tablishing set), the teacher might present the follow-
ing advance organizer:

I want fo give you an idea that will help you understand why
the United States became involved in the Vietnam war. The
idea is that most wars reflect conflict between peoples over
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one of the following: ideology, territory, or access to trade.
As | describe for you the United States's involvement in
Southeast Asia between 1945 and 1965, | want you to
look for examples of how conflict over ideology, territory,
or access to trade may have influenced later decisions to
fight in Vietnam.

Example 2. Suppose a science teacher is about to
present information about foods the body needs to
function well. After going over the objectives for the
lesson, the teacher might ask students to list all the
food they ate yesterday (establishing set) and then
present the following advance organizer:

In a minute | am going to give you some information about
the kinds of foods the body needs to function well. Before |
do that, however, | want to give you an idea that will help
you understand the different kinds of food you eat by saying
they can be classified into five major food groups: fats,
vitamins, minerals, proteins, and carbohydrates. Each food
group contains certain elements, such as carbon or nitro-
gen. Also, certain things we eat (potatoes, meat) are the
sources for each of the elements in the various food groups.
Now as | talk about the balanced diet the body needs, |
want you to pay attention to the food group to which each
thing we eat belongs.

Example 3. Or, finally, suppose an art teacher is
going to show and explain to students a number of
paintings from different historical eras. After giving
an overview of the lesson and asking students to
think for a minute about changes they have observed
between paintings done during different historical
eras, the teacher presents the following advance or-
ganizer:

In a minute | am going to show and talk about several
paintings— some painted in France during the early nine-
teenth century, others during the late nineteenth and early
twentieth century. Before | do that | am going to give you an
idea to help you understand the differences you are going
to see. That idea is that a painting reflects not only the
individual artist’s talent but also the times in which it is cre-
ated. The “‘times’’ or “'periods’ influence the type of tech-
niques an artist uses as well as what he or she paints about
and the type of colors used. As | show you the various
paintings, | want you to look for differences in color, subject
of the painting, and specific brush techniques used by the
artists and see how they reflect the artist’s fime.
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Conducting the Lesson

As was previously stated, the syntax for the presenta-
tion model consists of four basic phases. These in-
clude explaining goals and establishing set, present-
ing the advance organizer, presenting the learning
materials, and extending and strengthening student
thinking. Behaviors associated with effective teach-
ing practice for each of these steps are described
below.

EXPLAINING GOALS AND ESTABLISHING SET

Effective teaching using any model requires an initial
step by the teacher aimed at motivating students to
participate in the lesson. Behaviors consistently
found effective for this purpose are sharing the goals
of the lesson with students and establishing a set for
learning.

Explaining Goals. Students need a reason for par-
ticipating in a particular lesson and they need to
know what is expected of them. Effective teachers
telegraph their goals and expectations by providing
abbreviated versions of their lesson plans on the
chalkboard or with newsprint charts. Some teachers
prefer newsprint charts because they can be made up
the night before and posted on the wall, leaving the
chalkboard free for other use; then they can be stored
for future use. Effective teachers also outline the
steps or phases of a particular lesson and the time
required for each step. This allows the students to see
the overall flow of a lesson and how the various parts
fit together. Sharing the time parameters for the les-
son also encourages students to help keep the lesson

on schedule. Figure 8-6 shows how a social studies
teacher shared her goals and the phases of her pre-
sentation with a group of eleventh-grade students.

Making students aware of what they are going to
learn will help them make connections between a
particular lesson and its relevance to their own lives.
This motivates students to exert more effort. It also
helps them to draw prior learning from long-term
memory to working memory, where it can be used to
integrate new information provided in a presenta-
tion.

Establishing Set. To get runners ready and off to
an even start in a foot race, the command from the
starteris “Get ready. . . . Getset. . . . Go!” The get
set alerts runners to settle into their blocks, focus their
attention on the track ahead, and anticipate a smooth
and fast start.

Establishing set for a lesson in school is very
much the same. Effective teachers have found that a
brief review that gets students to recall yesterday’s
lesson or perhaps a question or anecdote that ties into
students’ prior knowledge is a good way to get
started. Note the words used by the teacher in Figure
8-7 as he establishes set for his students.

Set activities also help students get their minds
off other things they have been doing (changing
classes in secondary schools; changing subjects in
elementary schools; lunch and recess) and begin the
process of focusing on the subject of the forthcoming
lesson. These activities can also serve as motivators
for lesson participation. Each teacher develops his or
her own style for establishing set, but no effective
teacher eliminates this important element from any
lesson.

Figure8-6 Aims and overview of lesson on World War II

Today’s Objective: The objective of today’s lesson is to help you understand how
events and circumstances bring about change in the way people think about things.

Presentation on the demise of the battleship and the concept of decisive

AGENDA:
5 minutes Introduction, review, and getting ready
5 minutes Advance organizer for today’s lesson
20 minutes
engagement
15 minutes Discussion for critical thinking
5 minutes Wrap-up and preview of tomorrow’s lesson
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Figure 8-7 Establishing set through review

Remember yesterday we learned
to identify the theme of a
story by finding adjectives, verbs,
and adverbs that evoked a certain
mood. Today we will continue to identify
themes, but we will learn to identify
them by looking for symbols.

SOURCE: From E. D. Gagné, The cognitive psychology of school learning, p. 45. Copyright © 1985 by Ellen D.
Gagné. Reprinted by permission of Little, Brown and Company.

PRESENTING THE ADVANCE ORGANIZER

A previous section explained the planning tasks as-
sociated with choosing an appropriate advance or-
ganizer. Now consider how an advance organizer
should be presented.

Effective teachers make sure the advance organ-
izer is set off sufficiently from the introductory activi-
ties of the lesson and from the presentation of learn-
ing materials. As with the lesson goals, it is effective
to present the advance organizer to students using
some type of visual format such as a chalkboard, a
newsprint chart, or an overhead projector. The key,
of course, is that students must understand the ad-
vance organizer. It must be taught just as the subse-
quent information itself must be taught. This requires
the teacher to be precise and clear.

PRESENTING THE LEARNING MATERIALS

The third phase of the model is the presentation of
the learning materials. Remember how important it is
for the teacher to organize learning materials in their
simplest and clearest form using the principles of
power and economy. The key now is to present pre-
viously organized materials in an effective manner,

giving attention to such matters as clarity, examples
and explaining links, the rule-example-rule tech-
nique, the use of transitions, and finally, enthusiasm.

Clarity. As described in the research section of this
chapter, a teaching behavior that has consistently
been shown to affect student learning is the teacher’s
ability to be clear and specific. Common sense also
tells us that students will learn more when teachers
are clear and specific rather than vague. Nonetheless,
researchers and observers of both beginning and ex-
perienced teachers can find many instances of pre-
sentations that are vague and confusing. According
to Hiller and his colleagues (1969), ““Vagueness
occurs when a performer . . . does not sufficiently
command the facts or the understandings required
for maximally effective communication” (p. 670), or
when a speaker tries to present information he or she
has forgotten or never really knew.

Clarity of presentation is achieved through plan-
ning and organization, as already explained. Itis also
achieved through practice of the suggestions pro-
vided by Rosenshine and Stephens (1986) in Figure
8-8. These suggestions are based on the review of the
research of Brophy (1980), Emmer et al. (1982), Ken-
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Figure 8-8 Aspects of clear presentation

1. Clarity of goals and main points

a. State the goals or objectives of the presentation.
b. Focus on one thought (point, direction) at a time.

c. Avoid digressions.

d. Avoid ambiguous phrases and pronouns.

2. Step-by-step presentations
a. Present the material in small steps.

b. Organize and present the material so that one point is mastered before the next

point is given.

c. Give explicit, step-by-step directions (when possible).
d. Present an outline when the material is complex.

3. Specific and concrete procedures

a. Model the skill or process (when appropriate).
b. Give detailed and redundant explanations for difficult points.
c. Provide students with concrete and varied examples.

4. Checking for students’ understanding

a. Be sure that students understand one point before proceeding to the next point.
b. Ask the students questions to monitor their comprehension of what has been

presented.

c. Have students summarize the main points in their own words.
d. Reteach the parts of the presentation that the students have difficulty compre-
hending, either by further teacher explanation or by students tutoring other

students.

source: From B. Rosenshine and R. Stephens, Teaching functions. Reprinted with the permission
of Macmillan Publishing Company from Handboak of research on teaching, 3d ed., M. C. Wittrock, ed.
Copyright © 1986 by the American Educational Research Association.

nedy, Bush, Cruickshank, and Haefele (1978), and
Lard and Smith (1979).

One of the learning aids at the end of this chap-
ter has been designed to help you observe teacher
clarity.

Explaining Links and Examples. Effective pre-
sentations contain precise and accurate explaining
links and examples. According to Rosenshine
(1971a), explaining links are prepositions and con-
junctions that indicate the cause, result, means, or
purpose of an event or idea. Examples of such links
would include “because,” “since,” “in order to,”
“if . . . then,” “therefore,” and “consequently.”
Explaining links help students see the logic and rela-
tionships in a teacher’s presentation and increase the
likelihood of understanding.

Examples are another means used by successful
presenters to make material meaningful to students.
Good examples are, however, difficult for beginning
teachers to think up and use. Hunter (1982) has pro-

vided the following guidelines that experienced
teachers have found useful in selecting examples:

* Identify the critical attribute(s) of the present
learning.

¢ Select from students’ own lives some previous
knowledge or experience that exemplifies the
same critical attribute.

* Check your example for distracters.

* Present the example. ;

* Label the critical attributes or elements in the ex-
ample.

¢ Present exceptions.

Presenting material clearly and using precise and
accurate explaining links and examples requires that
teachers thoroughly understand both the materials
being presented and the structure of the subject area
being taught. For the beginning teacher having trou-
ble, no solution exists except studying the content
and the subject until mastery is achieved.
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nique used by effective presenters is the rule-exam-
ple-rule technique. In this technique:

1. A key rule or principle, such as “prices in a free
market are influenced by supply and demand,” is
presented.

2. Examples of this rule are provided, such as:
“When Americans in the 1980s chose to use less
oil (decrease in demand), and new oil fields were
opened in coastal waters (increase in supply), the
price of Middle Eastern oil went down.” Or,
“When there was a drought in the Midwest (de-
crease in supply), the price of corn went up.”

3. The passage is concluded with a summary and
restatement of the original rule: “So, as you can
see, the fluctuation of supply, along with peo-
ple’s desire for a product, influence what the
price of a product will be.”

Signposts and Transitions. Particularly in longer
presentations which contain several key ideas, effec-
tive presenters help learners capture main ideas and
move from one part of the lesson to another by using
verbal signposts and transitional statements. A sign-
post tells the learner what is important. Examples
might include statements such as, ““This is the main
point I have been trying to make.” “’Please remember
this point.” “The most important point to remember
86 v al

Sometimes a transitional statement may be used
to alert listeners to important points just made, such
as, “Now let me summarize the important points for
you before I move on.” In other instances, a transi-
tional statement telegraphs what is to follow, for ex-
ample, “We have just covered the important eras in
Hemingway’s life. Let's now turn to how his involve-
ment in the Spanish Civil War influenced his writ-
ings.” Or, “Now that we know the purposes of a
conjunction, let’s see how they work in some sample
sentences.” Transitional statements are important
because (1) they highlight the relationships among
various ideas in a presentation and (2) they help dis-
play the internal organization of the information to
learners.

Enthusiasm. As discussed in the research section,
some evidence exists that points to the importance of
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enthusiasm as an influence on student learning.
However, results are somewhat contradictory.

Many teachers, particularly in secondary schools
and colleges, argue that the key to effective presenta-
tion is for the presenter to use techniques and strate-
gies borrowed from the performing arts. In fact,
books have been written describing this approach,
such as Timpson and Tobin's Teaching as Performing
(1982). Emphasis is given to wit, energy, and char-
isma. Presentation is full of drama, anecdotes, and
humor. However, this type of presentation can pro-
duce a positive evaluation from student audiences
without regard for learning outcomes. This was seen
in one well-known study where a charismatic lec-
turer purposely gave an entertaining lecture without
any real substance (see Naftulin etal., 1973) and gota
very positive evaluation from a student audience.
This type of presentation does not necessarily lead to
student acquisition of important information.

Although making presentations interesting and
energizing for learners is desirable, the beginning
teacher who has the skills to make such presentations
should consider a note of caution. Too many theatrics
may, in fact, detract from the key ideas a teacher is
trying to convey and focus students’ attention on the
entertaining aspects of the presentation. This does
not mean that teachers should not display enthusi-
asm for their subjects and/or a particular lesson.
There is a fine line between the teacher who uses
humor, storytelling, and involvement to get major
ideas across to students, and the teacher who uses the
same techniques for their entertainment value. A
learning aid at the end of this chapter will assist you
in observing the use of teacher enthusiasm and in
reflecting about this attribute of effective presenta-
tions.

CHECKING FOR UNDERST/sNDING AND EXTENDING
STUDENT THINKING

The final phase of a presentation lesson is to check to
see if students understand the new learning materials
and to extend their thinking about these new ideas.

Checking for Understanding. It is obvious that if
teachers do a lot of teaching but students are not
learning, nothing has been accomplished. Periodi-
cally (weekly, unit-by-unit, each quarter) effective
teachers use homework, tests, and other formal de-
vices to find out what students understand and what
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they don’t understand. For each lesson, however,
teachers should also use informal methods to check
for understanding. Watching for verbal and nonver-
bal cues, described earlier, is one method teachers can
use. When students ask questions that don’t seem to
connect to the topic, they are sending a verbal mes-
sage signaling they are confused. Puzzled looks, si-
lence, and frowns are nonverbal signs that students
are not “getting it:"” Eyes wide open in amazement,
smiles, and positive head nodding all signal that un-
derstanding is occurring.

Experienced teachers become very effective in
reading verbal and nonverbal cues; however, a surer
means to check for understanding is to ask students
to make direct responses to statements or questions.
Several easy-to-use techniques can become a valu-
able piece of the beginning teacher’s repertoire. One
is the technique of posing a question about the mate-
rials just presented and having students as a group
signal their responses. Here are examples of how this
works as described by Madeline Hunter (1982).

*“Thumbs up if the statement | make is true, down if false,
to the side if you're not sure."”

“'Make a plus with your fingers if you agree with this
statement, a minus if you don't, and a zero if you have
strong feelings.”

*‘Show me with your fingers if sentence 1 or sentence 2
has a dependent clause.”’

*Raise your hand each time you hear (or see) an exam-
ple of. . . ." (p. 60)

Note in the examples just provided that Hunter en-
courages students to use the signal system to report
confusion or things they are not quite sure of. These
are areas, obviously, where teachers need to provide
additional explanation. Hunter also reports that “oc-
casionally, some teachers feel that this is ‘baby stuff’
and (older) students will feel silly or resent this type
of . . . probing” (p. 60). However, she claims, as do
many experienced teachers, that even when used at
the college level, students are in fact appreciative of
having their misconceptions cleared up immediately
rather than having them revealed later on an impor-
tant test.

Choral responses (having students answer in
unison) is another means to check for understanding,
as is sampling several individuals in the class. There
are also several methods used by experienced

teachers which are not very effective. For instance,
sometimes a teacher will conclude a presentation and
ask, “Now, you all understand, don’t you?” Students
normally perceive this as a rhetorical question and
consequently do not respond. Asking more directly,
“Now, does anyone have any questions?” is an
equally ineffective way to check for student under-
standing. Most students are unwilling to admit pub-
licly to confusion, particularly if they think they are
the only ones who didn't understand what the
teacher said or if they are afraid of being accused of
not listening.

Extending Student Thinking. Although an effec-
tive presentation should transmit new information to
students, that is not the only goal for presenting and
explaining information to students. More impor-
tantly, teachers want students to use and strengthen
their existing cognitive structures and to increase
their ability to monitor their own thinking. The best
means for extending student thinking following
a presentation of new information is through
classroom discourse, primarily by asking questions
and having students discuss the information. It is
through this process that students integrate new
knowledge with prior knowledge, build more com-
plete knowledge structures, and come to understand
more complex relationships. The techniques of ask-
ing appropriate questions and conducting effective
dis¢ussions are among the most difficult for begin-
ning teachers to master and thus become the subject
matter for a whole chapter later on (Chapter 12).

Postinstructional Tasks

Chapter 2 described a view of teaching that included
preinstructional, instructional, and postinstructional
tasks. The most important postinstructional tasks
connected to the presentation model are testing and
grading students on the information presented. Tests
and grades are perhaps the most important feedback
that teachers give to students, to parents, and to
others associated with the schools as you read in
Chapter 7.

The presentation model is particularly adept at
transmitting new information to students and at
helping them retain that information. Therefore, the
testing of students’ knowledge acquisition and reten-
tion is the appropriate evaluation strategy for the




[image: image22.jpg]model. This type of testing lends itself nicely to the
paper-and-pencil tests with which you are very fa-’
miliar. In testing for student knowledge, however,
there are several factors that should be considered.
Teachers should test at all levels of knowledge and
not for simple recall of information. Furthermore,
teachers should communicate clearly to students
what they will be tested on. Finally, it is better to test
frequently than to wait for midterm or final testing
periods, particularly with younger students.

SUMMARY

* Presentations, explanations, and lectures by
teachers comprise a large portion of classroom
time primarily because curricula in schools have
been structured around bodies of information
which students are expected to learn. X

* The presentation teaching model draws its ratio-
nale from three streams of contemporary thought:
concepts about the way knowledge is structured,
ideas about how to help students acquire mean-
ingful verbal learning, and concepts from the cog-
nitive sciences that help explain how information
is acquired and processed.

* Bodies of knowledge have logical structures from
which key concepts and ideas are drawn for
teachers’ presentations.

* Knowledge can be broken into two main catego-
ries: declarative and procedural. Declarative
knowledge is knowledge about something or
knowledge that something is the case. Procedural
knowledge is knowledge about how to do some-
thing.

* People process information in terms of basic units,
sometimes called propositions or ideas. The way
that new knowledge is processed is heavily de-
pendent on the learner’s prior knowledge.

* People take in information and knowledge
through their senses and transform it into working
and long-term memory.

* Meaningful verbal learning occurs when teachers
present major unifying ideas in ways that connect
these ideas to students’ prior knowledge.

* The knowledge base on the presentation model is
well developed. Studies have shown the positive
effects of using advance organizers, connecting
new information to students’ prior knowledge,
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and presenting the information with clarity, en-
thusiasm, economy, and power.

The instructional effects of the presentation model
are mainly to help students acquire, assimilate,
and retain information.

The general flow or syntax for a presentation con-
sists of four main phases: presenting objectives
and establishing set, presenting an advance or-
ganizer, presenting the learning materials, and
using processes to help extend and strengthen
student thinking.

Successful presentations require a fairly tightly
structured learning environment which allows the
teacher to effectively present and explain new in-
formation and the students to hear and acquire the
new information.

The preinstructional tasks include carefully se-
lecting content, creating advance organizers, and
matching both to students’ prior knowledge.
Presenting information to students requires pre-
paring students to learn from presentations as well
as delivering learning materials.

Clarity of a presentation depends on both the
teacher’s delivery and the teacher’s general mas-
tery of the subject matter being presented.
Advance organizers serve as intellectual scaffold-
ing on which new knowledge is built.

Specific techniques used in presenting new mate-
rial include explaining links, rule-example-rule,
elaborations, and verbal transitions.

Teachers can help students extend and strengthen
their thinking about new materials through dis-
cussion, questioning, and dialogue.
Postinstructional tasks of the presentation model
consist mainly of finding ways to test for student
knowledge acquisition. Because students will
learn what is expected of them, it is important to
test for major ideas. If testing is limited to the recall
of specific ideas or information, that is what stu-
dents will learn. If teachers require higher-level
cognitive processing on their tests, students will
also learn to do that.
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