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Introduction

The golfer is picture perfect: arms back, shoulders straight, head down. The
concentration is intense. The whack of the club is like the crack of a whip,
and the follow-through is a wonder of precision as the ball shoots endlessly
down the fairway.

Tiger Woods has wowed them again.

As the golfer takes his first confident strides toward his second shot, some-
where, unnoticed among the onlookers, his coach smiles with satisfaction. His
pupil has mastered his lessons.

Sports coaches have always pushed their star athletes and franchise players
to live up to their potential and maximize their performance. They achieve
superb results by building a trusting relationship and by creating an envi-
ronment in which their pupils’ stress levels decrease as their success ratios
spiral upward. Coaches inspire by actively guiding their pupils to take risks
and face challenges.

Why does the coaching system work so well in sports? The coaches
themselves are an important factor, of course, but most significant is the
fact that the athletes are thrust rapidly into real-life experiences. The efforts
of coaches, such as encouraging continuous practice or researching the
opposition’s techniques, are all focused on furthering the players’ endeav-
ors and sharpening their skills. These are athletes who perform for their
peers and fans. Coaches help players use their time according to a clearly
defined purpose and with a specific goal in mind.

Coaching is widely known in the business world, as well. It is not
uncommon today for CEOs, high level administrators, and managers to have
personal executive or life coaches.
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During a training session at the Institute for Professional Empowerment
Coaching (iPEC), a firm known for preparing executive and life coaches, pro-
fessional coach Deborah Van de Grift stated that an investment in coaching
offers a fabulous return in the following areas:

Environment

e Improves morale

¢ Increases a shared vision and mission

e Helps create a warmer cultural environment

Communication

e Enhances honesty

¢ Improves communication skills

¢ Develops better listening skills

¢ Increases the ability to resolve conflicts

Productivity

e Encourages better organization

¢ Improves team performance

¢ Increases the ability to achieve corporate and cooperative goals
¢ Promotes continuous innovation and enhances profitability

Human Resources

e Helps decrease employee tardiness and absenteeism
e Improves client attendance

¢ Increases employee retention

¢ Reduces the need for recruitment dollars

¢ Allows for better hiring decisions

How can we take the models of sports and corporate coaching and apply
them to education? We can only hope that our efforts, which are a modifi-
cation of life and corporate coaching approaches, will bring a semblance of
change and innovation to the educational sector. Still, we know that the
strategies and activities proposed in this book work because we have tested
them ourselves over 30 years of teaching in public schools. Our approach
emphasizes bringing out the talents of our students so that they can perform
academic content in front of their peers, much as athletes perform in front
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of spectators and teammates. When the content comes alive in this way,
students become engaged and motivated.

Educational Utopia

Just imagine a school where there is a feeling of warmth upon entering;
where administrators, teachers, and students feel a sense of ownership in a
shared vision and mission. The climate is inviting and friendly, and people
work cooperatively. You look at some of the bulletin boards and notice that
teachers work between as well as across grade levels, imaginatively break-
ing down the walls between the classrooms. The administration, teachers,
and students are so supported in this trusting environment that you can feel
the engaging morale and the spirited, dynamic culture.

As you walk through the hallways, you notice that the communication
among teachers is open and honest, and that they support the ever-
growing process of a viable school that is forever changing in needs and
desires. Most importantly, you hear dialogues among students and between
teachers and students; they listen to each other in a distinctive way that lets
the speaker know that what is being said is valued.

Peeking into classrooms, you see teachers and students designing new
projects on a continuous basis because risk-taking is applauded. Rough
initial results become as refined as a polished diamond. Behavioral problems
are rare, due partly to a coaching program that is extended to working
parents at PTA meetings. The classrooms are hives of activity, with
students preparing for discussion exercises in which all voices are heard and
accountable. Students work well together in their groups, meshing ideas to
reach a common goal; they are encouraged to bring charts, graphs, diagrams,
and pictures to enhance their performance, and they are made to feel as
though they have ownership of their learning. Their discussions, which
include multiple perspectives, encourage tolerance. By accepting other view-
points, students solve problems and conflicts through negotiation and com-
promise. Due to student motivation and engagement, test scores are high.

On returning to the main office, you notice that over 95 percent of the
faculty’s time cards are in, and that no one was listed as tardy. When you ask
the principal about the personnel turnover rate, the response is a broad
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smile and the following retort: “Who would ever want to transfer from a
school as cooperative and nurturing as this one?”

Does it all sound like an educational utopia? Maybe, but if coaching can
have such positive effects in the corporate world, why couldn’t it do the
same in our schools? As Bobby Kennedy used to say, “Some men see things as
they are and ask, ‘Why?’ [ dream things that never were and ask, ‘Why not?’”

About This Book

In this book, we offer a new coaching methodology that helps teachers
encourage students to “talk content” in a meaningful way. The procedures
and strategies presented engage students in project-based learning, during
which they are challenged to actively participate in the workshop model of
inquiry. Most importantly, this book offers a means of increasing literacy
by having students talk and write about content in preparation for a forum,
debate, simulation, or presentation.

Section 1: Creating the Coaching Environment

The book is presented in two major sections. In Section 1, we examine
what it means to use coaching techniques in the classroom, how to coach
students to maximize their performance, how to help students build confi-
dence in taking risks, and how to develop a trusting environment where
stress levels decrease as students gain the confidence to attain success.
We also offer effective ways to group students so that they can work more
productively together, such as by establishing mutual expectations and
using contextual listening to create an egalitarian environment that encour-
ages active research and a higher level of learning.

In Section 1, you will also find techniques for helping students with prob-
lem solving and for coaching students in the inquiry method of research,
which helps students uncover details and multiple perspectives and compels
them to make their own critical judgments. The techniques discussed facili-
tate learning, offer constant encouragement, and help students focus on what
is gained by uncovering content. Specific, content-based questions promote
extensive in-depth study and offer higher-level thinking while challenging
basic assumptions and obsolete notions. Coaching combined with contextual
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listening skills encourages creative thinking, problem solving, and the lively
exchange of ideas. The questioning methods used in coaching also help to
reveal what prevents students from performing at a higher level.

Research has shown that students recall higher percentages of the infor-
mation they study when they teach each other and are active in their own
learning (Semb & Ellis, 1994). Their potential to reach the highest standards
is raised when the teacher takes on the role of coach to prepare the class for
simulations or project-based assignments. As explored in this book, coach-
ing goes beyond being a simple technique; it is also a nurturing attitude
that engenders students’ best performances.

Students feel respected and important when they are involved in a flex-
ible atmosphere that supports individual, small-group, and whole-group
strategies and activities. Faced with a variety of learning formats, students
will eagerly attend class because they know that something different is
bound to happen. It is our goal to offer teachers a buffet of choice—that is,
to allow them to match the content to the best teaching strategy for a
vibrant and dynamic learning environment.

Section 2: Classroom Strategies

In Section 2 of the book, we offer detailed explanations of strategies to
help students read, write, talk, and listen to meaningful content. Our favorite
comment by a student who participated in one of our coaching programs
was, “I have a friend who always cuts school, but he never cuts Social
Studies. That’s the one class he likes, where he has fun. He likes the activ-
ities, and he always says he comes away having learned something.”

For the educator, the first goal is to create a realistic setting where stu-
dents present before their peers and assess both themselves and others.
Within this setting, the second goal is to infuse literacy across the content
areas and “talk content.” Educators must give students the tools and where-
withal to make the content come alive. The third goal is to use the strategies
described in this book to help the students work together to prepare for an
experience, discussion, debate, or simulation.

The coaching methods outlined in Section 2 invite teachers to create
a participatory environment for students. We encourage an activity- or
project-based classroom where learning is hands-on and inquiry skills are an
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essential tool. Students are challenged to dig deeper into the content
because they are required to use the information publicly and present their
work to their peers rather than simply memorize the information for an
exam.

Students are motivated by participating in interdisciplinary activities.
Encouraging students to push beyond the boundaries of their own expecta-
tions by taking risks is intrinsic to our philosophy of coaching. Experience-
centered lessons help students to reach their potential by emphasizing
content, process, and production, and by having the students use as many
modes of learning and assessment as necessary to engage their talents.

Relating content to students’ own lives is also integral to our philosophy.
Experience-based learning can help students build connections, think criti-
cally, and make decisions, because they now have a vested interest in the
content. When students take on roles, whether as scientists, literary charac-
ters, historical figures, or famous artists, the content becomes richer because
they apply their own emotions to making the characters come to life.

An equally important facet of our coaching philosophy is an emphasis
on negotiating with students to determine reasonable expectations and
criteria for assessment. It is important that students know exactly what is
expected of them and how they need to perform. They should have a voice
in their own learning, and a stake in their own assessment. As the assess-
ment process becomes clearly defined and student goals are outlined and
realized, cooperative groups will work more effectively with one another to
solve problems.

Essential Questions and Guiding Questions and Statements

Each section of this book includes an essential question about the mate-
rial covered and a list of guiding questions and statements related to the
essential question. (In Section 1, you'll also find essential questions and
guiding questions and statements at the beginning of each chapter.) Essen-
tial questions frame the material and promote higher-level thinking. They
help link concepts and principles; because they relate to real problems in
the classroom, they are anchored in the life of the reader. Essential ques-
tions promote deep and enduring understanding; they cannot be answered
in one sentence. Though they are written simply, they are complex



Introduction

enough to be broken down into more specific guiding questions and state-
ments. Heidi Hayes Jacobs refers to essential questions as “Mind Velcro™:
When you read each chapter, the information “sticks” to the essential ques-
tion, which in turn helps the reader to synthesize the material into a deep,
long-lasting understanding of the topic.

Overall Goal

Our overall goal is to ignite people’s thinking and to be a catalyst for educa-
tional change. What would happen if superintendents coached principals,
principals coached teachers, teachers coached students, and students
coached their peers? A coaching environment would exist vertically as well
as horizontally. Not only would skills resonate throughout the school, but
they could also be extended to parent-teacher organizations, and from there
to the students’ homes.

With that being said, welcome to Teachers as Classroom Coaches: How to
Motivate Students Across the Content Areas. We hope you enjoy testing and
refining your own skills as much as we enjoyed testing and refining ours.
After approximately 30 years of teaching, the techniques that we outline in
this book have come to define us as educators as no other training has.
Employing these techniques helped to improve our lives, our relationships,
our teaching, and the way we view the world. We hope that you have the

same experience.






Section 1

Creating the
Coaching Environment

In this section, we define the art of coaching, describing in detail
how teachers can empower and motivate students by giving them
more responsibility, providing them with choices, enhancing their self-
esteem, and relieving them of stress. We also discuss the conditions
necessary for a productive atmosphere and explore how coaching
helps teachers to determine the aptitude of students by recogniz-
ing their talents and grouping them accordingly. The teacher-coach
becomes aware of the appropriateness of the content, matches it to
an effective strategy, and uses that strategy to help students develop
their skills.

Schools need not be institutions where learning stops at the
classroom door; they can be vigorous centers bursting with creativity,
intellectual engagement, and fun. Yes, fun! The goal of learning may
be to expand the mind and better understand the world, but the road
to getting there does not have to be straight and narrow—it can be
an interconnected circle of lively and intelligent discussions, where
knowledge bursts through the doors, the windows, the walls, and the
floor, and every day there is something new to be discovered.

On the following page, you’ll find an essential question and some
guiding questions and statements to consider when reading chapters
1-7.



Essential Question: In what ways would the field of education
benefit from coaching?

Guiding Questions and Statements:

e How can coaching lessen conflicts in the school?

¢ [n what ways can coaching develop better listening skills?

¢ For what reasons do students perform better when coached?

¢ Describe in detail how coaching increases the ability to resolve
conflicts.

¢ Explain specifically how coaching can encourage better organiza-
tion and note-taking skills.

e How can coaching promote innovation and creativity?

e Describe in detail how coaching helps to overcome emotional
and environmental roadblocks.

e How does allowing students ownership of their work empower
them?

e Describe in detail how coaching improves cooperative group
performance.

e How does a coaching environment decrease student, staff, and
administrator absenteeism?

¢ In what ways does a coaching environment increase motivation
and the passion to learn or perform one’s duties?
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Essential Question: What is coaching?

Guiding Questions and Statements:

¢ In what ways are coaching techniques motivational?

¢ Describe in detail how the environment changes due to a coaching
environment.

e Why is student behavior modified in a coaching environment?

¢ For what reasons should students be trained to use coaching with
each other in a coaching school?

There is nothing wrong with setting the stage for an activity or lesson with
a 5- to 7-minute lecture. In fact, the shorter the better: Research has shown
that students lose interest and focusing ability after the first 7 to 15 min-
utes of listening to a lecture (Bonwell & Eison, 1991). At the outset of a les-
son, the main objective for any teacher is to set the stage by motivating
students to engage enthusiastically in the day s activity.

Teachers who work as coaches have the same responsibilities as
always, they just take a more interactive approach toward them. Like sports
coaches, these teachers mix with everyone and are involved in everything.
They motivate students to achieve results by instructing, guiding, and listen-
ing to them; when the going gets tough and enthusiasm wanes, they are
there to show students the way. The classroom is the playing field, the
students are the team, and the teacher, as the coach, holds everything
together.

11
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What Is Coaching?

More than 2,400 years ago, at the height of the Athenian enlightenment,
Socrates asserted that teachers should help students to uncover informa-
tion for themselves. This was a radical departure from the traditional
approach of the time, which thought of students as empty vessels and of
teachers as dispensers of information. Socrates’ philosophy of teaching set
the stage for coaching, which aims to unlock student potential.

Coaching is concerned with long-term skill development rather than
with quick fixes or temporary understanding. We define coaches as those
who offer inspiration, guidance, training, and modeling, and who enhance
others’ abilities through motivation and support (Longenecker & Pinkel,
1997). The goal of teachers who coach is to help students

¢ Find their inner strengths and passions in order to nurture self-worth
and identity,

¢ Have a voice in their own learning and negotiate collectively with the
teacher to create the goals and objectives,

e Passionately engage in talking content to increase memory retention
and fuel motivation to learn, and

e Use their inner talents to bring their work to the highest level of schol-
arship attainable.

To better understand coaching, we can compare it to other professions.
According to CoachPeople Training (2003), coaching is multidisciplinary and
helps individuals move toward effective action by focusing on the present.
A coach asks questions that provoke awareness, creating an environment for
self-discovery. By contrast, therapists often look at the past to help patients
understand the present; guidance counselors address personal problems
and may recommend academic or career placement; consultants, who are
usually experts in a given field, provide techniques and answers to questions;
and mentors help individuals replace or take on specific new positions.

Coaches as Motivators

How do we motivate students? First, we need to develop a relationship of
trust, based on a sense of security in a risk-free environment. Students need
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to feel that they can make new leaps in their endeavors within the security
of this relationship. Second, teachers need to offer assignments that are
intellectually challenging, but not overly difficult. The coach’s ultimate goal
is first to motivate students through guidance and activity, and then to tap
the motivation inherent in students’ natural curiosity.

Time and time again, research has shown that if students are truly
engaged in learning, their recall increases (Conway, Cohen, & Stanhope,
1991; MacKenzie & White, 1982; Semb & Ellis, 1994; Surges, Ellis, & Wulfeck,
1981). For example, in a study of an accounting course, Specht and Sandlin
(1991) found that role playing enhanced students’ conceptual understand-
ing more than did traditional lecturing. It is crucial, therefore, for teacher-
coaches to motivate their students into activities that are as realistic as
possible. Whether the forum is a debate, discussion, or simulation, students
must feel that they are writing and researching for practical use.

To move into effective action, teacher-coaches must help students
develop responsibility and choice, relieve stress, increase self-esteem and
identity, and make real contributions to the classroom.

Developing Responsibility and Choice

It is a challenge to move towards a classroom environment where stu-
dents have more responsibility and choice in their learning. Such a change
might make students feel uncomfortable at first, as they are accustomed to
the teacher telling them what to do. Because students who take more
responsibility for their actions engage more proactively with classroom
activities, teachers should coach students to determine their own goals.
With responsibility comes accountability: Individuals are answerable for
their choices and are evaluated accordingly. Therefore, the first step in help-
ing students move into effective action is for the teacher to coach the stu-
dents to take ownership of what needs to be accomplished.

Relieving Stress

With responsibility comes a certain degree of stress. Students have to
uncover information themselves instead of letting the teacher dish it out.
Teacher-coaches need to work with student groups to help ensure that their
approach to the task at hand is manageable. We must help students to dis-
cover what is unknown for themselves (Dutton, 1997).
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A changed environment can lead to a fear of the unknown, which in turn
can lead to stress. Developing student responsibility gradually and having
a plan of action in place can alleviate students’ uncertainties.

Increasing Self-Esteem and ldentity

As student responsibility and choice increase and stress levels
decrease, students should have the opportunity to build self-esteem and
identity. It is easy to imagine how empowered students might feel when
using a new strategy in their own learning, especially when it is effective.
The sense of accomplishment and independence that students feel after
completing a job without being told what to do every step of the way is a
reward in itself. Before the teacher knows it, students begin to mature emo-
tionally as they realize that they have the power to make choices in their
own learning. Teacher-coaches help their students become confident and
competent in the learning environment (Hudson, 1999).

Making a Real Contribution

When teachers function as coaches, students move from writing reports
for the teacher’s eyes only to preparing projects, position papers, or per-
spectives for use in real-life simulations, discussions, or debates. Regardless
of the forum, students feel they are making a real contribution for all to wit-
ness. When students engage in simulations, the teacher’s job is to help them
examine the ethics and values in the content. As in everyday life, our con-
tributions are never purely academic.

When students reflect on the coaching model being used in the classroom,
they feel more comfortable with the teacher’s role as someone who is
invested in their learning. Teachers help students to individually apply the
content to their personal experiences; to quote O’Neil and Hopkins (2002),
coaching “allow[s] the student-teacher relationship to develop on a deeper
level . . . and provide[s] an opportunity for the teacher to step out of the
expert mode and engage with the students in a process of co-inquiry” (p.
407).
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Teacher-coaches model coaching techniques for students and discuss
their meaning at every stage of development. The goal of school-based
coaching is for the students to take on the roles of peer coaches with one
another. We recommend hanging posters of coaching strategies in the class-
rooms to help students incorporate the language of coaching as they
acquire essential skills. When students circulate from one classroom to
another, they become aware that coaching is the culture of the school. Sim-
ilar experiences in different classes reinforce and deepen individual under-
standing of coaching techniques.



Personality Types
and Teaming

Essential Question: What does it mean to be part of a team?

Guiding Questions and Statements:

e Describe in detail the components of a well-functioning team.

¢ In what ways do personality types affect teaming?

e Explain specifically how talent can be fostered by teaming students
more effectively.

¢ In what ways can team members assess themselves?

Much as sports coaches need to know what talents and attributes each
player brings to a team, teachers need to know what aptitudes students
bring with them to cooperative groups. Obviously, groups will need to be
refined throughout the school year as the teacher gets to know the stu-
dents well. Over time, the teacher will switch the students around to make
the groups more effective.

Personality Types

When we refer to student talents and abilities, we mean the types of thinking
aptitudes that students bring to the table—we are not discussing levels of
achievement, though grouping by those criteria has merit at times. The
teacher should get to know how the students operate: What are their
strengths and weaknesses when working together? Let’s examine some com-
mon student personality types and their respective aptitudes.

16
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Managers

Students who fit this type are extremely focused, highly organized, and
able to plan actions day by day. They may come to class with an organizer
or daily planner, as they need a structured environment at all times. Man-
agers have a natural ability to take charge; they like to move others into
action. Sometimes Managers have unusually high expectations of others
that may prove unrealistic.

Conductors

These students like to dole out responsibility. They enjoy networking
and fostering alliances; like orchestra conductors, who are happiest when
the musicians meld as one to play a piece perfectly, these students like to
see the various members of their groups gel to complete their assigned
goals. When all members of a group know exactly what they need to do, it
is the Conductor who coordinates them into effective action.

Strategists

These students do not concern themselves with the organizational
aspects of the work at hand, but rather with the strategies needed to get
the work done. Strategists are motivated by thinking up alternative ways of
accomplishing goals. They are able to differentiate tasks efficiently, which in
turn helps them create work strategies.

Problem Solvers

These students avoid tension at all costs. They like to think things
through by identifying problems and considering possible solutions. Prob-
lem Solvers keep their focus on the goal of the work, preventing it from
being sidelined by distractions.

Creative Thinkers

These students have a different slant on the material at hand than do their
peers; they are usually talented and can be counted on to be offbeat and orig-
inal. Creative Thinkers may demonstrate their originality through wordplay,
jokes, or even cynicism, but beneath the humor they will not hesitate to think
outside the box. Often disorganized and prone to losing their way, Creative
Thinkers look to others to bring their creative slants to productive ends.
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Motivators

These students provide the group with incentive. They are persuasive
and can get others to focus on taking action. Motivators are like cheerlead-
ers: effervescent and outgoing, they help make group work more enjoyable.

Team Players

Though these students do not want the responsibility of organizing,
problem solving, or motivating, they are eager to accept assigned chores and
ready to complete their share of the workload. Team Players enjoy being a
part of the group, receiving direction, and being told what is expected. They
like the fact that their classmates consider them to be trustworthy and
dependable.

Therapists

These students have a unique understanding of how to communicate
information to others in a manner that is respectful and understanding of
others’ capabilities. Therapists can give direction to students who stumble
or lose their way and can analyze where fellow group members are going
wrong. You can depend on Therapists to check material and improve it; they
are good at sharpening others’ skills and constructively pointing out areas
for improvement. They have a perceptive awareness of individual differ-
ences and can capitalize on strengths to help nurture areas of weakness.
Most importantly, these students have the interpersonal skills to make
others feel good about themselves.

We would never suggest that the above list is definitive, but we do hope that
it provides a hint of what to expect from students. Principal Genevieve Stan-
islaus of New York City’s Life Sciences Secondary School found the catego-
rizations helpful. “Everybody has different strengths and weaknesses, and all
the categories carry positive tones,” she said. “I like how [the categorization]
empowers students to be the most effective with the gifts they have.”

Some students may fit perfectly into the confines of one specific category,
while others may fit into two (or even three), and still others won't fit into
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any category at all. Still, the more teachers work at grouping students, the like-
lier they’ll be to say, at the conclusion of a unit, “That was a job well done.”

Teacher-coaches shouldn’t be surprised to find that some students need
to be shuffled from one group to another for better balance. Creating effec-
tive groups takes time and fine-tuning; good teachers will make changes
throughout the year. As students grow and mature in the group environ-
ment, their needs change accordingly. A good student-centered instruc-
tor will be constantly aware of classroom dynamics. Teachers may be
astounded at how quickly students develop in secondary schools, where the
rate of emotional and cognitive growth is thrown into high gear.

If you wish to investigate personality types in greater depth, consider
one of the many formal assessment tools on the market, such as Meyers-
Briggs, MAPP, Platinum Rule, or Emotional Intelligence.

Teaming

When teachers find that students work well together, the classroom takes
on a magical aura. As professionals, we instantly sense the difference
between a high-functioning cooperative group and a low-functioning one.
Quality of work is one indicator of how well the groups are working: Why
does one group perform exceptionally while another simply struggles? Is it
sheer luck and chemistry, or a determined effort and willingness on the
part of certain students? What exactly defines a group that functions at a
high level of efficiency?

Group success is certainly defined by individuals who, working
together, establish clear priorities and understand their roles and respon-
sibilities. These students foster an aura of inclusion, where each and every
group member is welcomed and made to feel needed by the group. Members
of high-functioning teams support one another emotionally through thick
and thin, never dumping too much work on other members. If a particular
group member’s workload becomes unexpectedly burdensome, the group
members all pull up their sleeves to help that student achieve her respon-
sibility. Students are willing to take all the steps (and risks) necessary to
attain their goals.
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Successful cooperative groups also have excellent communication
skills. Members offer constant feedback and suggestions to one another, and
channels for dialogue are always open. Most importantly, they celebrate
each other’s achievements; after all, nothing is more inspiring than authen-
tic praise.

Three Basic Goals of Teaming

As teacher-coaches, how do we guide our students so that they work in
harmony as a single, dynamic unit, without neglecting their individual
strengths? Let’s examine three basic goals of teaming: inclusion, assertion,
and cooperation.

Inclusion. It is extremely important for teacher-coaches to make sure that all
group members feel a sense of inclusion, as though they each have some-
thing to give to the team. If a handful of students dominate the group and
ignore the other members, then a low-functioning group will develop.
Although different students have different strengths, teachers should take
care not to always assign students the same roles, as this can prevent the stu-
dents from developing other skills. When teachers rotate student roles and
ask members to help each other, they equalize the students’ expectations of
what is required of them over the long haul. At this stage, the energy is
directed towards one another as they all find a sense of belonging.

Assertion. Some teachers may not realize that some roles may be more or
less burdensome than others. When students see themselves as task man-
agers, they are free to assert themselves by asking other students to chip
in when necessary. For example, if the teacher has assigned one student to
be the group “paper cutter” during a map-making exercise, the student
could enlist fellow group members to help with the task rather than cut all
the paper himself.

Cooperation. The goals of inclusion and assertion cannot be accomplished
unless group members understand that they must support and cooperate
with one another. At the same time, teachers should help students under-
stand that cooperation does not mean losing a sense of self or of one’s role
in the group. Although the most productive teams are highly cooperative, a
little tension can be positive in that it gives students a competitive edge
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and sparks them into action. In truly cooperative groups, the interests of
individual group members are all pulled toward a common goal, which
becomes the focus of their energy.

Team Assessment

Team assessment allows students to identify their strengths and weak-
nesses so that they can focus on completing their tasks. Teacher-coaches
can set the stage by explaining that the way we see ourselves is not neces-

Figure 2.1
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sarily the way others do, and then having students rate both themselves and
their fellow group members on a chart according to a scale of 1 to 4 (see
Figure 2.1). Criteria for assessment may include (but are not limited to) the
following areas: cooperation, support, trustworthiness, reliability, patience,
friendliness, commitment to the task, enthusiasm, working well with
others, tolerance of other people’s weaknesses, sharing, selflessness, and
adaptability.

Students should begin by rating themselves on the chart, then setting
it aside. Next, the teacher should distribute another copy of the same chart
and have every student rate her fellow group members. (The teacher can
also use the same chart to rate the students.) Once all students have
privately rated both themselves and each other, the students hand the
second chart over to the teacher, keeping the first one to themselves. The
teacher then tallies the results and gives the students the group averages for
each criterion. Now the students can compare their self-assessments on
the first chart to the group averages. The averages make it difficult for the
students to blame any particular person for a weak rating in any of the areas.
Students can be encouraged to write an evaluation of how their peers see
them as opposed to how they see themselves. (See Figure 5.1 in Chapter 5
for an additional form that teachers can use to assess group progress.)



Listening and
Questioning Skills

Essential Questions:
e What does it mean to be an effective listener?
e What is guided listening?

Guiding Questions and Statements:

¢ In what ways do we listen at different levels?

e Compare and contrast the differences between good listening and
guided listening.

e Explain in detail how teachers can assess how a team is functioning.

¢ Describe specifically how teachers can approach teams for coaching
purposes.

¢ Compare and contrast the differences between negative questioning
and supportive questioning.

¢ In what ways can we guide students through supportive questioning?

e Describe in detail the difference between simple questioning and
exploratory questioning.

¢ In what ways do we gain information by implementing contextual
listening?

e Explain in detail the role of the teacher during contextual listening.

Once a spirit of teamwork has been established in the classroom, the
teacher’s next objective is to build awareness of students’ potential for pro-
ductivity and cooperation. When teachers make careful listening and critical

23
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analysis priorities, they are able to ensure greater clarity of perception
among students. This clarity can be achieved by focusing on pertinent infor-
mation that students express while disregarding the superfluous. Student
awareness of group dynamics, relationships between themselves and the
content, and their emotional and psychological states can help students to
coach one another in groups.

Supportive Questions and Comments

The power of words goes a long way. The way in which we speak or write can
either open or close doors when communicating with students. Every question
or statement can be phrased in a positive way. In Figure 3.1, compare the neg-
ative question starters on the left to the positive ones on the right. Notice
which ones allow for student ownership of the decision-making process.

Figure 3.1
Negative vs. Positive Questions and Comments

Negative Positive
You are required to . . . Consider . . .
You need to consider . . . May | suggest that you consider . . .

How might you look at this differently?

Why didn’tyou . . . Explain in detail what happened so that we can
better understand your idea . . .

| noticed that you failed . . . Now that you know that doesn’t work, what
other options . . .

You should think about . . . You may want to think about . . .

You could . .. In what ways could you . . .

What were you thinking when . . . Describe in detail what specifically happened
when . ..

You’re not doing it right. May | offer a suggestion that might make your
task easier?
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Simple vs. Exploratory Questions

Just as we can change negative questions to positive ones, we can also
change simple questions to exploratory ones (see Figure 3.2). Although
simple questions can be appropriate for use with individual students,
exploratory questions (also known as probing questions) are more appro-
priate for use with the entire class, as they invariably generate clearer and
deeper responses. As ESL teacher Richard Ciriello of New York City’s Lower
East Side Preparatory School pointed out, exploratory questions are “very
effective for getting the students to think more about the topic.”

The COACH Model

We have created the COACH Model to help teachers use exploratory
questions. As a coach, the teacher’s objective is to elicit responses that
reflect how well the group or student is progressing. The questions should
be open-ended, probing for as much detail and description as possible.

Figure 3.2
Simple vs. Exploratory Questions and Comments

Simple Exploratory
You are required to . . . Consider ...
What will you do? Describe in detail what you will do.
Why did you do that? For what reasons did you do that?
How can you accomplish this task? Generate a list of what you can do to
accomplish this task.
When did this happen? Explain when specifically this happened.
What did other people think? In what ways can you describe what hap-

pened from the different perspectives of those
who were there?

Are these items different? Compare and contrast what makes these items
similar and what makes them different.
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“Using COACH questions is a good way to determine that students
understand tasks and work completely and thoroughly,” said Kim Tretter,
who teaches 10th and 11th grades at Life Sciences Secondary School. “It also
helps the teacher to see where students need work and which students need
extra clarification or attention.”

The COACH acronym stands for the following:

C = Clarity of the task. Is the task at hand clear to students? (Example:
“Please explain to me in your own words what you need to accomplish.
Explain specifically what you have decided to do.”)

O = Ownership of the task. Do the students feel a sense of ownership and
responsibility for the task, or are they just trying to secure a passing grade?
(Example: “How have you decided to divide the responsibility? For what rea-
sons do you feel that this is fair, in terms of workload?”)

A = Attention to others. Are the students attentive to one another and aware
of how their group is functioning? (Example: “Please share with me what you
have been able to accomplish thus far today. Describe in detail how well you
think you are working as a group. In what ways is this relevant to what you
are trying to achieve together?”)

C = Comprehension of the content. Do the students understand the con-
tent? Are they comfortably engaged, or is the content either too easy or
too difficult? (Example: “Please show me where you found this information,
because I find it fascinating. Please also explain the most important points
that you found in your research. For what reasons does this information
make sense to you? For what reasons do you think you can make the connec-
tion between the research and the lesson?”)

H = Heightened or hidden emotions. Are student emotions set at a com-
fortable level? (Example: “I noticed that there is very little discussion at
this table. Please share with me how you feel your group is functioning right
now. It appears that this group has divided itself into pairs. Please describe
what has taken place.”)

Exploratory questions can inspire students to probe deeper rather than
becoming defensive when they feel inadequate. By engaging teacher-
coaches in the inquiry process, exploratory questions convey the fact that
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teachers are not the sole repositories of all knowledge, and that they are
interested primarily in their students’ projects.

Teachers can assess how well they ask questions by evaluating them-
selves on a continuous basis. We have modified the guidelines provided by
Elder and Paul (2002) to evaluate teacher questions for clarity, precision,
logic, relevance, accuracy, significance, depth, and fairness. Teacher-coaches
may ask themselves the questions in Figure 3.3 to guide and reflect upon
their ability to ask students meaningful questions. Figure 3.4 presents a list of
sample questions and statements for each of the factors being assessed.

Figure 3.3
Teacher Self-Assessment for Asking Students Questions

Did my questions . ..

e Appear clear and to the point, empowering the students to think of possibilities? (Clarity)

e Provide enough detail, so that everyone understood what | was asking? (Precision)

e Flow in an orderly fashion? Did | make the right connections from one point to the next? (Logic)
e Stay focused and consistent with the main objective? (Relevance)

e Encourage students to check for validity and correctness? (Accuracy)

e Bring out the most significant points or concepts? (Significance)

e Allow students to probe their thinking, encouraging deeper thought of complex issues? (Depth)
e Appear open enough, not showing bias towards one viewpoint or another? (Fairness)

Taking the time to pose appropriate questions or statements allows
teacher-coaches to put themselves in the students’ place during lessons.
As students take risks and attempt new endeavors, teachers should guide
them and facilitate their learning in a positive fashion. By prompting stu-
dents with questions that initiate scholarship, teachers allow students to
think critically and apply multiple perspectives to their research. When
teachers abandon such formulations as “could have” or “should have” and
replace them with “May I suggest . . .,” “You may want to consider . ..,” or
“In what ways can you. ..” ownership and responsibility of the material shift

from the teacher to the students.
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Figure 3.4
Sample Questions and Comments for Assessing Essential Factors
The following questions and comments can help teacher-coaches check for clarity, precision, logic, relevance,
accuracy, significance, depth, and fairness:
® |heard you say . .. ; did | understand you correctly? (Clarity)
e Please be more specific or give an example so | can understand you precisely. (Precision)
® For what reasons does this information make sense to you? (Logic)
® |n what ways is this relevant to what you are trying to achieve? (Relevance)
® Please show me where you found this information, because it is fascinating. (Accuracy)
e Please explain the most important points that you found in your research. (Significance)
® For what reasons do you think you can make the connection? (Depth)
e Describe in detail how you were able to put your own bias on hold while taking this oppositional
viewpoint. (Fairness)
- /

Contextual Listening Skills

Good teacher-coaches are always patient, supportive, attentive, genuinely

interested, and aware of what is important in a lesson. For this to be the

case, coaches must remain somewhat detached from the activities at hand;

rather than take ownership of the process, they should allow students to

make their way on their own. When moving from group to group, teacher-

coaches should take careful notes, both to help the groups on a continual

basis and to keep track of which groups they’ve visited. Of course, coaches

should be seen as teachers as well—in command of the classroom and pos-

sessed of knowledge and expertise. They need to know when to share knowl-

edge and when to withhold it. Coaches must also possess an unflinching

belief in their students’ ability to uncover content and complete their work

with relative ease.

When assessing how students talk and act in groups, we might examine

such criteria as eye contact, respectfulness, and effective use of content.

Contextual listening helps teachers and students read between the lines to

assess these factors.
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The 3 Ps + C Model

The 3 Ps + C Model can help teachers “gain entry” to student work dur-
ing lessons.

P = Permission. Coaches should ask for students’ permission to offer help
(e.g., “May I join you for a few minutes?” “May I offer a suggestion?”). In this
way, the teacher-coach adroitly avoids angering the student. When asking
for permission, teacher-coaches should use polite, unobtrusive language.

P = Purpose. Once the task is introduced, teacher-coaches should convey
its purpose (e.g., “I would like to discuss your project with all of you.” “Tell
me a bit more as to why you would like to do . . .” ). Again, questions should
be polite and unobtrusive. In conveying the task’s purpose, coaches also
describe the steps that the task will require.

P = Positive. Offering students suggestions and support, the teacher-coach
phrases as politely as possible (e.g., “How can I can help you with what
you're doing?” “May I offer a short reading in this book that might help you
with the problem?”). The students can then decide whether or not to accept
the suggestions and take ownership of the work.

C = Compliment. Teacher-coaches should compliment students on the
progress they’ve made and the work they’re doing (e.g., “You all have the
necessary abilities and you can be creative.” “It’s great to see you cooper-
ating, and the continuing dialogue is wonderful.”).

The GELVE Model of Contextual Listening

We've designed the GELVE Model to help teachers remember what to
look for during contextual listening: gremlins, eye contact, body language,
voice inflection, and emotions. “One thing I love about this approach is that
you begin to listen with your eyes,” said Life Sciences Secondary School
teacher Libby Wickes. “It allows you to extend the dialogue while the focus
remains on the student.”

G = Gremlins. Teacher-coaches need to listen for the little fears that haunt
the recesses of our minds. These inner voices, which Carlson (2003) calls
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“gremlins,” make us nervous, hesitant, opposed to change, and wary of the
unknown—characteristics that can make it difficult for students to move for-
ward. Students at various stages of development struggle to overcome the
voices that say, “You're not ready,” “You can’t do this,” “It’s too difficult,”
“You're not strong enough,” and “You're not smart enough.” During contex-
tual listening, teacher-coaches should help students understand and face
their gremlins.

E = Eye contact. When engaging with students, teacher-coaches need to be
100 percent tuned in. Eye contact should consist of meaningful connections,
rather than a random gaze in the students’ direction. When talking one-on-
one with the teacher, do students make eye contact or avert their eyes?
There may be a volume of unsaid emotions in the eyes turning away.

L = (Body) language. Teacher-coaches should hone in on body language as
well as on words. For example, students who sit in a relaxed position with
arms and legs uncrossed project a level of comfort with the activity at hand,
whereas those whose legs are crossed and arms are folded might be uncom-
fortable and resistant to the work. Students who cover their mouths while
speaking might feel anxiety and trepidation. When students are excited
about their work, they might lean forward toward others in the group.
When deciding which group to visit first, teacher-coaches might scan the
room for body language cues. There are times when body language is much
more reliable than the spoken word; when approaching each group or
student, teachers should lend greater weight to body language than to
verbal cues.

Teacher-coaches must pay attention to their own body language as well.
When approaching a group, they should lean forward or even squat down to
the students’ level, melding into the activity. Being at the same eye level as
students sends the message that all parties in the dialogue are equally
important.

Coaches should teach students how to read body language in groups.
This is important for effective cooperative group interactions.

V = Voice inflection. The inflection and tone of voice of teacher-coaches dif-
fer with every situation. Because their objectives are to motivate students
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and raise their awareness, coaches should use vigorous and spirited voices,
as well as positive inflections that help boost student egos and increase self-
esteem. Students’ tones of voice can supply information that is not being
communicated in the words that they use; by paying attention to students’
modulation and pitch, coaches can get some idea of where the conversation
is going. A student who has an unusual, rapid speech pattern coupled with a

higher tone may communicate anxiety.

E = Emotions. When students work together, their interactions often tap
their emotions. When emotions are positive, this works to the group’s
advantage; when they are negative, however, they can be a burden. Teacher-
coaches should scan the room and hone in on students who appear to be
upset or distancing themselves from the others. In these situations, coaches
may inquire about the cause for anxiety or apprehension. Sometimes
students become uncomfortable for reasons that have nothing to do with
their scholastic aptitude.

In especially sensitive situations, coaches should remove upset stu-
dents from their groups and speak to them one-on-one before addressing
the group as a whole. Although students may claim that nothing is wrong
in front of other group members, they will talk more openly in private. (See
Chapter 6 for more on one-on-one coaching.) When trying to read students’
emotions, teachers should watch for body language cues.

Teacher-Coach Behaviors During Contextual Listening

Teacher-coaches should practice reflective response and self-assessment
during contextual listening, and should always keep their focus on the
students.

Reflective response. Students are always quick to pick up how engaged
teachers really are in their learning. After students have discussed their
group plans in detail, teacher-coaches should reflect upon and repeat what
has been said. This technique is meaningful for two reasons: It communi-
cates to students that the coach is really listening for content and that their
endeavors are being seriously considered, and it clarifies the group’s plans
for both the students and the teacher. Reflective response allows students
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either to acknowledge that the teacher understands what they’ve said, or,
if they have been misinterpreted, to clarify what they meant.

Once both parties acknowledge their mutual understanding, the
teacher-coach should take notes on what was discussed. The interaction
between teacher and students is thus chiseled in stone, allowing the teacher
to reread it before returning to the group in the future.

Self-assessment. Teacher-coaches need to assess their own performance
from time to time. At the secondary level, it is easy for teachers to be excited
about the content because it was what they majored in at school, and cer-
tain sections of the curriculum will be more appealing than others. At the
primary level, however, teachers teach all content areas, only a fraction of
which will be personally exciting to them. Regardless, teacher-coaches
should regularly assess their behavior to ensure that they are not transfer-
ring their own dislike of certain content areas to the students.

During their self-assessment, teacher-coaches should revisit how well
the students learned the content of a given lesson, whether or not the strate-
gies used allowed the students to go deeper and apply more meaning to
the content, whether or not students had the skills to complete their
assigned tasks, and how well all three areas were integrated into the les-
son. Part of contextual listening is the teacher’s ability, working as a coach,
to assess what is happening while being engaged with students.

Keeping the focus on students. Teachers are often inclined to lead students
down predetermined paths. A teacher-coach will stay attuned to the inter-
ests of the students, as long as they are progressing logically toward the
intended goal. In such cases, after the students have reached their objec-
tives, explored all their options, and compiled all their ideas and thoughts,
the teacher might ask if students are open to hearing some of his thoughts.
However, if the coach sees that students are wandering off track, he should
immediately intercede and ask, “In what ways does this relate to what we
were discussing?” The coach seizes that exact moment and steps in to guide
the students before it’s too late. To ensure that students are staying
focused, the coach may have to rotate from group to group more often.
(This is especially important with younger students, who tend to be more
easily distracted.)
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Case Study of Contextual Listening and the 3 Ps + C Model

The following case study provides an example of how to apply contex-
tual listening strategies in class. Strategies and key behaviors are noted in
brackets.

Colby Jackson was a good student, and his homework was always meticu-
lous and on time. Colby’s uncle was a cartoonist, so Mr. Augustino was
not surprised that his assignments were often accompanied by well-drawn
illustrations. While in his reading group, Colby always joined his peers in
choral readings. He appeared well adjusted and would even come to school
when sick because he did not like to feel as if he’d missed anything. Colby
had two good friends in class, Marcus and Jesse, who sat next to him. The
three of them were like peas in a pod, and the bond extended beyond
school.

One day, when Mr. Augustino announced that everyone would be
assigned new reading group seats, Colby began to act out and kick a chair
[body language]. Both Marcus and Jesse tried to console him, but Colby
just pushed his close buddies away. Mr. Augustino was perplexed; he
expected aggressive behavior from other students in his class, but certainly
not from Colby. He took Colby to the library corner with the big beanbags
and asked him to sit there and collect himself. Colby held his head down
with his hands [body language].

After assigning a task to the rest of the class, Mr. Augustino approached
Colby privately, using a quiet voice. He told Colby that he appeared to be
pretty upset about something [reflective response], and Colby replied that
he didn’t want to lose his two good friends. Looking down while punching the
beanbag [body language], Colby explained tearfully [voice inflection] that he
was upset with himself for losing control and kicking the chair. The more
upset he became, the harder it was to hold back the tears of frustration
[emotions]; he did not want the rest of the class to think he was a crybaby
[emotions]. Mr. Augustino told Colby that it’s okay to sometimes cry, and
not to worry. He told Colby that while it was only natural to feel threatened in
situations where his friends might question his behavior, true friends would
soon forget about it. After all, everyone has their moments of weakness.
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When Mr. Augustino questioned Colby about school, Colby answered
that he loved his friends, liked his teacher a lot, and loved math. When Mr.
Augustino asked about reading, he noticed that Colby crossed his arms
and looked away [body language], murmuring that it was “just okay” [voice
inflection].

Mr. Augustino told Colby that he wasn’t going to change his seat today,
but could Colby join him for lunch [permission]? Colby agreed. (This was
not unusual, as Mr. Augustino had lunch with a different student each week.)

As the students worked on their assigned tasks, Mr. Augustino reflected
on everything he could recall about Colby. Two out of the past five times that
Colby was asked to go to the board, he asked to go to the bathroom instead.
Mr. Augustino tried to remember what subject areas were being covered
when Colby excused himself. When called upon during math time, Colby
always had his hand up. The one time Mr. Augustino had asked Colby to read
aloud in the library corner, Colby asked that Mr. Augustino read first because
he liked the sound of his “radio voice.” A fire drill interrupted the class, and
Colby didn’t have the opportunity to read. These incidents did not register
with Mr. Augustino until today. Could Colby have been hiding a gremlin that
hindered him? Was his gremlin a weakness in his ability to read?

Mr. Augustino’s curiosity was aroused. He knew his theory was pure
speculation, but decided to put it to the test by calling for reading circle time
just before lunch. During the reading circle time, he made note of the fact
that Colby would look down at his book when Mr. Augustino looked at him,
or at a peer when Mr. Augustino asked a question [body language].

During lunch, Mr. Augustino told Colby that he really liked having him as
a student and that he was a great kid [compliment]. Then he decided to go
out on a limb and tell Colby that he knew he was hiding something about
reading. Because it was just the two of them, it was okay to talk about things
in the open [purpose]. Mr. Augustino began to ask probing questions that
would lead Colby to disclose his fears. He told Colby that he had his best
interests at heart, and that Colby could trust him to be a good listener.

“Your worksheets are always perfect,” he said. “You always draw nice pic-
tures, and you always participate in choral readings [compliment]. But when
I single you out to read or to write something on the board, you shy away. It
appears that you may have trouble with reading [purpose]. In what ways did
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you succeed in fooling me? I'm impressed with the strategies that you used
to trick everyone. Only a very smart person could pull that off [compliment].”

Colby was stunned. The thing he was hiding for so long was just brought
out in the open, and no one was angry with him. His peers weren’t around,
so he didn’t feel embarrassed. Surprisingly enough, his teacher was com-
plimenting him on what a good trickster he was.

Now a bit prouder, Colby told all. “Well, Mr. Augustino, it’s easy to copy
my work off of Jesse because his handwriting is neat and large.”

Mr. Augustino responded, “You selected Jesse because you knew he was
a fine student and that his homework would be good enough to copy. Your
gut served you well in this case [reflective response].”

“Yeah,” said Colby, “and I use the pictures in reading circles because
any dummy can follow the story by finding the clues in the drawings.”

“With your family’s background, I bet you see a lot more details in draw-
ings than most kids [reflective response],” said Mr. Augustino. “But tell me,
what about choral reading?”

“Well, Mr. Augustino, [ sit next to Marcus, not only because we’ve known
each other since we were born, but because he has such a great loud voice
during choral reading. I just move my lips a little slower to what | hear him
saying. It’s easy, really.”

At this point, Mr. Augustino said that he wanted to start meeting with
Colby so that he could privately give him some tips on becoming a better
reader [purpose]. He empathized with Colby, knowing how difficult it must
be to cover up his gremlin.

“Describe what it was like to cover up this secret [reflective response],”
he said. “In what ways was it hard on you? Or was it fairly easy?”

“I didn’t like it much,” replied Colby. “I was always nervous [emotions].
I think [ was more nervous about the secret than worried about what [ was
supposed to read.” Colby spoke in a low voice [voice inflection], and his
shoulders were hunched [body language].

“This must be a very big weight that you’ve just lifted off your shoul-
ders,” said Mr. Augustino. “After learning some reading strategies, you will
soon be able to relax and not have to worry about having this secret
[purpose]. If you could either keep your secret or work to eliminate it, which
would you choose?”
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Colby’s limbs were as limp as a rag doll’s. He was exhausted. “I'd love
to stamp it out forever,” he said.

“Okay,” said Mr. Augustino. “In order to spare you further embarrass-
ment, would you like to meet with me so we can create a plan to help you
with your reading [permission]?”

Colby agreed to meet with Mr. Augustino again to work out a plan of
action. At the next meeting, Mr. Augustino said, “Colby, if you were in my
place, what would you do to help determine where a student needs help
with reading?”

“Like . . . make a list or something?” answered Colby.

“That’s a great idea [compliment],” said Mr. Augustino. “I'll give you an
example and then you can add to the list. How about I ask you to read some-
thing out loud to give me some clues as to where things might be difficult?
How comfortable are you with this idea [positive suggestion/support]?”

“We're alone, so that’s fine,” Colby replied.

“Can we write it down?” asked Mr. Augustino [permission].

Colby nodded.

“Now, once again, if you were the teacher what else could be done?”

“I guess you could have me write something or test me on something.”

“Those are two excellent ideas [compliment]. Let’s add them to the list
[reflective response].”

“But I don’t want to be embarrassed by my friends. Please promise me
that you won’t do these things in front of them in class,” Colby said, look-
ing down anxiously [eye contact].

Mr. Augustino comforted Colby. “I can do even better than that,” he
said. “I can arrange a time for Ms. Wong, the reading specialist, to give you
some tests in private, away from the classroom [positive suggestion/support].
We can all work together, if that’s okay with you [permission].

“Our 10 minutes are up right now. So, how about I arrange with Ms. Wong
to meet us here tomorrow so that I can introduce you to her [permission]?”

“Is she nice?” asked Colby. “Will she be upset that it’s her lunch period?”

“All I can do is ask her permission to introduce you for a minute or two.
[ won’t leave, I'll be here the whole time. It’s really up to her. And yes, she’s
a really nice lady.” Mr. Augustino smiled.

“Okay, but only for a couple of minutes.”
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At this point, Mr. Augustino notified his principal of the situation, and
determined to meet with Colby’s parents at the earliest opportunity to ask
their permission to test Colby on his reading.

Mastering the concept of contextual listening brings teacher-coaches to a
higher plane, for it enables them to engage in true dialogue with students.
Dialogue signals a mutual respect—it creates an atmosphere where students
feel that their words are relevant and actually being heard. Dialogue is not
argumentative, but egalitarian; the coach and students meet on common
ground and engage in an intellectual discourse that enhances the work in
progress, further compounding the trust so essential to the coach-student
relationship. Dialogue allows freedom of expression and engenders under-
standing and clarity, especially when questions probe the validity of what is
being said. Here in its simplest format is the search for truth, where individ-
uals share their points of view and display a willingness to be swayed. The
teacher-coach who engages in contextual listening and actively embraces
dialogue shows a commitment to learning at the highest level.

Levels of Listening

Mr. Augustino was an excellent listener: He was able to read all of
Colby’s signals and help him with his reading. What makes a teacher-coach
a good listener? Figure 3.5 shows the four levels of listening.

Guided Listening

Teacher-coaches use guided listening when responding to students.
Sometimes, students are stuck and need help moving forward to complete
the task at hand; other times, they just need to be acknowledged. Let’s
examine some of the guided listening skills that the Institute for Professional
Empowerment Coaching (2005) recommends.

Acknowledging. Letting students know that they’ve been heard is a power-
ful tool. Teacher-coaches should reflect what students say by paraphrasing
their words. The dialogue lets coaches show that they have listened to and
understood the students.
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Figure 3.5
The Four Levels of Listening

Level 1: The teacher is not really listening or engaged.
Student: May | change my seat?
Teacher: Don’t bother me with petty details.

Level 2: The teacher is listening, but doing so subjectively (i.e., from her
point of view).

Student: May | change my seat?

Teacher: | once asked my teacher to switch my seat, but | learned that you can’t always
get what you want.

Level 3: The teacher is listening from the student’s point of view.
Student: May | change my seat?
Teacher-Coach: You feel that you need your seat changed. Tell me what is bothering you.

Level 4: The teacher is listening from the student’s point of view and picking up on
intuitive cues.

Student: May | change my seat?

Teacher-Goach: Something is upsetting you so much that you want your seat changed.
You appear anxious as you keep looking over your shoulders.

Student: | keep looking for books that would help me prepare, but they seem
too difficult.

Teacher-Coach: You can’t seem to find anything at the workstation that is at
a comfortable reading level.

Student: To set up this experiment, I need a midsized beaker.
Teacher-Coach: In other words, the beakers that are available are not the

correct size.

Clarifying. When a student expresses a thought that appears vague or
unclear, the teacher-coach should ask the student to provide more detailed
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information. Questioning for clarification also prods students to think inde-
pendently.

Student: The serf needs to grow crops and give one-fifth to the king.
Teacher-Coach: What do you mean by “give one-fifth”?

Student: He has to figure out how much one-fifth of his crops is.
Teacher-Coach: Please explain why he needs to do that.

Student: It was his way of paying taxes.

Validating. When emotions affect the learning environment, it is important
for a teacher-coach to recognize students’ feelings in a nonjudgmental
way. This allows students to know that the coach sees the world from their
perspective.

Student: I'm really upset that [ wasn’t chosen for the solo part in the county
chorus.

Teacher-Coach: It is very normal to have those feelings. You practiced hard
and you put all your efforts into trying out.

Reframing. Students can often understand a situation better when the
teacher-coach reframes it. Let’s step out of the content area and use an
example of an older brother talking to his sister’s teacher.

Brother: We are having trouble with Marcia at home. She is wearing heavy
make-up and tearing her jeans. I hope she is not a distraction in class.
Teacher-Coach: Many adolescent girls go through this stage. So much so,
that there are tons of books on the market addressing the fact. Marcia is
not the only one—as a matter of fact, she’s in the mainstream.

Brother: Really? She’s not the only one?

Teacher-Coach: Not by any stretch of the imagination. Think of it as a good
sign: If Marcia weren’t testing the waters and breaking away from you and
your parents at this stage, she might do it at a later time, when it wouldn’t be
so common. The fact that she’s separating from all of you means that you've
given her all the basics that she needs. You've been a good brother and I'm
sure your parents are fine people.
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Brother: But it’s so difficult . . .

Teacher-Coach: No one ever said that adolescence was easy—not for them,
and certainly not for you. You and your parents may want to go to the book-
store and review the many available books on this subject. They will give
you some guidance on how to better understand and deal with this stage of
development.

Growing. The teacher-coach works with students to change negative experi-
ences into positive ones. Those with a truly positive attitude toward learn-
ing believe that even failure can be rewarding, as lessons learned can lead to
greater success.

Student: I'm frustrated! I tried to build a paper Roman archway, but it can’t
hold any solid weight.

Teacher-Coach: It can be upsetting to find that a design you hoped would
work didn’t pan out. However, turn this experience around—start fresh with
a new or modified design. What powerful information have you gained that
can help you design something more successful?

Bottom lining. Sometimes students ramble, telling every unnecessary detail
of a story. Teacher-coaches should interrupt rambling students to ask ques-
tions that help them focus on the matter at hand.

Student: [ went to Molly’s group but they are using the thermometer.
[ went to Hector’s group and they won’t let me borrow theirs because they
are just about to use it. [ went to—

Teacher-Coach: Melinda, what are you trying to tell me about your group
and your thermometer?

Student: We broke it by accident.

Breaking resistance. Sometimes, a task that seems easy to one student may
be overwhelming for another. When appropriate, teacher-coaches should
work with students to determine their fears and break down the task into
manageable steps. This allows students to focus on the problem from a
fresh perspective.



Listening and Questioning Skills

41

Teacher-Coach: You appear turned off from the group.

Student: Nothing I do can please them.

Teacher-Coach: It’s hard when you don’t feel heard or appreciated. For what
reasons do you feel this way?

Student: Because they’re constantly on my case. I don’t feel good when I'm
around them.

Teacher-Coach: Describe specifically what they are asking you to do.
Student: To write neater, but I can’t.

Teacher-Coach: Okay, so your penmanship isn’t the best for their display.
What else could you do?

Student: [ don’t know.

Teacher-Coach: How have you overcome this in the past?

Student: [ could rap.

Teacher-Coach: So, you're a singer. What do people like about your
rapping?

Student: 'm good with telling a story.

Teacher-Coach: Well, that’s one great option. What’s another?

Student: [ guess [ could type it on the computer.

Teacher-Coach: Now you're giving yourself some choices.

Student: Maybe if [ tell them I'll create the rap from scratch, I could have one
of them write it up any way they want!

Teacher-Coach: It sounds like it’s time for you to go back to the group and
negotiate.

Students coaching each other can learn to listen with the same degree of
concentration as teacher-coaches. Deyshawn Thomas, a 10th grader who par-
ticipated in coach training at Life Science Secondary School, commented that
“[coaching] helped me to fully comprehend what my peer was asking me.”



Coached Assessment

Essential Question: How does negotiation play a role in the classroom?

Guiding Questions and Statements:

e For what reasons is a teacher a negotiator?

e Explain in detail how a teacher instills ownership in a lesson.

¢ In what ways can the criteria for assessments be negotiated?

e Describe in detail the different ways assessment can be used in the
classroom.

Coached assessment is a new and unique approach to evaluating student
achievement. It helps students to demonstrate their knowledge and skills
and teacher-coaches to evaluate classroom practices and procedures. Com-
monly associated with project-based learning, coached assessment allows
teachers to both coach and assess students. This process can take place
before, during, and after their work on simulations; in discussion groups
and debate teams; during science experiments; and while creating portfo-
lios and other projects. When teachers and students outline the content and
skills to be learned and the expectations for learning ahead of time, the stage
is set for effective teacher-student communication. When students are fully
engaged in helping the teacher determine the criteria of assessment, the
quality of their work is bound to soar.

Teacher-coaches should modify the criteria for assessment on an on-
going basis to reflect their coaching methods and better meet the needs
of the students. In doing so, they should ask themselves the following
questions:

42
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¢ Do the strategies and the materials meet expectations?

¢ Are the students progressing at the expected pace?

¢ Are the students using the content effectively and taking ownership of
it for personal use?

Types of coached assessment may vary from class to class and day to
day, depending on the students’ needs. Teacher-coaches need to adequately
pinpoint the necessary skills to be learned without ever losing sight of the
students’ levels of emotional or social development. To ascertain whether
or not an instructional strategy is working, the teacher-coach should exam-
ine the following four areas:

1. Content. How well do the students understand the material within
the context of the strategy or forum used? Are students so thoroughly
engrossed in the unit that the strategy or forum makes sense? Do students
have the necessary background for more in-depth work?

2. Strategy. How well does the strategy or forum bring the content to
life? Do students understand what is expected of them? Are they able to pre-
pare properly for the work ahead?

3. Skills. Does the strategy or forum strengthen students’ skills? Is it
too easy or too hard for them? In what ways does the teacher need to mod-
ify practices to best meet the needs of the students?

4. Combination. Do the content, strategy, and skills intertwine in a way
that helps students to succeed?

Negotiable Contracting of Assessment Criteria

Though negotiable contracting may sound better suited to labor disputes
than to the classroom, it’s actually a terrific way to get students involved in
setting the criteria on which their grades will be determined. Adaptable
to all content areas and flexible enough to accommodate most types of
learning, negotiable contracting is currently being implemented in many
classrooms.

Teachers may at first be wary of asking students for input into their
assessment, fearing that they may take advantage and set very low stan-
dards. This seldom occurs, however; when asked to suggest assessment
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criteria, students are surprisingly responsible and thoughtful (Stix, 2002).
Students who are appropriately coached can often pinpoint just what they
think is important to learn in a given unit.

Allowing students to help set assessment criteria makes them more will-
ing to accept responsibility for the grades they receive, and motivates them
to do the best they can to meet their own goals. Students thus do not view
grades as arbitrarily bestowed gifts or punishments: If a student gets a grade
of 86 out of 100 on a project, she can refer to the list of criteria and their
respective values to see exactly why 14 points were deducted. With this
understanding, students are better able to critique both themselves and
each other.

Once an assignment has been clearly explained, the teacher-coach
should ask students to put themselves in the teacher’s place. What criteria
do they think should be used for grading their work? The teacher and stu-
dents should negotiate the goals until a final agreement is reached that is
acceptable to all parties (Stix, 2000). During the negotiation, the teacher
should explain what she thinks should be included in the assessment, to
ensure that no important area is overlooked. It is essential that the guide-
lines be made available to everyone, whether on a handout or in some
conspicuous and accessible place in the classroom, so that students can
refer to them as they proceed through the unit of study.

Determining Assessment Criteria During Negotiable Contracting

To determine the criteria for assessment during negotiable contract-
ing, the teacher-coach needs to ask students to

¢ Identify the assignment.

e List the most salient points of the assignment.

¢ Discuss how they will know that the content has been “uncovered”
or properly researched.

e Explain what it means to work with one another productively.

¢ Consider how their behavior while undertaking the assignment will
affect the results.

When determining assessment criteria for group work, the following
steps should be followed:
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1. Each student brainstorms a list of criteria privately.

2. After a specified amount of time, the students in each group pool their
lists into a single master list.

3. Each group narrows its master list down to five criteria.

4. Group members arrange the five chosen criteria in order of impor-
tance, hoping that they will be the first to share an essential idea.

5. Addressing the whole class, the teacher asks that each group offer
one assessment criterion. As each group does so, the teacher writes the
criterion on the board. When every group has spoken, the process is
repeated, until all the criteria are listed.

6. The teacher works with the class to prioritize the list of criteria on the
board.

7. The teacher reviews the list. If there are important criteria that no
group has mentioned, the teacher can add them to the list as nonnegotiable
items.

8. The teacher and students discuss which of the criteria are most
salient, and how many should be selected. (We recommend four to six cri-
teria for most assignments.)

9. The final list is arranged in order of importance.

10. The teacher and students discuss how much each criterion is worth.
(For example, they may decide that proper research should be weighted
more heavily than eye contact during a presentation.)

11. For long-term tasks, teachers should work with students to draft
rubrics.

12. The teacher makes the guidelines available to everyone, whether on
a separate handout or as a display in a conspicuous part of the classroom.

Once the negotiation is completed, the work can begin. Of course, some
lessons may not lend themselves as readily to negotiated assessment, and
some do not require formal assessment at all.

To subscribe to negotiable contracting is to embrace coaching, for both
strategies are based on trust, on rapport, and on the permission to work
together that both the teacher and the students give one another, acknowl-
edging that it is essential for success.
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The Wave Formula

During regular assessment, teachers must decide whether students are to
be assessed individually, in pairs, in groups, or as a whole class. During
coached assessment, however, the teacher’s role is more fluid, like a wave
rolling across the sea. First, the teacher-coach works with the classroom as
awhole, negotiating the criteria for the assignment. Then the focus narrows:
If students are working in groups, the teacher scans the groups for signs of
problems, attending to those that are having trouble before moving on to
the others. The teacher’s focus then narrows even more to deal with individ-
ual students who might need nurturing or added clarification. Throughout,
the coach’s role is to determine whether students are pulling their weight
and supporting one another.

These shifts in focus meet the needs of the differentiated classroom.
Once the teacher-coach has assisted individual students, his focus zooms
out again to scan the groups, and then pulls back further to scan the class-
room as a whole. After completing this wave of scans (see Figure 4.1), the
coach may tell the class that modifications to the initial contract of assess-
ment criteria are needed.

Life Sciences Secondary School teacher Lydia Caprarella found the wave
formula particularly useful. “I am able to observe the class as a whole and
troubleshoot,” she noted. “As I begin to adjust my proximity and height level
to groups that need assistance, I can more readily be on their level to see
what their individual or collective concerns are, what their papers say, and
so on. Also, by adjusting my stature, I am not the all-seeing, all-knowing
teacher; I am someone who can offer guidance without intimidation. I can
then pull back or ‘crest’ again to watch for more problems.”

The wave formula is not chiseled in stone; teacher-coaches will find that
it will be modified on countless occasions. For example, if a student comes
up and asks a question that needs immediate attention, a good coach would
address the issue immediately.

The following is an example of modified coached assessment.

Ms. Price’s middle school class was creating and charting colonial settle-
ment sites on contour maps. Each group in the class was to create a site for
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Figure 4.1
The Wave Formula

The steps of the coached assessment wave are as follows:
1. Engaging the whole class

2. Scanning/helping cooperative groups

3. Scanning/helping individual students

Individual

one of the following: the Dutch, the French, the English, the Spanish, the
Quakers, the Puritans, and the Huguenots. The assessment criteria, which
had already been charted, were as follows:

¢ The settlement design depicts the needs of the settlers.

e Everything is drawn to scale.

¢ Placement of settlements makes sense in relation to the contour lines
and geographical landmarks on the maps.

e All items are colored realistically. [This item was added by Ms. Price.]

Midway through the project, Ms. Price suddenly noticed that some of the
groups were actually using contour lines to delineate fields and distinct
patches of earth, forgetting that the lines were to be invisible demarcations
representing shifts in ground elevation. So, Ms. Price brought the class
together and said that further explanation was needed. After clarifying the
intended purpose of contour lines, she reexamined the criteria for assessment
along with the students. The criterion stating that all items were to be colored
realistically had to be renegotiated; the new criterion read, “Items and map
are colored realistically.” Ms. Price coached the students accordingly.
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By bringing further clarification in the previous example, Ms. Price shifted
responsibility to the students by modifying the assessment criteria, which
became an essential aid to their self-evaluation. She was able to coach the
students unobtrusively to alleviate a roadblock and get the project progress-
ing correctly by first working with the groups to assess their instructional
needs.

Unless teacher-coaches provide students with feedback at suitable
intervals while they’re working, the quality of their completed assignments
will be beneath teachers’ expectations. According to Goldsmith (1997), busi-
ness managers who rely solely on employee progress reports to modify
their behavior improve by about 46 to 48 percent. By contrast, those who
actually follow up on their reports by consulting with employees and
responding to their concerns see their scores improve by as much as 95 per-
cent. Some teacher-coaches attest to similar findings: When they work the
classroom as coaches on a constant basis, roaming from group to group, fol-
lowing up and responding to the needs and comments of their students,
they see the quality of work improve.



Problem Solving

Essential Question: How can problem solving play a part in the classroom

environment?

Guiding Questions and Statements:

¢ Describe in detail the components of an effective goal.

e Explain in detail the different models of problem solving that can
be used in the classroom.

e Describe specific strategies that promote a problem-solving
environment.

¢ In what ways can the classroom reflect on best practices?

e For what reasons can best practices help solve current problems
or complete tasks at hand?

In this chapter, we examine how to design lessons and projects, how teach-
ers can help students meet goals and establish their own objectives,
and what teachers can do when students are confronted with a personal
problem.

SMART Goals

When designing lessons for students, it’s important to consider whether or
not the goal that you pose is specific, measurable, achievable, realistic, and
time-oriented—in a word, SMART. We’ve borrowed the “SMART” acronym
from the corporate world. Let’s examine each element in detail.

49
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S = Specific. Has the teacher clearly described the goal, so that students
understand what is expected of them? At the administrative level, does the
superintendent work with principals to set clear, specific goals?

M = Measurable. Can you clearly observe a difference between the point at
which the goal was set and the point at which it was finally achieved?

A = Achievable. Is the goal both challenging and reachable, given the stu-
dents’ prior knowledge?

R = Realistic. Are students able to achieve the goal given their other respon-
sibilities, such as homework for other classes and extracurricular activities?

T = Time-Oriented. Can the goal be achieved in a timely manner? Are the
expectations clear as to when the goal is to be achieved?

Case Study of a SMART Assignment

The following case study provides an example of an assignment that meets
the SMART criteria.

Ms. Price knew that teaching her social studies class all about North Ameri-
can colonial settlements would be no picnic, but she was determined to suc-
ceed. The class was a mixed bag: Quite a few of the students were reading
below grade level, and a few had serious problems with absenteeism. Over
half the students came from immigrant backgrounds.

The day’s activity was a group reading of Eating the Plates, Lucille Recht
Penner’s graphic retelling of the Pilgrims’ voyage to the New World.
Ms. Price found that although many of the difficult vocabulary words had
to be explained, her students were interested in the story. They found it
hard to believe that a three-month voyage across the ocean could be so mis-
erable and difficult.

Ms. Price combined the reading with a project in which students took
on the role of early immigrants making their journey to a specific colony.
The students were to bring to school everything that they planned to
bring with them to the colonial settlements, but only what they could
carry in a valise.
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When the students arrived in class with their “immigrant” luggage,
Ms. Price announced that they were going to simulate what it would be like
to make a settlement in North America.

“The time period is the 1600s,” she said. “Working in your cooperative
groups, you must all decide which nationality, religious sect, or stock com-
pany you represent on your voyage. [She had to explain the terms ‘religious
sect’ and ‘stock company.’] You must work together and decide how to build
your settlement, and you must agree on everything you’ll need to survive in
the wilderness. You have six days to research and design your settlement.”

When Ms. Price informed the class that they were to create bird’s-eye
views of their settlements, she was inundated by questions (and a lot of
moaning). She modeled the task for the class, first slicing an apple and ask-
ing the students how each layer could be represented on a piece of paper.
To familiarize the students with the use of the maps, Ms. Price gave each
group pieces of sliced foam, explaining that their configurations represented
distinct landforms. Ms. Price went from group to group, observing the stu-
dents determine how every layer of foam designated a different elevation.
Eventually, everyone in the class understood what all of the squiggly lines
on the map meant. Each group, working with its own set of foam, was able to
draw a contour of the landform after assembling the pieces. The hands-on
activity enabled the students to see the highs and the lows that the lines
on the contour map represented, and it allowed them to decide how they
would want to make use of the land.

Next, Ms. Price told the students that they would have a selection of
sites to choose from. When the students saw that it was a pre-prepared
contour map on a 30- by 36-inch sheet of blueprint, they were delighted. In
four of the blueprints, there were small bodies of water—either the shore-
line of an ocean or the banks of a river or lake—in each corner. Two other
blueprints had rivers running diagonally across them.

Ms. Price asked the class, “For what reasons do you think the water
was so important?”

Lashawn Williams was quick to answer. “That’s where the first immi-
grants stepped ashore,” she said.

Maylee Chou also answered correctly: “There were only narrow Indian
trails in the woods, so the Europeans used the water to travel and to com-
municate with each other.”
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To help out her class as much as possible without actually doing the
work herself, Ms. Price gave each group a sample set of illustrations of
objects necessary for building a colonial settlement, all drawn from a bird’s-
eye view. Mr. Fenner, the school’s math teacher, worked with Ms. Price over
several days on an activity for helping students understand scale. It was a
fun, hands-on lesson: Each student chose a cartoon character from a large
selection provided by the teacher, then drew the figure in an enlarged scale
of 1:4. The students knew that one fourth of an inch on their contour maps
equaled 16 feet in real life, and thus were able to apply this understanding of
ratios to enlarging the cartoons.

In the above case study, Ms. Price had put her SMART strategy in place.
The goals for the settlement project were

e Specific. Students were to design a colonial site plan.

e Measurable. Students had to research and write reports and plan a
settlement design.

¢ Achievable. Students had the prior knowledge necessary to complete
their projects, and the relevant books in the classroom workstation
reflected students’ reading levels.

¢ Realistic. The class was divided into groups of four; group members
divided up the tasks among themselves and supported one another’s efforts.

¢ Time-Oriented. Students worked on the project for a full week in class
and were given the opportunity to work at home.

The GOPER Model

The coaching process can be broken down into five stages for class, group,
or individual work. Teacher-coaches should help students to

G = Focus on the goal.

O = Understand their options.

P = Create and implement a plan.

E = Eliminate roadblocks.

R = Reflect on what they accomplish.
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Let’s examine how Ms. Price follows the five steps of the GOPER Model
in assisting her student groups.

GOPER Stage 1: Focusing on the Goal

The art of teacher-coaching lies in bringing awareness to students and
focusing their attention. By using the questions and comments below, teach-
ers can help their students figure out what they want to accomplish, rather
than simply telling them what to do. When students figure out their goals for
themselves, they feel a sense of ownership.

We recommend that teachers start by asking general questions and then
hone in on more specific ones. The more information students uncover by
themselves, the more attention they will pay to the task.

e “Describe your goal in detail.”

e “What would you like to focus on today?”

¢ “What specifically are you planning to accomplish?”

e “Now that you know the situation, explain in detail what you will to do
to change it.”

¢ “Now that you understand what we are about to investigate, what
specifically bothers you the most? What obstacles might you encounter?”

¢ “Describe what you need to do. What choices are of interest to your
group?”

e “What problem that you want to focus on solving affects you the most?”

¢ “In what ways will your goal meet the expectations of the assignment?”

¢ “How can you help the members of your group focus on the work at
hand?”

¢ “What do you most urgently want to change?”

The most effective goals are those that all members of a group can
clearly understand. The more specific and targeted the goals are, the more
the group can comprehend them. It is essential for the group to agree on the
goals and to list them, as an informal contract to support one another. The
teacher-coach may use the list as an assessment while circulating the class-
room. By using the wave formula as described in Chapter 4, the coach
observes whether students are working in harmony and can communicate
their goals.
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Let’s return to Ms. Price’s interactions with Lashawn’s group. The
following vignette shows how Ms. Price helps the group to focus on the goal.

Ms. Price approaches Lashawn’s group and uses the 3 Ps + C Model to help
them arrive at their goal.

Ms. Price: May I join you for a few minutes [permission]? I would like to
hear about your site plan project [purpose]. I know you all have the nec-
essary abilities and that you can be creative. I'm sure that you can make
your colonial site a success, as you’ve done on previous projects [positive
suggestion/support].

Lashawn: I think we’ll do okay. So far we work well together.

Ms. Price: What is the most important thing you have to determine before
starting this project [clarity]?

Timmy: We have to decide what group we want to be. We also have to
decide where to build our colonial site.

Pablo: We all have some ideas, but at this point we can’t agree.

Ms. Price: What might be beneath the lack of agreement?

Tina: We don’t have much specific information, but we’ve done the assigned
readings. [ guess we haven’t shared enough with each other.

Ms. Price: [ saw all the preparatory work that you've done, and [ was pleased
to see everyone working together. [ also liked that everyone took notes as
they did their readings from the workstation. You're making headway and
moving in the right direction [compliment]. What choices are of interest to
this group?

Timmy: We don’t know enough to make a choice.

Lashawn: I liked the idea of doing a Quaker settlement.

Ms. Price: Tell us a bit more about why you would like to do a Quaker set-
tlement [purpose]. What is special about the Quakers that make them dif-
ferent from other colonial groups [clarity]?

Lashawn: They helped runaway slaves.

Tina: We all read about Harriet Tubman and the Underground Railroad last
year. The Amish left their country, just as my family left China.
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Ms. Price: Describe in detail what sets them apart from other colonists and
communities in America [discussion/research questions].

Lashawn: Quakers are like the Amish that live in the Pennsylvania Dutch
country.

Timmy: Yeah, like in the movie Witness with Harrison Ford.

Pablo: It was on TV last week. The barn-raising scene was great!

Timmy: They're cool. They don’t fight, and they don’t make war. They're
against killing.

Pablo: Since my family came from Colombia, I guess it would be interest-
ing to learn about others who came to the United States. People from
our church really helped us. It’s just like the Amish working together to
build the barn.

Timmy: All that my family knows is St. Patrick’s Day on March 17. [ really
liked how the boy rang the bell to get his community together to come for
help at the end of the movie. It reminds me of my dad at the fire station.
Okay, I'll go along with the Quakers.

Ms. Price: This is not an easy task, but I like how you are discussing it
together [reinforcing positive behaviors]. I like to see you cooperating, and all
contributing [compliment]. What will you need to do?

Tina: We'll have to read about the Quakers. We can use some of the books at
the workstation.

Ms. Price: Your written reports together with the site plan will really result
in an excellent project. What would you like to focus on that you think is
very important for making your site plan [focusing on the goal]?

Timmy: We know the Quakers were a religious group.

Pablo: They probably got chased out of where they lived because of their
religion.

Lashawn: We would have to show that their religion was an important part
of their lives.

Tina: Our site wouldn’t need a fort, like others. The Quakers were a peaceful
people, and they got along with the Indians.

Mrs. Price: I'll be checking in with you a bit later to see how you are com-
ing along [support].
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Just as Lashawn, Tina, Timmy, and Pablo all settled on making a Quaker
settlement as their site plan, other groups discussed their own options and
made similar decisions: Dylan’s group decided to create a settlement similar
to Jamestown, Virginia; Maylee’s group chose to be Puritans, settling near
Boston; James’s group picked the Dutch, who settled in Manhattan and along
the Hudson River; Darlene’s group chose to be religious dissenters fleeing
the Puritans and settling in Connecticut. Other groups decided to build set-
tlements based on those of the Swedes, Spaniards, Scotch-Irish, and French.

GOPER Stage 2: Understanding the Options

Teacher-coaches need to let groups determine their options for them-
selves, rather than impose a course of action on them. Ownership is para-
mount here: When a group falters, the coach should guide students to a
better understanding of available options, rather than simply taking over.
Once the students have exhausted their own list of options, the teacher
can ask them if she may offer some additional help. Teachers can use the fol-
lowing statements and questions to guide students while also ensuring that
they retain a sense of ownership:

e “Think about everything you could need or use in order to help you.”

¢ “In what ways will others respond to each of your choices during the
discussion?”

e “That’s one option, what’s another?”

e “Generate a list of the resources you will need to make your position
believable.”

e “Where could you get other books and resources?”

¢ “Let me know what you uncover in your research.”

e “Some of these resources you've listed can’t be found in the library.
Where else do you think you could go to obtain them?”

e “Do you feel comfortable going to the museum, public library, or
county court house to obtain the resources you need? Some students feel
comfortable going alone. What about you?”

¢ “How could you get to the museum, public library, or county court
house? Which mode of public transportation would best work for you? Some
students have older family members or friends who help them out.”
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e “Of the resources that you described, which would be the most effec-
tive? You can’t choose all of them, so which are your top choices?”

e “What steps in this assignment have you experienced previously?
How did you manage them?”

The following vignette shows how Ms. Price helped her students to
understand their options.

Ms. Price: Describe how the materials at the workstation helped you with
your site plans.

Tina: Some of the books at the workstation are difficult to read.

Ms. Price: Okay, then we’ll work on finding books that are more suitable. I'm
still glad that you are making the effort. 'm pleased that everyone is trying
to get good information for your project [compliment]. Where could you
get other books that might be easier to handle?

Timmy: I'll check my neighborhood library, but those books are sometimes
just as hard.

Tina: A lot of the books at the library aren’t specifically about Quakers, and
it isn’t easy getting the information that we’ll need.

Ms. Price: What can you do to make your work and your reading less
difficult?

Lashawn: Timmy can bring in the books from the library, and I'll check out
the Internet tonight. We can bring in all the books and stuff that we can find
and look through them together.

Tina: If they have lots of pictures, that would help and make things easier.
Ms. Price: You're all doing a terrific job in getting information, and your
colonial site plan will reflect all of the work you’re doing [compliment]. May
[ offer a suggestion [permission]? Right here in lower Manhattan there’s an
organization called the Society of Friends, which is another name for the
Quakers. How would you feel about going there?

Tina: I've got stuff to do after school, but I'll really make an effort to look
through your workstation during lunch.

Pablo: [ have to help my Mom at work when [ get home from school, but
maybe I could borrow one of the books from Ms. Price.
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Ms. Price: If you make the effort to find easier books, I'll look around as
well. Okay, so Timmy will be off to the library, Lashawn will check out the
Internet, Tina will spend extra time during lunch at the workstation, and
Pablo will borrow a book of his choice overnight from the workstation [pos-
itive suggestions/support]. Is everybody in agreement?

Students: [All nod their heads.]

Ms. Price was concerned with ensuring that all of the groups did the
best research they could, using both the workstation and whatever
resources they could obtain beyond the school. Though reading might be a
problem, Ms. Price was close at hand to guide the students in the classroom.
She decided to revisit the library and search the Internet for additional
lower-level reading materials.

GOPER Stage 3: Creating and Implementing a Plan

When students list their tasks in order of importance, they can visual-
ize a reasonable plan. Having a plan helps decrease students’ anxiety lev-
els, because it allows them to work within a logical framework. Here are
some questions and statements that teachers may use to coach students
through the prioritizing stage:

e “Describe in detail what your group needs to do.”

¢ “In what ways will your actions help you to prepare properly for the
project?”

¢ “Create a plan of action that will help you achieve your goals. First,
write down all the things that you need to do. Once you have your list, place
the items in logical order for completion. Now that you have a plan, each one
of you will have to take on responsibility in an equitable manner.”

e “What is your time line? What comes next? How can you work out a
plan?”

e “What does each of you have to do in order to meet your goal?”

e “What roles will you assign to each person so that the task will be
completed?”

e “What materials do you need or have? Describe the materials at the
workstation that are suitable.”

e “How will this help you meet your goal?”
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e “Who, if anyone, do you need to contact for support?”

¢ “Have you shared your telephone numbers or e-mail addresses with
each other so that you can support one another? If you need to get together
outside of school, have you discussed your schedules?”

e “How can I help and support you?”

It is important to understand that the coach’s responsibility is not to
resolve the problems that students encounter, but rather to guide students
through their questions in a way that encourages them to solve the prob-
lems on their own.

Returning to Ms. Price’s class, let’s see how she helps her students to
create and implement a plan of action.

Ms. Price stayed close to the groups and monitored their activities over
the next few days. She was especially anxious about how Lashawn, Tina,
Timmy, and Pablo were pursuing their research.

Ms. Price: | see you've brought in some new books, and that you found the
materials that were added to the workstation. I'm glad to see you all have
your heads together, and that you're carefully discussing all your informa-
tion [compliment].

Timmy: We have lots of information, but we don’t know how we want to
use it.

Lashawn: We found some pictures that showed early Quaker settlements.
That helped us at times more than any of the reading.

Ms. Price: You made a good start gathering information. So, what comes
next [compliment/purpose]?

Pablo: Everyone wants to write a report on farming because that’s what
most of the information we found was about.

Timmy: There was other stuff, mostly about religion.

Pablo: But none of us found it interesting.

Tina: That’s not true. I think the Quakers’ religion was cool. They didn’t have
priests. There were no rituals and ceremonies. If anyone did something wrong,
they stood up at the meeting house and said so to the whole community.
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Ms. Price: How can you work out a plan that lets you know who will be writ-
ing the research sections?

Lashawn: Well, Tina likes the religion, so if she wants to write a report on
that, [ have no problem.

Timmy: Anybody interested in their daily life?

Pablo: That’s fine by me, as long as [ don’t have to do the religion.

Ms. Price: I like the way you're communicating [compliment]. How can we be
sure that all roles are equal [awareness of others]?

Timmy: Maybe we should look at the farming section and divide that
between two people.

Ms. Price: That’s a good idea. If a section is too large, divide it up and share
the work equally. As you go along, you’ll be able to figure it out [ownership].

The next time Ms. Price checked on the group, Lashawn, Tina, Timmy,
and Pablo had listed everything that had to be done.

Lashawn: We're all sharing the work.

Ms. Price: Now that you know all of the material, how can you create a reli-
able design for your site plan of a Quaker settlement [purpose]?

Tina: We have two days. That gives us enough time to work together.
Timmy: We’'re doing some of our own drawings, and everything is being
measured out to scale like we did in Mr. Fenner’s class.

Pablo: We're using some of the pictures we found in the books.

Timmy: And what we read about the Quakers.

Ms. Price: How will this help you meet your goal? Please give me some exam-
ples of how you’re designing your site plan [clarity].

Lashawn: We know how they farmed, and what crops they planted in their
fields.

Pablo: We know how they built their houses, and we have an idea where to
put them.

Tina: We should make the meeting house the center of the settlement.
Timmy: We also found that the Quakers knew something about sickness and
keeping healthy.

Tina: And we know how to read the map, so we know where it’s high and
where it’s low. Therefore, we know where to dig a well to get fresh water.
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Halfway through the class period, Ms. Price approached the group once
more as the students were getting ready to put the site together.

Ms. Price: What materials do you need or have, and who is in charge of
each task [purpose]?

Tina: We all took scissors from the bin, and we’re helping Timmy with the
cutting.

Timmy: We all have glue sticks, and we're going to help Lashawn with the
gluing.

Pablo: We've all got our own markers, and we’re going to work with Tina
to color the site.

Ms. Price: Let me know how [ can help and support you [positive
suggestion/support].

Because the students in Lashawn’s group formulated a plan of action
and stuck to it, they were able to successfully complete their assignment.
The students all did their readings to the best of their abilities. For the most
part, all four students cooperated, sharing the work equally. There were a
few instances of petty squabbling, but the students were able to avoid the
kinds of major disagreements that sidetracked other groups.

GOPER Stage 4: Eliminating the Roadblocks

Teacher-coaches should first help students probe for obstacles that
may not be obvious to the youngsters. Then they should ask the students
for permission to share certain views with them. At this point, coaches can
point to certain obstacles and ask the students to think about ways to pre-
pare for them, using statements and questions such as the following:

e “What roadblocks do you expect? What questions might you have?
What challenges are you experiencing?”

e “Explain in detail what you will need to do to avoid this roadblock.
What specifically is stopping you from doing your work?”

e “What issues need to be discussed?”

e “What could be a way around this roadblock?”

e “Place yourself in someone else’s shoes, and try to solve the challenge
from her perspective.”

e “Who could help you avoid this roadblock?”
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e “Describe in detail what action you took, and what the effect was.
Were any of your actions met with a negative response? If so, which ones,
and how did you overcome the negative response?”

e “When asking for help, be polite and make sure to be clear about
wanting to actually solve the problem yourself—do not ask anyone to solve
it for you.”

e “When asking for help from a museum or library, make an appoint-
ment and present yourself. There is nothing like a personal appearance
when you want help.”

¢ “What needs to be discussed and brought out in the open? What is
keeping you from wanting to be involved right now?”

The teacher-coach needs to be objective and make certain that prejudi-
cial attitudes or judgmental opinions never come into play during the give-
and-take with students. Phrasing such as, “Why on earth did you do that?” is
both provocative and harsh, and can make students embarrassed and defen-
sive. Instead, coaches should use phrasing such as, “I'm curious, what led
you to make that decision?” or “What can we learn from this?” It is a rule of
thumb that the teacher-coach should use as little evaluative language as
possible.

The following vignette from Ms. Price’s class shows her helping
Lashawn’s group to eliminate roadblocks.

Ms. Price noticed that Timmy was not a happy camper; his chair was turned
away, and he was slouching and hanging his head. Ms. Price noticed that
Timmy’s peers were ignoring him.

Ms. Price: Can I join in for a little while, and see what the group is working
on [permission]? I'm sensing a disconnect here. What is keeping Timmy from
wanting to be involved right now [hidden/heightened emotions]?

Lashawn: We're trying to find a location for the Quaker meeting house.

Ms. Price: What challenges are you experiencing [hidden/heightened
emotions]?

Tina: Timmy keeps insisting it should be a building with a steeple.

Pablo: He wants to put a big church smack in the middle of the settlement.
Timmy: Well, the Quakers were an important religious group, weren’t they?
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Pablo: We're trying to tell him that Quakers didn’t have a church.
Lashawn: Right. They had a meeting house, which is a different kind of
building.

Timmy: But why can’t it have a steeple, like any church? I thought they were
Christians.

Ms. Price: Who can help Timmy understand why his idea for a Quaker meet-
ing house with a steeple might be inappropriate for your settlement [positive
suggestion/support]?

Tina: The Quakers were different from Catholics and other Christian groups.
Lashawn: They didn’t build fancy places to hold religious services or
ceremonies.

Pablo: They were simple in how they worshipped.

Tina: And the place where they met was plain.

Lashawn: The meeting house was just a building like any other, only a bit
larger to hold all of the people in their community.

Ms. Price: Tell me what kinds of religious buildings that you’'ve seen other
than Christian churches. How would you describe the buildings in compar-
ison to a Catholic church?

Pablo: Mohamed lives upstairs from us and he goes to the mosque on 96th
Street. It’s a plain building from the outside.

Tina: There’s a little synagogue on my block, on Hester Street. It looks like
any other building except that it has Hebrew writing and the Star of David on
the front.

Timmy: OK, OK—make it a plain building. But I still think a church should be
something special.

Ms. Price: If | heard Pablo and Tina correctly, Timmy, Quakers were simple
people and they did not like anything fancy, similar to other religious groups
here in Manhattan [clarity]. If that’s settled, I think you can move on. [ am
very pleased with your progress [compliment].

GOPER Stage 5: Reflecting

In the last GOPER stage, students think about and reflect on what
they’ve accomplished so they can move forward, or even repeat the process
again. The teacher-coach poses open-ended questions that urge students
to reply with detailed descriptions. The goal of this stage is to encourage
students to become more self-aware by comparing their levels of develop-
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ment before and after the activity. Coaches can use questions and state-
ments such as the following:

e “How well do you think you accomplished what you set out to do?
How did you do against your action plan?”

¢ “For what reasons did you complete what was expected?”

e “Describe in detail what you learned.”

¢ “In reflection, what do you need to add to your plan that you didn’t
originally consider? A plan that is worked from beginning to end without
modification is too rigid. In what ways do you want to change your plan to
meet your expectations more effectively?”

e “Tell me about how well you worked together.”

e “What could you do to work more efficiently?”

e “How well did you stay on schedule? What precisely did you have to
do to meet the time limit? How comfortable are you with how much has
been accomplished?”

e “How clear are you about what you need to prepare before your group
meets next time? What do you need to do the next time you meet?”

e “Rate your comfort level on today’s practice run from 1 to 10. How
ready are you for the forum tomorrow?”

e “At what point did you feel that you needed more support?”

Golfing offers an excellent example of effective reflection. Let’s say that
a gym teacher takes a student out for some practice swings. If the student
drives a shot from inside a sand bunker and misses the green, the coach has
three options. The first option would be to respond negatively: “You are way
off the mark, but you just can’t expect to win them all.” This would be of no
help to the student. The second option is a positively worded response
that offers some insight and hints at a possible solution: “It appears that
the slope is much steeper than you expected, and the wind is now blowing
in your direction.” A third option is for the coach to respond with a question
of his own that encourages reflection: “Golf is a very difficult and demanding
sport. It requires patience, proficiency, and planning. Having said that, what
could you have taken into consideration differently?”

Let’s return to Ms. Price’s class and see how she coaches the students in
Lashawn’s group to reflect on their accomplishments.
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The next day, when the students had finished their work, Ms. Price
approached Lashawn’s group.

Ms. Price: I liked the way you pulled together when the need arose. [ also like
how you overcame your difficulties [compliment]. How well do you think you
accomplished what you set out to do [reflection question]?

Lashawn: | thought we had a good plan to follow.

Timmy: We picked the topic of the Quakers that we were all interested in
doing.

Tina: The hardest part was deciding on the cutouts, and where to put
everything.

Lashawn: Yeah, but we cooperated and agreed. We only argued a bit.
Timmy: It was good that we all shared the jobs and the work. It made it a
lot easier.

Pablo: [ found the coloring boring.

Timmy: Yeah. Too much time coloring every part of the contour map.
Lashawn: But look how nice it looks. It makes the Quaker settlement look
real with all the beautiful colors.

Ms. Price: So, you felt that you worked well together and you like the end
result, but coloring the site plan was a bit too much. At what point did you
feel that you needed more support [reflection question]?

Lashawn: | found that some of the books were difficult.

Pablo: But the books you brought after we talked were very helpful.

Tina: The pictures of early Quaker settlements in some of the books also
helped.

Ms. Price: How well did you stay on schedule [reflection question]?

Tina: | thought we completed everything on time.

Pablo: Especially after we finished doing the reading and writing our
reports.

Lashawn: We probably wasted more time arguing about whether a Quaker
meeting house should have a steeple.

Pablo: After talking about it, we finally decided it should be a plain build-
ing, just much larger than all the rest.
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Ms. Price: It was a challenge making a compromise, but your group certainly
pulled together [compliment].

At the end of the activity, each group gave an oral presentation explain-
ing how it created its settlement, and upon what information it based its
construction. Each group spoke for a few minutes, explaining what made
its colonial settlement different from the others in North America. After each
presentation, the group answered questions from the class.

For Ms. Price and her entire class, the site-planning lesson was a chal-
lenging and enjoyable learning experience. All of the groups encountered
more or less the same problems as Lashawn, Tina, Timmy, and Pablo—
minor pitfalls that they always confronted and gradually surmounted, and
that sometimes even propelled them forward. By having the groups create
nine separate settlement plans, with an oral presentation and Q&A session
for each, Ms. Price enabled her students to gain a truly comprehensive
overview of “the Peopling of America.”

Teacher-coaches can use the GOPER Model with individuals as well as
with groups. “I implemented the GOPER Model with one of my students,”
said Jeff Hopper, a teacher at Alice E. Grady Elementary School in Elms-
ford, New York. “It helped her focus and understand, and I think we came up
with a good plan of action.”

Many students who have been trained in coaching find the strategy help-
ful. “While using the GOPER Model, I noticed that this approach relieves
all the confusion and the hassle,” said Romaine Hall, a 10th grader at Life
Sciences Secondary School. “I was able to focus.”

GOPER Assessment Form

Teacher-coaches can use the form in Figure 5.1 to assess group progress
at each GOPER stage. The form also serves as a reminder for teachers to
revisit specific groups and follow up on issues of concern. Teachers can
modify the form for use with different types of assignments.

The 3-Step Reflective Process

There are always moments when students hit a wall and are suddenly con-
fronted by a problem that seems impossible to solve. In such situations,
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Figure 5.1
GOPER Assessment Form

Names of Students, Team Name, or Table Number:
Topic:

G: Has the group established its goal(s)? What is the goal or are the students still brainstorming?
Date:
Date:

0: In what ways do the students have a good comprehension of their options?
Date:
Date:

P: Describe in detail the group’s plan of action:
Date:
Date:

E: Does the group have any roadblocks? If so, describe specifically how the students are handling them:
Date:
Date:

R: Explain whether or not the group members examine and reflect upon their actions as they move along.
In what ways did they learn from working with one another or from accomplishing this project or task?
Date:

Date:

Goal Options Plan of Action | Eliminate the| Reflection

Roadblocks
Dates Completed:

Comments and Reminders:
Date:
Date:

- /
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teacher-coaches can come to the rescue with the 3-Step Reflective Process.
During this process, the coach works with the student to reflect upon sim-
ilar instances in the past, determine what course of action was successful
then and why, and consider how to apply a similar solution to the current
problem.

Teachers can use the following questions and statements to guide stu-
dents through the three steps:

Step 1

e “What in the past was similar to what you are dealing with currently?”
¢ “How were you able to solve the problem then?”

e “Describe what allowed you to succeed.”

Step 2

¢ “Why did the solution work so well previously?”
e “How can you assess what worked?”

e “Describe what specific steps you took.”

Step 3

¢ “How can you apply your prior knowledge to the current situation?”

e “What powerful information from your previous experience can be
applied now?”

e “What strengths and resources do you have that will help you achieve
your current goal?”

Case Study of the 3-Step Reflective Process

To see how the 3-Step Reflective Process works, let’s travel to Mrs.
Orlov’s science classroom.

Mrs. Orlov has noticed that Basja, usually an actively involved student, is
focusing her attention beyond the classroom window. Though she occasion-
ally brings her attention back to the class, overall she appears unfocused
and disinterested.

Mrs. Orlov: Basja, you were assigned to read the section on how hydro-
electric power is generated, but it appears that you are focused elsewhere.
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Basja: [ didn’t understand the textbook. I get frustrated when there aren’t
any pictures or diagrams.

Mrs. Orlov: Could it be because you're a visual learner?

Basja: Well, I don’t know about that, but art is my favorite subject.

Mrs. Orlov: Fine, Basja. You're an artist and have a special talent. In your
other classes, when you don’t understand the text, what do you do to help
yourself? (Step 1)

Basja: Well, in math class, I like to use those fun materials—the canisters—
for algebra.

Mrs. Orlov: Explain; tell me why that helps you.

Basja: Because I pretend that the x is hidden inside the canister. I can see
what the algebraic expression means.

Mrs. Orlov: Once you no longer have the need to use the cans, how do you
finish your class work and complete your homework assignments? (Step 2)
Basja: [ draw them in my notebook. After a while, I don’t need the drawings,
but they help me out in the beginning to understand what I'm doing.

Mrs. Orlov: How could you apply your special artistic talent here, in science
class? (Step 3)

Basja: | haven’t given it much thought, but I could try to draw a picture as
I read each section in the text.

Mrs. Orlov: That’s a great idea, and I think it will work.

Basja: But what do I do if I get confused and stuck?

Mrs. Orlov: Don’t worry, Basja. I'll keep an eye on you as [ oversee the class.
If [ see that you're having difficulties, I'll come over and help. If you’re
pleased with your drawings when you're finished, do you think we could use
them as a model for the class to help the others understand hydroelectric
power?

Students at Life Sciences Secondary School who have been trained to use
coaching found the 3-Step Reflective Process helpful. “It allows for a degree
of progressivism in the individual,” said Darling Jimenez, “since one records
past trials and utilizes the lessons learned to solve new and similar problems.”



Individual Coaching

Essential Questions:
e What is individual coaching?

¢ In what ways does individual coaching affect classroom practices?

Guiding Questions and Statements:

¢ Describe in detail the steps of one-on-one coaching.

¢ In what ways does the knowledge of multiple viewpoints add perspec-
tive to a problem?

¢ How do gremlins, assumptions, interpretations, and limiting beliefs
hinder productivity?

When a group’s difficulties center on one particular student, there are times
when the teacher-coach’s gut feeling is to personally intervene. In these
instances, the best step to take may be to pull the student aside for a per-
sonalized coaching session. If a few minutes of discussion suffice, then noth-
ing further may need to be said; however, sometimes further intervention is
necessary.

The teacher-coach should schedule any initial one-on-one discussion
with a student to occur during study hall or the lunch period, or after school.
It is most important that the teacher not compromise the student’s standing
in class, and even more imperative to develop a feeling of mutual trust with
her; for these reasons, the student should not be placed in an embarrassing
predicament.
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The Six Steps of Individual Coaching
The six major steps of individual coaching are as follows:

Requesting to meet
Discovery

Designing an action plan
Developing tools of growth
Monitoring

Sk w N =

Letting go

A classroom example follows the description of each step in the sections
below.

Step 1: Requesting to Meet

During the initial one-on-one meeting, the teacher-coach must clearly
and precisely list the behaviors he’s seen the student engage in. He must
explain to the student that, though she has some very good attributes, she
is engaging in behaviors that concern him. The job of the coach is to elicit
more positive behaviors through one-on-one dialogues.

The teacher-coach should explain that they will focus on the student’s
needs. They should agree on a regular meeting place and on a time that suits
their schedules. Then, the coach and student need to reach some sort of
agreement and create an atmosphere of trust that will enable them to work
together. Negotiated agendas can only work if the student feels that the
teacher wholeheartedly cares about her, and if she is confident in the coach-
ing process. What better way is there to gain the student’s confidence than
by asking the student’s permission to continue working together?

Let’s walk through this step with Mr. Connelly, who is using individual
coaching with his student Vicky, from his 10th grade science class.

The members of Vicky’s group approached Mr. Connelly to tell him that they
did not want her in the group anymore. Though she was cute and had a vibrant
personality, she was also totally unreliable: Whenever she brought in home-
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work for a group project, it was crinkled, stained with food, missing parts,
incomprehensible, and invariably late. Other group members often did Vicky’s
work for her, fearing that her efforts would lower their grades. No matter how
much Vicky said she wanted to help, she was never successful.

After Mr. Connelly met with the others in Vicky’s group to get a pulse of
the situation, he decided to make a pro/con T-chart to help guide his think-
ing (see Figure 6.1).

Figure 6.1
Mr. Connelly’s Initial Pro/Con T-Chart for Vicky
Pro Con
Fun Unreliable
Cute/attractive Poor physical shape of homework
Vibrant personality lllegible/messy writing
Good company Late
. /

After completing his chart, Mr. Connelly met with Vicky. He highlighted
the fact that all of her classmates considered her a terrific person—everyone
liked her company and warm personality. However, members of the group
had requested that she be assigned elsewhere because they felt they could
not rely on her to get the work done.

Mr. Connelly asked Vicky if she would consider meeting with him, twice
a week at a mutually convenient time, so that he could offer some help. He
pointed out that someone with so many good qualities could surely make
things better, and that he might even be able to offer her some tools for doing
so. Vicky agreed to meet every Tuesday and Friday for 10 minutes at the
beginning of 6th period, when neither of them had class.

Step 2: Discovery

Finding out the student’s personal beliefs and attitudes toward educa-
tion is most important. Teacher-coaches can use the following questions and
statements to uncover such information:
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e “How does your family show interest in your education?”

¢ “How do you believe education will influence your career when you
grow up?”

¢ “How does your home environment contribute to or counter your abil-
ity to do homework?”

e “What do you value the most when working with other students in
your group?”

e “When do you feel that you have the greatest success?”

¢ “When do you feel that you are not successful?”

e “Explain specifically what happens to you when you get stuck.”

e “How do you handle the pressures of school work?”

e “Describe what you feel when others are disappointed in you.”

Of course, the teacher-coach can only be expected to handle responses
related to the student’s learning. If disturbing personal issues come up at this
stage, the coach should advise the student to meet with a school
guidance counselor, social worker, or professional therapist.

Mr. Connelly reflected on Vicky’s work over the first two months and noticed
a pattern. Her homework was invariably late or lost. Her group work was
incomplete, poorly written, and even nonexistent at times. Some of Vicky’s
work was stained by food. Vicky was to supply books and materials to the
group on several occasions, but never did.

Mr. Connelly decided to ask Vicky some questions to determine the roots
of her difficulties. He found out that she liked school and being in after-school
clubs. She especially liked the company of friends. At home, her parents
always encouraged her with school work and emphasized to her the impor-
tance of education; however, they worked evenings. Vicky’s room was
always a mess, no matter how often she was reminded to clean it up. She said
she constantly lost things—papers and her assignments always ended up in
the wrong books and places—and expressed deep remorse for letting her
group down when they were counting on her.

After meeting with Vicky, Mr. Connelly modified his initial pro/con
T-chart (see Figure 6.2).
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Figure 6.2
Mr. Connelly’s Modified Pro/Con T-Chart for Vicky
Pro Con

Fun Unreliable
Cute/attractive Poor physical shape of homework
Vibrant personality lllegible/messy writing
Good company Late
Gets encouragement from parents about education Flaky
Likes school Parents not home after school/evenings
Likes her friends Room at home is a mess
Has a caring conscience Always loses things )

Step 3: Designing an Action Plan

When helping a student draft a plan of action, the teacher-coach shouldn’t
burden her with too many items that need to be changed. He should work
hand-in-hand with the student to brainstorm a list and ask her to rank the
items in order of importance. Even though this is a negotiated process, the
student must ultimately take ownership of it. The teacher and the student
should then collectively decide on the two or three items that they will work
to improve.

Throughout this process, the teacher-coach must be firmly committed
to a meaningful, relevant relationship. By asking the student to meet weekly
or semiweekly to discuss her progress, the teacher is asking for permission
to continue developing the bond of trust and confidence. The teacher and
student should mutually decide how much time they want to devote to the
plan of action.

Mr. Connelly asked Vicky to list her specific issues of concern, and to star
whichever issues she wanted to work on first. Her list read as follows:

¢ Keeping my room clean
¢ Organizing my books
¢ Finding my homework

Finding anything: coats, keys, books
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¢ Knowing when assignments are due

e Taking proper notes *

¢ Organizing notes and making them into a report
e Organizing my time *

¢ Being punctual

¢ Getting things ready on time *

e Working at my desk at home

Vicky and Mr. Connelly agreed that they would first tackle the smaller issues
that would make her life more manageable. Next, she drafted the following
action plan:

Contract
Goal: To become better organized in general
Initial Objectives:

1. To use an organizer

2. To take notes properly

3. To remind myself of important due dates

Mr. Connelly asked Vicky what she could purchase to help her with each
of these items. Vicky responded that she could purchase a spiral bound note-
book, a set of multicolored highlighters, and a pack of sticky notes for their
next meeting.

They agreed to work together on Vicky’s plan and assess her develop-
ment at the end of the term.

Step 4: Developing Tools of Growth

The teacher-coach and student should discuss what tools the student
will need to reach the objectives set out in the action plan. Just defining the
tools and letting the student determine how to work them is not enough; the
coach should also discuss useful strategies.

Mr. Connelly helped Vicky brainstorm a list of tools and strategies that she
could use to accomplish her goals and asked her to star the ones she want-
ed to work on first. Her list read as follows:

¢ Learn how to use an organizer*
e Study habits
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o Take notes—write a bullet on a sticky note and place it on the
paragraph
o Place bolded terms on flash cards, separate into groups by chapters
e Make organizer lists—what is due in a week, in two weeks
¢ Place reminders on medicine cabinet door or on headboard of bed—
somewhere [ normally look
¢ Set phone alarm for a daily reminder
¢ Hang keys on a key hook routinely (rituals)*
¢ Monitor different stages of work to make sure it’ll be ready when due
e Research—find books on topic; pick up book; scan book for relevant
chapter; take notes; write first draft, second draft, and final draft
¢ Color-code the week—block out class times, activities, scheduling,
research, social life
¢ Make checklists
¢ Place corkboard by desk at home to pin up bulletins and other items*

Together, Mr. Connelly and Vicky discussed how to use an organizer.
Vicky decided to write her assignments in it, choosing her colors purposeful-
ly (pink for assignment deadlines, blue for errands, and yellow for appoint-
ments). Mr. Connelly asked Vicky how she could use sticky notes to write
down important ideas from the text. She responded that she could write the
ideas on a sticky note and stick the note on top of the relevant paragraph in
the book. Once she reached the end of the chapter, Vicky could take the
sticky notes, line them up, and transcribe all the notes into a spiral notebook,
where the pages could not be lost. To remind herself of particular pressing
assignments, Mr. Connelly asked Vicky to write down the task and its due
date on a sticky note, and then place it where she would see it routinely.
Vicky chose the medicine cabinet in her bathroom.

After her discussion with Mr. Connelly, Vicky reported that she felt com-
fortable trying out the new strategies and would give them her best effort.

Step 5: Monitoring

During the monitoring process, the teacher and student discuss what
has been working well and what needs tweaking. Because errors bruise us

emotionally, we're more likely to remember them; thus, we can often learn
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more from falling short than from successes. The coach’s job is to help stu-
dents realize that disappointments can be turned into positive lessons.

Slowly, Vicky began to make progress. At first, Mr. Connelly and Vicky
reviewed her organizer and discussed whether or not the sticky notes
helped. She said they were easy to use and served as good reminders. It took
a few weeks for Vicky to get the hang of using the organizer. She took partic-
ular care because she knew that Mr. Connelly wanted her to do well; she also
enjoyed the feeling of being a bit more in control of her life.

Vicky purchased a hook on which to hang her house keys when she got
home. She placed a corkboard over her desk and posted important notices
and dates on it. Though Vicky made an effort to keep her room clean, it was
a struggle. She made an agreement with Mr. Connelly that he would only ask
how her room was on Tuesdays. They agreed that Vicky should try to clean
up her room on Sunday nights.

Soon, Vicky became less prone to losing things. Her school work began
to improve; her life was gaining a semblance of organization. It didn’t all
happen overnight, but then Rome wasn’t built in a day.

Step 6: Letting Go

In the beginning, a student may need to be monitored twice a week.
Within that limited amount of time, it might be hard to see results. The coach
should explain to the student that progress is achieved in little steps, so it
may not be immediately noticed, but that the steps accumulate over time to
make the goal a reality. Once the student has reached her goals, the teacher-
coach should start weaning her from his support. One-on-one meetings
should become fewer and farther between, until they are no longer neces-
sary. Once the student is prepared to work confidently and independently
at school, the coach lets go of her so she can fly on her own.

GAIL

The inadequacies that many students feel when confronting their work can
be ascribed to the effects of GAIL: gremlins, assumptions, interpretations,
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and limiting beliefs. Students often point to these factors because they don’t
want to be embarrassed by failure, which may lower their self-esteem. It is
the teacher-coach’s job to confront GAIL roadblocks and reframe the situa-
tion so that students can move forward.

G = Gremlins. As described in Chapter 3, gremlins are the voices in students’

psyches that call out, “I just can’t do it.” In chemistry class, Felix approach-
es the periodic table as though it were the Rosetta stone: His forehead breaks
into beads of heavy perspiration, his heart starts to palpitate rapidly, and he
begins to stutter.

A = Assumptions. Assumptions are ideas based on past events. If Ashley had
trouble learning algebra in Mr. Heller’s class, then she assumes she’ll also
have trouble with geometry in Ms. Fallow’s class—even though Ms. Fallow
is a new teacher with new strategies, and geometry is completely different
from algebra.

| = Interpretations. Interpretations are our subjective perceptions of events.
When Stuart lightly taps Charnel on the shoulder, she turns briskly and force-
fully says, “Don’t hit me.” Stuart, who grew up in a physically competitive
home with three brothers, interprets his tap differently than Charnel, who
only has a younger sister.

L = Limiting beliefs. Limiting beliefs are ideas about the world that we believe
to be unchangeable, even though they are often not based on fact. Hugo’s
limiting belief is that men are always better athletes than women—even
though Romanian gymnast Nadia Comaneci shattered Olympic records in
1976 with perfect scores of 10.

Breakthrough Laser Coaching

Breakthrough Laser Coaching (Institute for Professional Empowerment
Coaching, 2005) helps students to “break through” tough situations as they
occur, whether inside or outside the classroom. By using a “laser technique,”
the coaching strategy allows students to fix a problem themselves rather
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than rely on a teacher-coach to fix it for them. It helps students eliminate self
doubts while at the same time establishing teachers as their partners in
problem solving. According to Sara DiBenedetto, a teacher at Queens
Academy High School in New York City, “It is a good technique because, if
successful, you can get a change in behavior from students without having
judged them.”

Breakthrough Laser Coaching consists of discussing a person’s
thoughts, feelings, and actions. In Stage 1, the student reflects on the situa-
tion that is causing conflict; in Stage 2, the student creates a new self-image
that helps to eliminate the conflict. The following case study offers a good
example of the strategy in action.

Stephanie McKenzie is 16 years old. She has two brothers, one older and one
younger, and grew up playing sports just as they did. Growing up, her father
had been on the high school football team, while her mother enjoyed jazz,
ballet, and figure skating. Whenever her mother pushed Stephanie toward
typically female activities, Stephanie resisted. This pressure gradually made
Stephanie angrier and more mean-spirited; by the time she was in high
school, she often acted out in class and belittled other girls.

While working in cooperative groups on a project, Stephanie’s teacher,
Mr. Hall, noticed that some girls in the class avoided working with her, and
that Stephanie herself preferred working with the boys. He decided to dis-
cuss the matter with Stephanie after school using Breakthrough Laser
Coaching. To remember the three initial steps of this strategy, the teacher-
coach might attach a physical motion to each one; for example, he could
brush back his hair for “thought,” tap his hand on his heart for “feeling,” and
wiggle his hands for “action.”

Stage 1: Analysis of the Current Dilemma

Step 1: Thought. Mr. Hall asked Stephanie to please explain why she pre-
ferred working with the boys in the class. She said that she enjoyed playing
sports with the boys, and she didn’t like to fuss about herself as much as the
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other girls did. Mr. Hall probed further, asking Stephanie how her parents felt
about her relationship with boys. She explained that her mother pressured
her unduly to be more feminine, trying to get her to wear lace undergar-
ments, make-up, and high heels, but that she preferred to be more natural.
She even dreamed of playing on the boys’ hockey team, which would surely
be received as a betrayal by her mother.

Step 2: Feeling. Mr. Hall asked Stephanie how she felt about her situation.
She responded that not being able to be herself made her angry. She simply
found more in common with boys and the sports they played than with girls.
Because her mother couldn’t relate, this created great friction.

Step 3: Action. Mr. Hall said that he noticed Stephanie’s resistance to work-
ing with other girls, and the inappropriate jokes she would sometimes make
about them. He told her that her actions reflected her feelings, and asked her
to reflect on other ways in which her mother’s pressure made her act unlike
her authentic self. Stephanie admitted that she was pushing other girls away,
using jokes, snide remarks, and put-downs because she didn’t know where
to place her anger. She wasn’t jealous of the other girls; she just knew she
could never be like them—that is, the way her mother always wanted her to
be—so she felt defeated.

Step 4: Validation. Mr. Hall told Stephanie that it was understandable that
having parents with limiting beliefs could be difficult. It was reasonable to
have feelings of anger, and he didn’t entirely blame her. He did, however,
point out that belittling her female classmates hadn’t gotten Stephanie any-
where, and that her social growth appeared to have stalled.

Stage 2: Building a New Image

Step 1: Thought. Mr. Hall asked Stephanie if she would like to work on her
issues with other girls so that she could be happier, and she said yes. He told
Stephanie that through coaching, she could create a new self-image, leading
to new opportunities. Stephanie said that she would like to tell her parents
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she preferred male-oriented sports, and that she would like to try out for the
boys’ ice hockey team.

Step 2: Feeling. Mr. Hall asked Stephanie how pursuing her heartfelt goals
would make her feel. She said that trying out for the hockey team would be
incredible, and that she couldn’t resist the notion. She had several posters
hanging in her room of Manon Rheaume of the Tampa Bay Lightning—the
first female goalie in the National Hockey League. Stephanie pulled out a
notebook from her book bag and showed Mr. Hall a picture of Rheaume that
she had glued to the cover. She looked at him and said that she hoped her
picture would be on the cover of Sports lllustrated one day.

Step 3: Action. Mr. Hall asked Stephanie what she could do to make her new

self-image a reality. Stephanie said that she would like to make her case to
try out for the team to the school’s athletic director. Mr. Hall asked her what
supporting evidence she could bring with her to strengthen her case.
Stephanie replied that not only could she bring in examples of Manon, but
she could also do an Internet search and find other women who played pro-
fessionally in male-dominated sports. She said she would also check to see
if there were girls in other nearby high schools playing on boys’ teams. Mr.
Hall asked her when she could get her supporting evidence ready. Stephanie
replied enthusiastically that she’d “hit the Internet” during study hall, as she
couldn’t wait until she got home.

Mr. Hall asked Stephanie how she could gain support at home for what
she wanted to do. Stephanie replied that she couldn’t approach her mother
by herself. After a moment’s silence, she said that she could get all of her
research together; show the research to her brothers first, then to her father;
and finally sit down as a family together to talk to her mother. Mr. Hall said
that for her to take the chance to make her dream come true would be out-
standing. He wanted to be realistic with her though, so he reminded her that
she might not make the team; still, he said, to not give it a try would be a
regret that she would live with forever.

Step 4: Accountability. Mr. Hall reflected on the Breakthrough Laser
Coaching session with Stephanie. He asked her if she was comfortable with
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her plan to do the proper research, talk with her family at different stages,
and then approach the athletic director at school. She answered that
although she had felt very much alone before their conversation, she now felt
as though she had a support system thanks to him. They both left the 20-
minute session feeling that Stephanie might be able to channel her energies
more appropriately, so that her authentic self could emerge.



The Administrator’s
Role

Essential Question: What does a coaching school look like?

Guiding Questions and Statements:

e Specifically describe the principal’s role in coaching an assistant
principal.

¢ Explain in detail how a principal would coach a teacher.

¢ In what ways does a coaching school promote a calm and nurturing
environment?

It’s not just teachers and students who are involved in coaching. Principals
and assistant principals must also participate—both with students and with
each other. Setting up weekly or monthly coaching meetings to discuss what
teachers are teaching, what students are learning, and what procedures
are being implemented can help cultivate a cadre of learners at every level
of the school community.

Students are not the only ones in school to learn. Teachers and prin-
cipals may learn from each other as well as from their students. Sharing is
the key to creating a school community that values and supports commu-
nication at all levels. Principals establish the standards for an egalitarian
atmosphere, allowing it to flourish and grow. However, they must walk the
walk as well as talk the talk: Teachers evaluate principals’ levels of commit-
ment to policies not by what the principals say, but by the actions that they
take. Highly committed principals honor the methodology of coaching.

83
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It is essential that principals model ways to obtain and share information
in a variety of settings for teachers if teachers are to do the same inside their
classrooms. When everyone talks about what they’ve learned, the directions
they’re taking, and what they can teach one another, the attendant synergy
and vitality can motivate people to expand their intellectual horizons.

Case Study of Principal—Assistant Principal
Coaching Using the GOPER Model

Meling, the principal, is speaking to Alison, the assistant principal, about
preparations for an upcoming exam.

Meling: Alison, I am concerned about the ESL [English as a Second
Language] department. The ELA [English Language Arts] test is coming up
and I am concerned about whether we are preparing the students properly.
The fact that many of our students are recent immigrants from Asia makes it
difficult for us. What can you tell me about the teachers and students?
Alison: Well, I think there is a problem with knowing what each level means
in the department. I think that we should give the teachers a list of what is
expected of them at each level, from ESL 1 to ESL 6.

Meling: We want our teachers to take ownership of their departments. What
could we do differently in order to get them to establish the levels, instead
of imposing the levels on them?

Alison: I guess [ could invite them to join me for a lunch meeting and ask
them how they think the ESL levels differ.

Meling: An excellent idea [compliment]! What would you like them to
discuss [purpose]?

Alison: [ may want to consider asking each level’s teachers to speak before
the group and define what their level is and is not.

Meling: That would certainly open up better communication in the depart-
ment. How will you know what they’ve done to prepare for the exam [focus-
ing on the goal]?

Alison: That’s a little harder because it will make them accountable,
won't it?

Meling: Yes it will. Think about what you could request to better prepare
them before speaking to the group [understanding the options].
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Alison: | could ask them to take a few minutes and write what they are doing
on paper before coming to the meeting [creating a plan].

Meling: By giving the teachers time, you allow them to reflect on their teach-
ing. By having them write ahead of the meeting, you make them accountable
for what they write [eliminating roadblocks]. We have a small budget left
for food, if you're interested.

Alison: Great! I'll make the announcement at tomorrow’s morning meeting.
We will plan to have the ESL department meet for pizza and soda in the
library on Friday.

Meling: Are you free at 1:00 p.m. on Friday to debrief [reflecting]?

Alison: Hold on, let me check. [Alison checks her organizer.] Yes, I'm free.
I'll see you then.

When administrators and teachers get together to talk about their methods
and strategies, they help cultivate a schoolwide coaching environment.
Using coaching strategies with colleagues helps to further embed the
concepts, helping teachers to be coaches rather than simply to think like
them. When all levels of communication are open, whether vertically or
horizontally, support becomes available from a variety of sources.

Case Study of Principal-Teacher Coaching
Using the 3 Ps + C Model

Mario, a principal, notices that Rosa, a 5th grade teacher, is not acting her
usual self. He invites her into his office to learn about what could be trou-
bling her.

Mario: Rosa, you know that I think the world of you [compliment], but | have
become concerned this week. | notice that you are not as focused in your
teaching as you used to be. There is a big change in your performance from
just last week [purpose]. 'm curious: what’s changed?

Rosa: Mario, | have always thought of myself as a professional, and [ don’t
want my personal life interfering with my teaching.
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Mario: [ want you to understand that I don’t mean to pry, but I'm here for
you. Whatever it is that’s bothering you, you may want to consider sharing
it with me so that you are not alone in whatever is happening to you. We've
been at this school together for what, eight years now?

Rosa: My dog, Bernardo, died and I am just so distraught. He lived a good
life, almost 20 years. I'm single, so Bernardo was always my companion.
Mario: That must be a terrible loss for you; it’s understandable for you to be
feeling this way. It’s not easy going through the pain of losing a beloved
pet. How can I support you?

Rosa: By doing what you’re doing right now: letting me realize that my teach-
ing is being affected. I just have to get a handle on myself. Some of my friends
told me to go out and buy a new puppy, but 'm not ready yet.

Mario: [ have a strategy that just might work for you. Would it be okay to
share it [permission]?

Rosa: Please, anything that could help me. [ know that what I'm feeling is
normal, but I thought I would be a lot farther along by this point.

Mario: Rosa, what if you took those feelings of loss and used them to cele-
brate Bernardo’s life? Here—please take a piece of paper and write down
5 to 10 things that you loved about Bernardo that made your life sweeter,
livelier, or more fun. Take your time, there is no rush [positive suggestion].
Rosa: Okay. [She writes the list.] Here they are.

Mario: Tell me one of your favorite experiences with Bernardo—something
that may have happened over and over again.

Rosa: Well, Bernardo loved to play fetch—the only problem was his own
excitement. When he’d return the stick to me, he wouldn’t let go. All he
wanted me to do was to throw it again. He made me laugh so, as I'd pet his
head.

Mario: Rosa, how have you shared your loss with your students?

Rosa: | haven'’t; [ didn’t feel that it would be professional.

Mario: Rosa, you have a warm and nurturing environment in your class-
room. You love to write and you encourage your students to write all the
time [compliment]. | can’t think of a population that loves dogs as much as
children and single adults do. Your students may help you move through
this tough time. In what ways do you believe that your students may have
dealt with losses in their own lives?
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Rosa: I never thought of it that way. 'm sure they’ve had their own losses—
grandparents, pets, friends, maybe something tangible that they cherished.
You know, this could be a springboard for a lesson.

Mario: That’s a great way to reframe what has happened to you. I can see
the wheels in your head spinning, Rosa! Share with me what you're thinking.
Rosa: | may want to share the list I just wrote with my students. Hmmm . . .
maybe I'll bring in a few pictures of Bernardo and me.

Mario: So, Rosa—you already look like you’re on your way. When you
walked in here, your shoulders were slouched and you seemed aloof. Now
you're like a different person. Your spirit has kicked back into action and
you seem focused again [compliment].

Rosa: Mario, I have to run. [ hope you don’t mind, but I have a lesson to put
together.

Meeting personally with teachers, even if it’s only five minutes every
morning with the staff, promotes a bond that allows for feedback. For this
reason among others, it is important for principals to walk the hallways each
and every day and remain informed about what’s going on at the school.
Principals who are informed and who embrace progress will always be open
to suggestions, and will find their efforts applauded. The more principals
model a sense of progress, the more open the teachers become to taking
risks, knowing that the effort alone is commendable.

Classroom Observations and Discussion Clubs

One way for administrators to encourage the useful sharing of strategies is
to allow time for teacher-coaches to observe one another in action. Class-
room observations can help teachers draw connections across the disci-
plines and spark ideas for approaching similar content in their own classes.
Overlapping teaching strategies from classroom to classroom allows for a
sense of continuity that students will come to expect and enjoy. It’s not easy
for students to go from an active classroom to one in which the teacher only
lectures while the students take notes. If teachers are having a hard time
implementing the workshop model or conducting project-based lessons,
perhaps they need look no further than the classroom next door.
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Teacher-coaches should have time in their schedules to get together
and discuss teaching strategies. Administrators may offer teachers the
opportunity to organize clubs around reading, gardening, sports, or any
other activities that don’t have “work” stamped all over them. A book club
could focus on new young adult literature, so that teachers can share use-
ful titles and discuss ways to get students reading and discussing them; a
gardening club could focus on the science of plant cultivation, thus sparking
ideas for a school garden or greenhouse; and a sports club could empha-
size statistics, building bridges to the math classroom.

Summary

Every principal needs to help establish a course that has a clear purpose,
and a mission of what the school should become. Students, teachers, and
administrators jointly can establish goals for moving their school toward
a coaching environment—when people have ownership in the process, they
are more committed and motivated to perform. First, however, administra-
tors must clearly articulate the school’s values and model them by treating
staff and students with the utmost respect, fairness, and compassion.

Section Summary

The focus of this book is to help increase students’ and adults’ abilities to “talk
content” and write with a purpose. By acting as coaches, educators help
students and colleagues to mature socially as well as academically, within a
respectful atmosphere. Teachers should remember the GOPER plan when
coaching students: Help them to focus on the goal, understand their options,
create and implement a plan, eliminate roadblocks, and reflect on what
they’ve accomplished. When teachers use guided listening and COACHing
questions with students, the relationship between them will improve because
the students will feel more successful as learners. In a true coaching environ-
ment, teachers and students produce a continuous flow of synergy: one
creative idea sparks another, leading to motivation and engagement; students
are complimented rather than reprimanded for solving problems in unusual
ways. Most importantly, students begin to blossom, and the teacher-coaches
get to see hidden talents come to fruition right in front of their eyes.



Section 2

Classroom Strategies

This section offers strategies for increasing discussion, deductive
reasoning, and performance and art techniques in all subject areas.
The section is broken down into the following four chapters:

¢ Chapter 8: Discussion Strategies. Strategies for helping students
engage in conversation and “talk content.”

e Chapter 9: Deductive Reasoning Strategies. Strategies for help-
ing students investigate, pare content down to what’s relevant, and use
clues to unlock mysteries.

e Chapter 10: Drama and Art Integration Strategies. Strategies
for helping students integrate performance and art techniques that let
different types of intelligences shine through.

e Chapter 11: The Nine Steps of Project-Based Learning. The nine
necessary steps for implementing the strategies in chapters 8-10.

Essential Question: What are classroom strategies that support a
coaching environment?

Guiding Questions and Statements:

e Explain specific classroom strategies that encourage students
to “talk content.”

e Describe in detail how students will write for a purpose if they
are personally motivated.



¢ In what ways can students work together so that they build on
each other’s personal strengths?

¢ Generate a list of strategies that promote discussion, debate,
and simulation.

¢ Describe strategies that encourage the use of negotiation and
problem solving.

¢ Describe in detail strategies that promote differentiated instruc-
tion and differentiated workstations.

¢ In what ways can we nurture the natural integration of the arts:
drama, music, poetry, and fine arts?

¢ Specifically describe strategies that encourage students to per-
form in front of one another, thus fostering interaction and motivating
students to learn.

e Explain in detail strategies that promote evaluation, synthesis,
and analysis.



Discussion Strategies

Incorporating discussion strategies into the active classroom
can help students enhance their speaking and listening skills.
These strategies allow students to interact with their class-
mates, draw connections between what they read and what
they discuss, and integrate new information, taking ownership
of their own knowledge on a given subject. It s fun, too!

No longer do students have to sit quietly at their desks,
awaiting their chance to speak. Discussion strategies require
students to know the material, engage it in conversation at
different levels, and work with others to build their knowledge.
Teacher-coaches who incorporate varied discussion strategies
will find their classrooms come alive with excitement: When
every week offers a new challenge and a new strategy, students
are motivated and eager to learn. Suddenly, the classroom
hums with the exciting bustle of learning and sharing, as
students bring their own special experiences to an intelligent
discourse about what they have read and researched.

Accountable Talk

The Accountable Talk strategy (McKeachie, Pintrich, Lin, &
Smith, 1986) cultivates students’ abilities to speak in a com-
pelling and persuasive way, preparing them to debate, lobby,
and negotiate shrewdly. Accountable Talk is a secondary
strategy—in other words, its function is to reinforce students’
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communication skills, while requiring that they assess their abilities to
achieve their goals. (The primary teaching strategy would focus on the pres-
entation and acquisition of content material.)

Accountable Talk can be incorporated into classroom activities that
require students to speak and listen. Students are paired up and instructed
to listen closely to each other as they make oral presentations. Listeners
must assess their partners’ performances on specific criteria, thus holding
them accountable for what they say.

Once students know what they are to research and present, and the
assessment criteria are negotiably contracted with the teacher, clear guide-
lines can be established as to what is expected from each speaker. Examples
of acceptable criteria include actively speaking and participating, making
eye contact, using prepared notes, asking important questions, using
primary source documents, and responding to other speakers. Behaviors
to be safeguarded against could include interrupting, engaging in side con-
versations, insulting others, veering off on tangents, or not responding to
others’ points. Students are supposed to explicitly list these as behaviors
to avoid during the negotiation of criteria. The comparison helps to further
clarify what is expected. Once the criteria are outlined, all students should
receive observation sheets on which to assess their partners (see Figure
8.1). Before proceeding with the oral presentations, time limits should be set
so that students can have time at the end to share their assessments. Of
course, the teacher should model constructive criticism first, so that stu-
dents don’t insult one another. Once Accountable Talk has been incorpo-
rated into the classroom setting, teachers may modify the criteria over time
to focus on skills that need particular attention.

Classroom Application

Here are some examples of how this strategy can be adapted to a variety
of subject areas:

e Language arts students can conduct a forum comparing and contrast-
ing the personalities and aspirations of heroes in the books they’re reading.

e Science students can lobby for or against stem cell research, focus-
ing on the moral, scientific, and economic issues involved.

¢ Social studies students can debate the merits of building and main-
taining a nationwide railroad system.
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Figure 8.1
Accountable Talk Observation Sheet

Directions: Each time your partner does one of the following, place a check in the box.

Your partner’s name:

POSITIVE
Actively speaks and participates:
Odooooooodoooooooogono

Responds to another speaker:
Odooooooogoooooooggono

Asks quality questions:
dooooooodoooooodagono

Refers to his or her notes or any text with pertinent information:
oOododoodoboooododoood

Makes eye contact with the person who is speaking or listening:
OOoOooOooooooooooooododn

NEGATIVE
Speaks in a bullying fashion:
oOododoodoboooododoood

Interrupts another speaker:
OOoOooOooooooooooooododn

Engages in conversation on the side:
OdOooooooodoooooodooono

Does not stay on the topic:
Odooooooodoooooooogono

Puts others down:
O000O0ooOooobooOobooOoooOono

Describe in detail the points that your partner made that were most interesting to you:

Describe in detail what you would have said in the discussion if you were given the chance:
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This flexible strategy can be built into any classroom and prepares
students for a world that requires them to speak in open forums, listen to
others, respond to varying perspectives, and respect their peers.

Flexible Jigsaw

As its name implies, this strategy is particularly flexible, as it embraces both
homogeneous and heterogeneous groupings. The strategy basically requires
teachers to “jigsaw” students from homogeneous groups to heterogeneous
ones.

Getting the ball rolling is easy. First, the teacher divides the class into
groups of five. Each group gets a reading assignment that is appropriate to
the students’ reading level. The groups may be asked to meet once or twice
a week until the reading is finished. For homework, each group should read
a portion of its designated reading assignment. Though each group has a dif-
ferent selection to read, the students should all answer the same open-
ended question. Examples of questions that students might answer include
the following:

Fiction

e “Describe in detail the conflict that confronted the main character.”

e “If you were a friend of the main character, how would you help him?”

e “Describe the setting and how it affects the characters.”

e “Describe the tensions between the main character and the other
characters in the book.”

e “List the qualities that you share with the main character, and the
ones that you don’t.”

Nonfiction

e “Describe in detail the main purpose of the reading.”

¢ “In what ways does the reading represent a specific viewpoint?”

e “For what reasons can or can’t you trust the reading?”

¢ “In what ways is the document one-sided?”

e “How does this reading help you understand a particular time and
place in history?”
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Teacher-coaches can also generate questions with input from the students,
after they’ve learned active listening skills. They can then provide students
with monthly reading schedules ahead of time, helping the groups make
their selections of particular book choices.

Once the students have all answered their first question about the read-
ing, the groups should convene to discuss their responses, learning from
one another while clarifying aspects of the text that they may have found
confusing on their own. After they have had a chance to discuss their read-
ings, the students should count off from A through E, then jigsaw from their
original homogeneous groups into new, heterogeneous groups—As group-
ing with As, Bs grouping with Bs, Cs grouping with Cs, and so on. In these
new groups, each of which contains a representative for each of the read-
ings, the students share what they’ve learned from the reading and work
on answering the same open-ended question.

Because each student is the sole representative of her reading selec-
tion within the new group, her contribution to the group carries the weight
of authority; the playing field is thus made level, with struggling readers as
respected as gifted ones. At the end of the class period, students should
report to their original groups and briefly present the highlights of their
discussions to the entire class.

Once or twice a week, the teacher-coach should post a new question and
assign new readings. Students may be asked to keep a reading journal where
they can record their answers to the questions, respond to the readings in
their own words, and highlight any interesting points they may want to take
up with their groups. They could also reflect on what they learned in their
heterogeneous groups, using the opportunity to write about what they
learned about the other students’ readings. They may also be asked to
reflect on how their material relates to the topic of the lesson, drawing links
that they can then discuss with their groups.

When the readings have been completed, the teacher may ask students to
write a paper on how the readings are relevant to real life. (For example, they
may develop profiles of two characters, one fictional and the other real, and
compare and contrast them.) This activity can be applied in countless ways.

Teacher-coaches may be pleasantly surprised to find that this flexible
group arrangement can actually be an incentive for students to read the
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other selections discussed in their heterogeneous groups. The Flexible
Jigsaw strategy is noteworthy because it allows for both homogeneous
and heterogeneous groups to take part in the same task.

Classroom Application

Clearly, the Flexible Jigsaw strategy can be incorporated into most sub-
ject areas. In language arts class, selections could be primary sources from
a historical period, young adult literature selected with a specific theme, or
support readings for major works. For instance, if the class is reading Lord
of the Flies and studying the themes of power and evil, the teacher-coach
may incorporate one of the following pieces of fiction for each group: Down-
river by Will Hobbs, Killing Mr. Griffin by Lois Duncan, The Drowning of
Stephan Jones by Bette Greene, and The Chocolate War by Robert Cormier.
(Social studies teachers could use these titles too, in conjunction with unit
themes such as leaders and followers, good versus evil, backstabbing, or
anti-Semitism.)

Teacher-coaches of social studies might arrange groups in a Civil War
unit around such titles as The Red Badge of Courage by Stephen Crane, Har-
riet Beecher Stowe’s Uncle Tom’s Cabin, or The Narrative of the Life of Freder-
ick Douglass. Alternatively, they could use primary sources, such as the
Gettysburg Address, authentic journals of Union and Confederate soldiers,
newspaper clippings from the era, and so forth.

In science class, if the topic is nuclear energy and weaponry, students
may be asked to read such selections as Phoenix Rising by Karen Hesse, After
the Bomb by Gloria Miklowitz, Robert C. O’Brien’s Z for Zachariah, or Caro-
line Stevermer’s River Rats. All of the books deal with nuclear power or the
aftermath of a nuclear war. Primary sources might include John Hershey’s
Hiroshima, nonproliferation agreements among nations, and statements
made by leaders and scientists from all over the world.

Students will welcome the Flexible Jigsaw strategy as a break from text-
book readings and will appreciate the opportunity to escape into the world
of historical fiction or authentic primary sources. With flexible reading
groups, the whole class can be pulled into the pages of exciting literature,
regardless of ability level.
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Lobbyist Hearing

The Lobbyist Hearing strategy (Stix, 1998a) is not just for the social studies
classroom. This simulation requires students to act as lobbyists represent-
ing four different points of view. They don’t have to defend positions with
which they agree, but they must make their presentations believable, per-
suasive, accurate, and meaningful; after all, their goal is to persuade a panel
to agree with their point of view. Role playing is fun for students, and the
forum of the simulation can vary—possible venues include a town meeting,
a union hall, a political party conference, a book club, a science conference,
a legislative assembly, or a PTA meeting. A panel of judges represents the
listeners and decision makers for each hearing. “This is a very good strategy
to use for teaching how to cooperate in negotiating contracts or highlighting
a particular position,” said teacher Abbu Hinckson-Martin of Queens Acad-
emy High School.

There are some prerequisites to the Lobbyist Hearing. First, the subject
under discussion must have at least four different perspectives available for
defending—two “pro” and two “con.” Second, background sheets need to be
prepared for each point of view. These highlight key information regarding
each point of view and provide students with a starting point for their own
research. Third, students should be organized into as many groups as there
are points of view. Once these three criteria are set, the activity may begin.

The teacher-coach should ask the students to describe a time when
someone tried to persuade them to do something or think a certain way.
They should discuss the issue among themselves, and then determine what
their experiences had in common. They should describe in detail how they
were convinced and what techniques the speaker applied. The teacher
should then call upon one group at a time so that each may offer one
response, rotating from group to group.

Next, the coach should describe the simulation to the class. Students
now have to persuade each other to take their point of view on a contro-
versial topic. In addition to reading their background sheets, students
should be required to conduct additional research at the multimodal and
multilevel classroom workstation independently and to identify key points
together. The strategy works best if teacher-coaches are already familiar
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with classroom workstations that hold a variety of texts, manipulatives,
and other materials for student use. “Going to various stations to find sup-
porting information allows students to be exposed to different perspec-
tives,” said Queens Academy High School teacher Darryle Cook. Students
can also use the library, Internet, or other resources to prepare the best
case they can for their assigned positions. They will craft a speech meant
to persuade and convince their listeners, and take turns speaking.

Once the students have a good idea of what the strategy involves, they
may negotiate the criteria for assessment. Sample criteria may include
addressing key issues, having an initial stronghold, capturing the audience’s
attention, sequencing the argument effectively, closing with a provocative
ending, speaking persuasively, and sticking to the point. Some students
might privately indicate to the teacher that they are uncomfortable with
the role they have to play or with the point of view they have to espouse. In
this case, the teacher-coach might compare the simulation to a play, in
which all the students take on roles for what is being staged. The students
must be advised that they will be evaluated on how well they play their
roles—in other words, on how effectively they get their point across to the
audience. Their personal opinions and convictions are never at issue. Who
today would argue the merits of slavery as tenaciously as did the slave-
holders of the Confederacy? Yet this is exactly what is expected of the
students: that they speak as eloquently for those with whom they disagree
in reality as they would for those with whom they agree. The point of the
Lobbyist Hearing strategy is for students to better appreciate the fact that
there are two sides to every story, and to learn to tolerate what others have
to say. The strategy gives students a better understanding of the world that
existed in the past as well as the one they live in now.

Students should read their assigned perspective and become familiar
with all of the major debating points. The more research they seek out, the
more they will know; teacher-coaches should make it clear that if the
students do not venture beyond the information sheet, they are bound to
miss out on much relevant information that could help sway the panel. The
teacher-coach may assign open-ended homework questions or statements
to help students decide how to present their positions and organize their
thoughts. Examples include the following:
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¢ “For what reasons do you consider your point of view important?”

¢ “Compare and contrast the weaknesses and strengths of your point of
view.”

e “Describe in detail all the major points you are trying to express.”

e “Generate a list of important facts.”

e “List in detail all the strategies you will use to get all your points
across to the audience.”

When their research is done, groups should discuss what they have found
with each other. Students should prepare charts, graphs, photographs, pri-
mary sources, and other visuals to support what they will say in the forum.

Members of each group should then be assigned a letter. Once everyone
in a group has a specified letter, the students should be jigsawed into new
groups, with all As sitting together, all Bs sitting together, and so on. Each
person shares a perspective with the other members and listens carefully.
This part of the activity is important, since it allows students to gain an
understanding of the opposition they will face before fashioning a line of
argument. It also allows the students to get an overview of all the complex
issues involved, and a more rounded appreciation and understanding of
the opposing sides. (Some teacher-coaches may decide to give all groups
all the information sheets so they can be aware of the counterarguments
ahead of time, but this is best suited to advanced classes.)

Now that students have become privy to multiple views, they should
move back to their original groups and discuss what they have learned
about the other perspectives. This strategy ensures that students are con-
stantly “talking content” and building their knowledge through the sharing
of information. These groups become experts on their perspectives by
discussing both their own point of view and the opposing ones. They can
anticipate other arguments, strengthen their own, and be prepared with
counterarguments.

Following this group discussion, the teacher-coach should ask the
students to brainstorm all the ideas they can generate regarding their per-
spective and write them on an organizational sheet. Next, they should decide
which points to cover in their presentations. They may decide to cover all of
the points, or just those that they consider most salient. When they have done
this, they must decide on how to sequence their arguments, starting with a
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strong opening. At this point, students must agree on which points each of
them will cover and write brief speeches, between 30 seconds and one
minute in length, covering their points. (Alternatively, the teacher may
decide to require a full-length speech from every student, as a way of incor-
porating more writing.) Each student should cover a different point and
should be instructed to include a “hook”—something that grabs the listener.

Once they write their speeches, the students should make note cards
with just the key words written on them. Having entire sentences written out
might tempt the students to read from the cards, and this should be avoided
at all costs. There is nothing more disheartening than watching a student
with head bowed low, reading his speech. It is the student’s job to win the
listeners, not just through persuasive speech but also by maintaining eye
contact and using gestures that convey emotion. Before beginning the sim-
ulation, students should be asked to generate a list of what constitutes good
speaking behavior (e.g., eye contact, differing levels and tones of voice for
emphasis, gestures showing emotion, appropriate body language).

One day before the lobbyist hearing, one student from each group
should be pulled out to serve on the panel. To avoid a tie at the decision
stage, there should always be an odd number of panel members. Students
chosen for the panel should leave their notes with their groups, who must
then incorporate them into their speeches. As the groups do this, the panel
members should discuss their different perspectives and agree to put them
aside and to listen with open minds. They should also use this time to create
a list of open-ended questions they will want the speakers to answer after
each of their presentations.

The teacher-coach may ask the students to dress the part on the day of
the lobbyist hearing. They could dress as professional lobbyists, or they
could be asked to dress in the appropriate manner of the group they are rep-
resenting. For instance, if they are portraying Roman senators and
Carthaginian envoys seeking to convert the Italians to their side during
Hannibal’s invasion of Italy, they could all wear togas. The students can
also bring whatever props they might need, along with charts, graphs, and
pictures, to create a realistic setting for a serious and dignified hearing.

The lobbyists are now ready to begin. The panel sits in the front of the
room behind desks with paper and pens, ready to take notes and pose ques-
tions. The groups assemble, and the teacher-coach announces that the
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hearing will come to order. The panel members introduce themselves. The
first lobby group meets at the side of the room, so that both the panel and
the other groups can see them when they make their presentations. This
allows the speakers to stand in such a way that they can maintain eye con-
tact with everyone in the room. A speaker who keeps his back to many of his
listeners has already lost a large segment of his audience.

As soon as a representative from the first group announces their position,
the students in that group begin their speeches, using any visual materials
they have to substantiate what they say. The other groups take notes on the
presentations and chart the information. After each of the first group’s presen-
tations, one panel member asks an open-ended question, which one member
of the lobbying group answers. Once the first group finishes, the teacher-
coach helps the students reflect on how well the group performed. The coach-
ing element helps increase the proficiency level of the groups that follow. In
this strategy, the coach acts as the moderator, sets the pace of the proceed-
ings, keeps time, and assesses the class by filling in a rating chart specific to
the activity that is based on the criteria negotiated earlier.

After the first group has presented and the teacher-coach has helped
the students reflect, the process is repeated with every group. The moment
of truth comes when all the groups have finished their speeches. The stu-
dents on the panel are excused and leave the room to discuss what they
have heard; based on their cogitations, they render a decision. Meanwhile,
the groups convene to predict what the panel will decide. When the panel
reenters the room, one member announces the verdict.

The hearing is not yet over, though. Once the verdict is announced, the
students shift gears and pretend to be members of the general public who
have just been informed of the outcome. They should discuss alternative solu-
tions that may incorporate some views from the different groups, or that
they may have formulated from their own follow-up brainstorming. After list-
ing the alternative solutions, the class generates a comprehensive list and
votes on which ones seem the best, as the teacher-coach charts the results.

Of course, no lesson is complete without reflection and a writing exercise.
For homework, teacher-coaches should ask students to reflect on the hear-
ing and pose open-ended questions to themselves; they should then answer
these questions in writing, thoughtfully considering other possible responses.
The students should be graded on the quality of their questions and answers.
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In class the next day, students should share their responses with their coop-
erative groups and discuss their experiences in the lobbyist hearing. As a
postactivity, students can be asked to find out what controversies are brew-
ing at the local, state, or federal level. Many cable stations air debates and
speeches on various issues, and students can learn from the various tech-
niques employed. In class, they may then discuss what they have observed.

Classroom Application

Applying the Lobbyist Hearing strategy to different content areas is easy.
In language arts class, the students can try to sway a panel of judges as to
Gene’s guilt or innocence in Finny’s fall from the tree in John Knowles’ A Sep-
arate Peace. One group could defend Gene, arguing that he did not shake the
tree on purpose and that it was simply an inadvertent happenstance. Another
group could argue that Gene was guilty, trouncing the tree on purpose and
acting out a fit of jealousy toward Finny. A third group could present the opin-
ion that while Gene probably did trounce the limb on purpose, he did so sub-
consciously, with his conscious self unaware of his urge to do so. Finally, a
fourth group could argue that there was no way to tell one way or the other,
and that a decision regarding Gene’s guilt or innocence could not legitimately
be reached without further evidence. Sigmund Freud would beam with pleas-
ure listening to students discuss all these psychological issues.

“[The Lobbyist Hearing] is my favorite strategy because I can see the
students being excited and willing to participate . .. [in lessons on] Supreme
Court cases and U.S. foreign policies,” said teacher Paula Rosa-Gerstein of
Queens Academy High School. Possibilities for using the Lobbyist Hearing
strategy in social studies class are endless: independence versus loyalty to
the crown during the Revolutionary War, Andrew Jackson versus John Cal-
houn, the merits of the Wilmot Proviso, labor unions versus Big Business,
isolationism versus involvement in World War II, and the pros and cons of
the Iraq War are all potential debating topics.

In science class, students might debate such pressing topics as global
warming, dependence on foreign oil, the harvesting and sale of human
organs, and funding for NASA and other government agencies.

The Lobbyist Hearing strategy has kids “talking content” in various ways
at every step in the lesson. They learn from each other and themselves as
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they brainstorm, analyze, synthesize, and relay information to different
groups of listeners. They cooperate to meet their goals, and they write
responses based on their newfound understanding.

Stix Discussion

The Stix Discussion (Stix, 1998b) incorporates an inner-outer circle forum,
with students in the outer circle feeding notes and clues to their speaker-
representatives in the inner circle, who argue the issue. This multilevel dis-
cussion strategy is participatory and exciting, and, more importantly, it
gives every student an active role to play.

Teacher-coaches begin by organizing students into groups. Informational
sheets representing four perspectives are distributed to the groups, so that
each student in a group has a different perspective. Students review their
points of view, then jigsaw into new groups where everyone has the same per-
spective. Of course, they are now expected to become experts on their points
of view through further research and group discussion. Once they do this, they
return to their home-base groups and share what they have learned.

When the teacher-coach tells the students that they will be participating
in a Stix Discussion, the negotiable contracting of criteria can take place.
Examples of appropriate criteria include addressing key issues, making good
eye contact, speaking convincingly, using primary and secondary sources to
support points, using visuals to illustrate a point, listening well, and actively
participating without overwhelming the rest of the group. The teacher may
assign open-ended homework questions or statements to help students
decide how to present their positions and organize their thoughts. Examples
include the following:

¢ “For what reasons do you consider your point of view important?”

e “Compare and contrast the weaknesses and strengths of your point
of view.”

e “Describe in detail all the major points you are trying to express.”

e “Generate a list of important facts.”

e “List in detail all the strategies you will use to get all your points
across to the audience.”
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As always, students should be aware of how they are being assessed.
They should be given enough time to research their perspectives and to dis-
cuss strategies for the Stix Discussion. All the while, the teacher-coach cir-
culates the class acting as a coach, notepad in hand, offering guidance and
charting the actions of the students.

On the day of the discussion, the teacher-coach arranges one small
circle of chairs in the center of the room. Behind each chair are two or three
additional chairs, also facing the center of the circle, creating a larger outer
ring (see Figure 8.2). The number of chairs depends on the size of the class;
in a class of 24 students, the inner ring would have 8 chairs (2 for each per-
spective) and the outer ring would have 16 (4 students acting as aides for
each inner-circle pair).

Figure 8.2
Setup for the Stix Discussion
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There should be small pieces of paper, perhaps 2- by 3-inches in size, on
top of each chair in the outer ring. Only the students in the inner ring are
allowed to speak; those in the outer circle may pass notes to the speakers,
but may not speak themselves. Some teachers may ask students to initial the
notes they pass, for assessment purposes during the simulation. Each mem-
ber of the group should be assigned a number before the simulation begins.
Later, when the inner and outer circles rotate, all 1s and 2s who initially sat
in the center ring will move to the outer circle, while 3s and 4s move in,
with the rotation repeated as often as necessary until all class members
have the opportunity to take part in the discussion.

Before the discussion begins, teacher-coaches should remind students
of the assessment criteria to which they agreed. The groups may also wish
to take five to seven minutes to discuss the points they want to make before-
hand. As a warm-up, the coach may want to conduct a two-minute practice
run, so that everyone understands the process.

The inner circle begins the discussion. Students take turns speaking
about their point of view, making sound arguments for their side, addressing
and countering the points made by the opposition. This goes on for three
to six minutes, with the outer ring of students passing notes to their part-
ners in the inner ring.

As the outer circle consists of the aides or clerks, they are not allowed to
speak. They must carefully listen and write down suggestions that they want to
offer to their inner-circle partner. Once written, they should tap their partner
on the shoulder lightly. This individual, who may not turn around (to not lose
eye contact with the rest of the peers in the inner circle), raises and opens his
hand. The student in the outer ring should place the note cautiously into the
palm of the hand. This way, the speaker is not taken away from the discus-
sion. The teacher-coach tells the students in the outer ring that they are not
allowed to pass a note while their partner is actively speaking. They should
wait until their partner is finished speaking before tapping the shoulder.

When the time has expired and the first inner circle has finished, the
teacher-coach helps the class reflect on how well the group performed; this
helps increase the level of proficiency for the next round of discussion. The
coach uses authentic assessment as noted in Figure 8.3 for grading pur-
poses. The negotiable contracting criteria can be used to make the students
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accountable for what they say and how they discuss the topic. The teacher
can use a point system (1-10) or a check system (/++, /+, /, or ,/-) for each
criterion. Students can assess each other if peer assignments are made.

Figure 8.3
Authentic Assessment for the Stix Discussion
Topic: 8 3
8 S &
z E o 2
< = = — m
Date: % ® 2] S =
2 S g = £
<] = S &) 2
3 s @ 4 =3
<C (&) — i w
1. Lashawn
2. Pablo
3. Tina
4. Timmy
5. Maylee

Next, the coach signals that the second round of speakers should take
their place in the center ring. Once all students have had their turn to sit in
the inner circle, the teacher-coach may decide to call anyone who has been
hesitant or quiet to join the center ring again, this time without being over-
whelmed by more active or dominant speakers.

When all views have been exhausted, students should jigsaw back into
their home-base groups, where all viewpoints are represented, and collec-
tively decide on some possible outcomes by discussing, listing, and rank-
ing their ideas. The class as a whole can then discuss the ideas and chart
them on the board. The groups must decide on a single solution, possibly
incorporating related ideas. Here is where “writing for purpose” comes into
play: The teacher-coach asks the students to write formal recommendations
for solving the dispute, either individually or as a group. They should also
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follow up with a written reflection on what they learned from the exercise
about considering different viewpoints and making decisions.

Before concluding the lesson, the class should discuss the real-life
outcome of the examined controversy. Students can determine if their solu-
tions were better, worse, or the same as what actually happened.

Classroom Application

Many subjects lend themselves well to this strategy. The strategy is
even applicable to language arts classes, where literature is the main focus.
Students can discuss whether or not the protagonist of Maggie: A Girl of the
Street is responsible for her own downfall or was deliberately abandoned
by those who should have sheltered her.

In social studies class, students can debate the pros and cons of James
Marbury’s petitioning the U.S. Supreme Court for a writ of mandamus to
secure his government appointment, or the measures the Florentine city
council should implement to alleviate the scourge of the Black Death in the
Middle Ages.

In science class, they can debate whether the sale and consumption of
alcohol should be restricted or banned, or determine whether it is morally
acceptable to experiment on animals.

Creative Controversy

There are many politicians who are notorious for changing their opinions
on issues. This tendency, which journalists commonly refer to as “flip-
flopping,” is a notable presence in many heated political campaigns. In the
Creative Controversy strategy (Johnson & Johnson, 1995), students begin
by taking one side of an issue, and then switch midway to the opposite
viewpoint.

The students first draw initial conclusions based on their limited experi-
ences, personal perspectives, or ways of organizing information. When they
share their personal rationalizations with others, they engage in a cogni-
tive rehearsal that allows for a deeper understanding of their positions; thus,
when they have to take the opposing position, it causes conflict and turmoil.
The material that they had previously absorbed must now be manipulated
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differently—by recasting, reorganizing, reclassifying, and reordering—to
support the new point of view. Though this process creates an initial feel-
ing of uncertainty, by the end of the experience the students will have sharp-
ened their reasoning skills and attained a higher plane for making sound,
knowledgeable judgments. Both Ruggiero (1988) and Johnson, Johnson, and
Smith (1997) concluded that forums where students use higher-level reason-
ing and critical thinking lead to superior teaching, so this strategy is a chal-
lenge that benefits both teacher-coaches and students.

The coach should prepare for the exercise by bringing up a subject for
debate and providing the students ahead of time with informational sheets
reflecting two competing points of view. These sheets should highlight key
points about each perspective, providing students with a starting point for
their own research. Next, the teacher-coach should explain to the students
that they will begin with one view and then switch to an opposing view.

When students understand what they must do, the negotiable contract-
ing of criteria can take place. Examples of acceptable criteria include
addressing key issues that go beyond the information sheet, holding the
listener’s attention, sequencing the arguments effectively, responding with
clear and precise citations, using good listening and responding skills, listen-
ing respectfully to an opposing opinion, speaking persuasively and making a
lasting impression, and staying with the point of view.

The teacher-coach should divide the students into groups of four. Two
students are assigned the A position, and the other two are given the
B position. Using multimodal and multilevel workstations, the local library,
the Internet, and other available resources, the students research and
prepare the best case they can for their assigned position. The students are
motivated because they know that they are writing and preparing for a
simulation that will actually take place in the classroom. Upon completing
their research, students write down key points on index cards to help
them during their debates, using only one or two key words and avoiding
phrases and sentences. Because each group has two students who share
the same position, they can assist each other. During the debate, both
students must make equivalent presentations; they may speak for equal
lengths of time, or divide their speeches into categories, taking turns
addressing each one.
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On the day before the debate, it is a good idea for the teacher-coach to
model the Creative Controversy strategy with two students in front of the
class for about two minutes. The topic should be mundane (e.g., “Is grounding
an effective punishment for teenagers?”). At the end of the modeling session,
the teacher-coach can ask the class to critique what it did and did not find
effective. This pre-activity dialogue will help them understand what it means
to use good listening skills. Among other observations, the students might
point out what is essential or significant in the speech, what left a lasting
impression, how the use of proper supportive materials strengthened the
speech, and why it is beneficial not to belittle the opposition. Once the
process has been modeled, students can make their last-minute preparations.

On the first day of the Creative Controversy debate, the A pair from each
group makes its presentation, and the other pair engages in active listening,
taking careful notes. After the initial presentation, the Bs ask the As questions
during a Q&A. Applying the benefits of their active listening the Bs may restate
what they heard or question certain parts of the presentation for greater clar-
ity. The As and Bs then switch places, and the process begins anew.

For homework, students must now get ready for the next day’s activity
by reading the information sheet and preparing adequately for the opposing
position. On the second day, all As take on the perspective of the Bs, and
vice-versa. The students make their presentations, followed by the Q&A.
The second day often proves to be meatier than the first, because students
have had the first day to lay the groundwork and the homework assign-
ment to probe for more details. This is where students are expected to add
new facts and to elaborate upon the initial presentations.

At the conclusion of both presentations and Q&A sessions, the four-
student home-base groups should convene and participate in an open
discussion. By engaging in an open forum, the students can synthesize
the evidence from both sides and use their reasoning skills to tap infor-
mation at a higher level. The group can openly discuss the strengths and
weaknesses of both positions, and even try to create a single position by
integrating elements from both sides. Students think beyond the con-
straints of the positions they were locked into at the start and have the
chance to create a middle ground that may be more realistic. They may see
a new way of looking at the evidence or reorganize pre-existing conceptions.
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Whatever they do, the students are now looking at both positions with a
more open-minded view, even if their personal positions have not moved
in any dramatic fashion.

Throughout the Creative Controversy strategy, the teacher-coach’s role
is to circulate from group to group and assess how well the students are
doing. She can intervene and use coaching skills when needed, to bolster
confidence, help brush aside obstacles, and generate enthusiasm.

The Creative Controversy strategy challenges students to use higher-
level reasoning and critical thinking. Having students take positions on both
sides of an issue and then reach a harmonious consensus helps students to
shun physical confrontation in a world already filled with conflict.

Classroom Application

Topics that easily lend themselves to the Creative Controversy strat-
egy abound in all of the disciplines. In language arts class, possible sub-
jects could include which authors should receive the Nobel prize, which
characters from different novels are the greater villains, or (more specifi-
cally) whether Don Quixote is a demented fool or a blessed saint.

In social studies, academic issues such as the right to die, regime change
in the Middle East, free trade in the Western hemisphere, and human rights
vis-a-vis U.S. foreign policy are all suitable topics.

In science class, students can take positions on such contentious issues
as force-feeding of anorexics, DNA databases for criminals, the legalization
of drugs, the dangers of corporate pollution, and disposal of hazardous
waste.

Magnetic Debate

The Magnetic Debate (Stix & Hrbek, 2002a) puts students in the position of
enthusiastically and expertly “Talking content” with each other. Though the
topics may be serious, it is a fun activity nonetheless. The teacher-coach first
decides on an issue that has two distinct viewpoints and that is complex
enough to be broken into categories. Each student is given a specific cate-
gory to research according to one of the points of view. The students should
know ahead of time that they will have to synthesize their written arguments
into a larger whole, so that they can envision the final results of their
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research. When students understand that their work will be displayed in
front of the class, the quality of their compositions is elevated. Though the
teacher can always assign the positions himself, allowing students to choose
on their own gives them a degree of ownership and motivates them to excel.

The class is divided into four groups: one for each of the two opposing
viewpoints, one consisting of a panel that will pose questions, and one of
students who do not know which side to take. The two opposing groups
meet at opposite sides of the room, the question-panel group sits at the
front of the room, and the undecideds sit in the middle (see Figure 8.4).
Though undecided, these students must still conduct general research in
order to become familiar with the issues. The teacher passes out informa-
tional sheets for both perspectives, giving everyone a general starting point.

Figure 8.4
Physical Layout for the Magnetic Debate

Undecided
o =

Interrogation Committee
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The primary objective for each side is to convince the undecideds of
its position. When the first side is called, a speaker makes a one-minute
presentation about whichever category she has been assigned. Her counter-
part on the opposite team then does likewise, following which the first
speaker is allowed a one-minute rebuttal. The question panel then asks both
speakers clarifying questions. When the speakers are finished, the undecid-
eds may move their chairs closer to the side they are beginning to favor.
Once the category is completed, the teacher-coach helps the class reflect on
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how well each student performed. As with the other strategies in this chap-
ter, integrating the coaching element helps increase the level of proficiency
for the upcoming presentations.

The two sides take turns initiating the debate with each category; after
each category is presented, the undecideds move their chairs closer to the
side that they favor. Oftentimes, students move their chairs in one direc-
tion at the beginning, only to move in the opposite direction as the debate
moves into full swing. When all the speeches have concluded, the side with
the most chairs closest to it wins.

Teacher-coaches should save some time at the end of class or on the
next day for a postdiscussion about the Magnetic Debate. Students can
describe the new things they learned, indicate which side or what particular
student made the most compelling arguments, and discuss why they finally
chose to stand with one side in opposition to the other. While these class-
room discussions are taking place, the coach may chart the findings on the
board using a Venn diagram, comparing the major points that were made by
each side. Students can then be assigned a follow-up paper that compares
and contrasts the opposing positions, with the objective of understanding
both. This can be either an individual or a group activity; teacher-coaches
must be open to what works best for their students.

When teacher-coaches incorporate a wide range of resources and strate-
gies, they often find that underachieving students reverse their poor per-
formance. This is because students are writing for a purpose—to prepare
for the simulation that is to take place—and, later, to reflect on what hap-
pened during the simulation.

Robert Wagner Middle School 7th grader Lauren Schneider thought the
Magnetic Debate strategy was valuable. “It enabled me to feel as though
[ was a part of history, present at actual historical events, making the same
decisions and taking into account the same considerations that led these
real people to take the steps they did,” she said.

Classroom Application

In language arts class, students reading the books Catherine, Called
Birdie and Lyddie might use Magnetic Debate to learn more about women’s
rights through the ages; categories might include male domination,
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domineering father figures, family pressures, marriage choices, educational
opportunities, work satisfaction, and equal pay.

In history class, teachers might use the Magnetic Debate strategy for a
mock debate between Athenians and Spartans during the Peloponnesian
War, with each side seeking to convert the city-state of Argos into an ally.
Categories for discussion could include education, treatment of women
and foreigners, attitudes toward citizenship, and military training.

In science class, students might debate the merits of hybrid automo-
biles versus SUVs. Categories could include efficiency, passenger safety,
design, environmental friendliness, emission standards, and economic
impact.

Four Corner Debate

In this activity, students are required to take a stand on an issue that allows
for gradations of support. The strategy shows how students’ views begin to
change as they listen to one another, changing their minds when challenged
by new ideas.

To set the stage, the teacher-coach asks students whether or not they
have ever changed their minds while growing up. A student might state that
he hated eating peas when he was five, but finds that he now enjoys munch-
ing on raw peas during the summer. Another student might admit to being
terrified while watching scary movies when a child, but now enjoys going
to the movies with her friends when a new thriller has just been released.
The teacher himself might add that he used to only buy modern furniture,
but with time has grown to appreciate antiques. The objective here is to
highlight the fact that changing one’s mind is healthy, that our minds are not
dormant, and that we are not static thinkers.

Next, the teacher-coach explains the Four Corner Debate strategy: The
coach will pose a question, and each corner of the room is labeled with
different responses. At first, students will go to a corner where their opin-
ion is shared by others. They will share their experiences with their peers.
After reading a relevant passage or hearing a shared reading by the teacher,
the students will then jigsaw into new groups to discuss the passage. After-
ward, they may return to the same corner or switch to a different one,



114

Teachers as Classroom Coaches

depending on whether they have been persuaded by the reading or their
peers to change their minds.

Once the objective has been explained to the class, the teacher-coach
embarks on negotiating criteria of assessment with the students. Such
criteria may include speaking briefly and clearly, using persuasive tech-
niques, being respectful and attentive, listening when someone else is talk-
ing, and taking appropriate notes.

As preparation, the teacher-coach places a different poster at each cor-
ner of the classroom, reflecting four possible reactions to a position:
strongly disagree, disagree, agree, or strongly agree. Then the teacher may
assign a reading to the students for homework and have them say which of
the four reactions they had to the position stated in the reading. Students
should write down why and how they came to their decisions. The next
day, the teacher-coach should ask them to go to the corner that reflects
their decisions. If the coach has selected an issue that can claim sophisti-
cated gradations of support, there will be students in each corner. The stu-
dents are then urged to discuss in depth why they made their selections and
to take notes when their classmates speak. The teacher-coach should cir-
culate from group to group, making sure that students are using the skills
discussed during negotiable contracting and facilitating when necessary.

At the end of the discussion, students should count off from 1 to 4, 5,
or 6, depending on the number of students at each corner. (If a corner has
eight students, they should count off 1 to 4 twice.) The teacher should then
jigsaw the students into new groups according to number, where they are to
cite examples from the text and try to be as persuasive as possible within a
specified period of time (four to eight minutes, let’s say). The teacher con-
tinues to coach the students, circulating from group to group and making
sure they are on task, trying to give the necessary help, and also assessing
how well they are meeting the negotiated criteria. Students should speak
with enthusiasm, but also be brief in their statements; no one student
should hog all the time. When two students represent a particular view,
each should be given the opportunity to speak. During the numbered group
discussion, it is important for students to continue to take notes.

After the first jigsaw, the teacher-coach asks the students to reflect upon
their notes and to make a new decision as to how they feel about the issue at
hand. They may return to their original corner, or they may change their
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position and walk to a new corner. When all students have made their deci-
sions, they should share with one another why their positions remained
the same or why they changed their minds.

This activity can be repeated with a new reading, or by having the stu-
dents discuss something they saw on TV.

As part of the reflection, students should take part in a whole-class
debriefing: For what reasons did their positions remain constant? In what
ways did they change? Were they more likely to listen to someone who made
excellent points, or to someone who was just babbling a lot of hot air?

Students should use their notes from the activity to write a concise para-
graph stating their opinions on the issue. The students should note whether
they strongly disagree, disagree, agree, or strongly agree with the position
they have read, then list at least four points to substantiate their decisions.

Classroom Application

As with the other strategies in this chapter, the Four Corner Debate is
applicable to all subject areas.

In language arts class, students might debate whether Helen of Troy was
truly worth “the launching of a thousand ships” in The lliad.

In social studies class, students can debate whether or not Abraham Lin-
coln was the greatest president to hold office.

In science, students might debate the merits of dissecting animals in
high school versus simulating the procedure online.

In music class, students can debate whether or not Elvis Presley was
responsible for merging the blues with gospel and country music; different
pieces of music can be played after each sequence of the strategy.

In physical education, students might debate whether Gene Kelly or
Donald O’Connor in Singin’ in the Rain or Fred Astaire and Cyd Charisse in
The Bandwagon were the most accomplished dancers. After each jigsawed
experience, the teacher may choose to show a different clip of the movies,
or different dancers, such as Gregory Hines, for the students to analyze.

Regardless of the topic, the Four Corner Debate strategy is an exciting
activity. The teacher-coach can see the intellectual growth of the students
as they move from place to place, actively participate in discussions, and
take a firm stand on an issue that was intellectually dissected and
satisfactorily engaged.
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Negotiations and Settlements

Knowing how to negotiate and settle problems is an important skill all stu-
dents should learn and practice from an early age. Making compromises and
concessions, standing firm on important points, and evaluating offers and
decisions are all imperative to the negotiation process and important facets
of “talking content.” In literature, characters often make compromises,
whether with themselves, with others, or with the world, that illustrate or
change who they are. In science, researchers must often negotiate with gov-
ernments, corporations, and others to make breakthroughs in important
areas. And, of course, among the nations of the world, treaties, compacts,
agreements, and alliances are often struck like bargains, where each side
has a say and where no side usually gets everything it wants.

Learning that compromise and negotiation is an important part of life
is one of the key outcomes of the Negotiations and Settlements strategy (Stix
& Hrbek, 2001a). It encourages students to use their powers of persuasion,
evaluate information, build strategies and alliances, and make decisions
based on the best interests of those they represent. This strategy can stand
alone or be used as a concluding strategy to the Lobbyist Hearing, Mag-
netic Debate, or Stix Discussion strategies. In any situation where
differing perspectives vie for prominence, the Negotiations and Settle-
ments approach will generate enthusiasm and make the classroom a
lively place.

As in other strategies, teacher-coaches should provide students with
informational sheets about the issue to be discussed, which should be based
on a historical case. Of course, students are required to go beyond these
basic informational sheets and conduct their own research. In addition, the
teacher-coach should prepare an overhead transparency titled “Outcome of
the Negotiation,” “Settlement Agreement,” or something similar.

Working in groups of four, students are given the informational sheets to
review. Half the students in each group work on one perspective, and the
other half work on the other. They review the information, conduct addi-
tional research at home or at the multimodal and multilevel classroom work-
station, and carefully prepare points to discuss. They are told they are to act
as negotiators, delegates, ambassadors, lawyers, or whatever roles make the
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most sense for the material at hand. Their job is to reach an agreement that
is acceptable to all sides and to report the final results to the class. When
each group has presented its settlement, the whole class will vote on which
group reached the best solution.

Now that students understand the task, the negotiable contracting of
criteria can begin. Some sample criteria for assessment include working
collaboratively, using persuasive and respectful language, achieving a rea-
sonable compromise, and using outside resources to bolster their positions.
Because they will be expected to write a proper agreement, criteria for that
aspect of the task should also be discussed and agreed upon. Some criteria
that could be used to assess the written agreement include clear and suc-
cinct writing, accurate representation of the negotiation, proper sequencing
and organization, and use of compromise and negotiating skills.

The negotiations are ready to begin at this point. The teacher may
devote one class period to understanding the dilemma and having students
prepare their positions. The next day, students should be given approxi-
mately 30 minutes to negotiate and 15 minutes to write their treaties (times
can be modified to suit the class length). The conflict resolution strategy
that we offer here is modified from Jewish Women International. It is
broken down into four steps using the acronym SOCS, which stands for
situation, options, consequences, and solution:

S = Situation. The situation is well defined; students know who, what, where,
when, how, and why the problem exists.

O = Options. Each pair brainstorms a list of options from its perspective.
No judgments should be made at this stage; it is more important to be free-
flowing and to generate as many options as possible.

C = Consequences. Each pair reviews its list, prioritizing the items and star-
ring those that are most essential. Are the items all-or-nothing options, or
are there gray areas? Students should discuss all of the consequences, both
positive and negative, for each item on the list.

S = Solution. Both pairs now come together and negotiate the items on
their lists. Their objective is to negotiate a settlement, meaning that both
parties leave the table feeling that they have accomplished something and
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designed a mutually satisfying solution. Failure means that one or both par-
ties were not flexible enough, few compromises were accomplished, and
no real gains were made. If the students prepare properly and work hard at
compromising, their efforts will be noteworthy.

While the students are involved in their negotiations, the teacher-coach
circulates the class as a coach, notepad in hand, giving guidance and chart-
ing the actions of the students. When the time is up, the class joins together
once again. Each group is called upon to present the outcome of its negoti-
ations. When every group has offered its thoughts, the class should vote
on which agreement was the best. Students can even rank them all in order
and discuss what made one group’s negotiation stronger than another’s.

Finally, the real-life outcome of the dispute should be presented to the
students. They may be surprised at the results, and may even believe they
have devised a more suitable solution themselves. For reflection, the
teacher-coach may ask them to write a journal entry comparing and con-
trasting the actual settlement with their own proposals, or to reflect upon a
time in their lives when they had to negotiate for something of value. For
homework, students can be asked to find treaties or agreements currently
being negotiated in troubled areas of the world. The important thing is for
students to take a hard look at how negotiations aid the process of globaliza-
tion and contribute positively to the world community.

Tess Nanavati thought the interactive nature of the Negotiations and
Settlements strategy was especially appealing. “I learned to think and act
like a person from that time period who is trying to make an important deci-
sion,” said the Robert Wagner Middle School 7th grader. “It wasn’t just copy-
ing something off the board—/ was actually part of it.”

Classroom Application

Students may not be aware that reporters often must negotiate with sub-
jects of news stories for access to information. As part of the writing curricu-
lum in language arts classes, the Negotiations and Settlements strategy can
be used to acquaint students with the role of the investigative journalist. For
instance, in the O. J. Simpson trial, there was some discussion of whether
or not cameras and reporters would be allowed into the courtroom. In this
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case there were more than two sides involved: there were the defense, the
prosecution, the journalists, the court officials, and the families of the
victims. Classroom discussions could address such issues as public access,
impartiality, and the effect of celebrity on the legal process. As a writing
exercise, once the negotiations are complete, students may be asked to put
themselves in the roles of reporters on the case. Writing for a specific
purpose will motivate students to conduct further research.

The Negotiations and Settlements strategy is clearly useful in the social
studies classroom. It can be applied to any locale plagued by war, as well
as to any scenario in which different sides come together to negotiate
contentious issues. For instance, when studying the Cold War, a teacher
may present the two major sides in the conflict and how they reached agree-
ments limiting the arms race. One side could represent the United States
and its NATO allies, while the other could represent the Soviet Union. The
student negotiations should take place before the real-life outcomes are
taught in class.

In science class, the strategy could be used when studying the map-
ping of the human genome. Students may take on the roles of those
representing the private and public sectors involved to determine how best
to share (or even whether to share) information with each other and with
the public.
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Learning to use deductive reasoning strategies to solve prob-
lems is not easy. Although students may use reasoning and
logic every day, they are not likely to be aware of it. When
teachers emphasize the use of deductive reasoning strategies
and encourage critical thinking and analysis, they allow stu-
dents to explore their own approaches to problem solving and
decision making. Asking students to reflect on how they come
to their conclusions is paramount, as it helps students to
become aware of their own thinking. Such metacognitive
approaches to learning help students to discover new ways of
looking at situations.

The strategies in this section encourage teachers to
emphasize deductive reasoning in a variety of settings and
subject areas. These strategies are like scavenger hunts: Using
information from a specific historical period, students use the
clues to determine and understand contemporary counter-
parts.

Hidden Clues

Many students like to watch TV shows that feature detective
work and forensics. Teacher-coaches can use the deductive rea-
soning skills displayed in such programs and put them to work
in a classroom setting. The Hidden Clues strategy, also known as

120
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Concept Attainment (Taba, 1971), gets students to make connections among
content, both independently and as a whole class. Students must use logic to
determine why information is categorized in a particular way. In this student-
centered strategy, concepts are formed, clarified, and used as a foundation for
further knowledge.

As preparation for the Hidden Clues strategy, the teacher-coach should
consider a topic and generate a list of ideas that students are likely to know
about it. The potential ideas should then be categorized under general topic
headings. (For example, when studying the human body, a teacher may
come up with various subheadings and specifics for the different systems.)

Next, students should be divided into groups. The teacher-coach pre-
sents the topic and asks the class what they know about it. The students then
reflect privately and write down their thoughts. After two minutes, the mem-
bers of each group should be asked to share their ideas with one another
and consolidate their information. The coach then asks each group to offer
one idea at a time, going from group to group. The ideas are charted on the
board or on chart paper, with the teacher strategically grouping related
ideas together in columns without making any note of particular headings.
The process of eliciting responses continues until most ideas have either
been charted or examined and eliminated. At this stage of the strategy, it is
extremely important to make sure that students do not talk in their groups,
as one student could ruin it for the entire group. Students will be motivated
to figure out the strategic groupings of ideas. When all ideas have been
exhausted, the teacher asks students to supply headings for the groupings
she has written. At this point, students may come up with some very broad
headings, but they may also begin to see some subheadings coming out of
the broader topics.

Once this task is completed, teacher-coaches ask students what they
observed in this activity. Perhaps they will notice that they had to first ana-
lyze and then synthesize information to find common bonds. Perhaps they
will see the hierarchies that exist in the relationships. Perhaps they will
draw a variety of conclusions and generalizations about the topic and the
strategy in general, and about how they think and organize information.
Whatever they come up with, they are talking and they are thinking.
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Classroom Example

We found an excellent example of this strategy at work in an elemen-
tary school. Teacher Maria Bonitello asked students to write down 10 words
that start with the letter “c.” Rotating from group to group, she asked each
student to share a “c” word with her. She began to chart all of the words, but
in different columns. At first the class looked puzzled and asked her what
she was doing. Ms. Bonitello answered that if they paid very close atten-
tion, they would be able to figure it out.

At first, Ms. Bonitello’s list looked like this:

clap chariot cellar candy
crackle chicken citizen coins

The students in her class remained puzzled. However, with many more addi-
tions, the list expanded and began to look like this:

clap chariot cellar candy

crackle chicken citizen coins

cracker cello cider cat

Cross ciao cent carve

cry chocolate ceramics carnival

clay chubby city cable

cramp church cave

chopsticks cavity

cash
cartwheel

Before long, students were raising their hands and saying they knew
what Ms. Bonitello was doing. She continued a little further until the enthu-
siasm to explain the groupings really swept through the classroom. She
decided to call upon individual students, one at a time, to select and explain
one column each. The first student said that the second column from the left
had a “c” that when coupled with an “h” sounded like “ch.” Smiling, Ms.
Bonitello labeled the column. The second student said that the third column
had a “c” that sounded like “s.” The third student said that the fourth
column had a “c” that sounded like “k.” At this point, one student asked
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why the fourth column was separate from the first column, which had words
like “clap” and “cross,” where the “c” had a similar “k” sound. Another
student, enthusiastically raising his hand, replied that in one column, the
first two letters were consonants and blended together, whereas in
the other column, the “c” preceded a vowel. Another student inquired about
the second column: Why did the “c” words “cello” and “ciao” have a “c” fol-
lowed by “e” or “i,” but sound like “ch”? Ms. Bonitello laughed. She said
that when she created this exercise, she only thought about English words,
but these words were of Italian origin. She explained that different languages
have different rules. By the end of the class, the students discovered by

themselves the pronunciation rules for the letter “c.”

Classroom Application

This strategy can be applied to various subject areas. In language arts,
students may be asked to list all the features they can think of about poetry.
The information can then be organized into groupings based on types of
poems (e.g., lyrical poems, sonnets, limericks, free verse) and reorganized
into “schools” of poetry (e.g., classical, modern, beat). In an end-of-the-year
review, students can list all of the great fictional protagonists that they read
about in short stories, novels, or plays.

In social studies class, students may be asked what they know about the
1960s. Information may first be organized into groupings based on themes
(e.g., Civil Rights, the Vietnam War, the Great Society, presidential decisions,
the counterculture).

In science, teacher-coaches can use the strategy to explore the peri-
odic table, listing all of the elements and then having students categorize the
classifications as they are being written on the board.

Deliberations

In the Deliberations strategy, also known as the Case Study Method (Silver-
man, Welty, & Lyon, 1992), students read a story that offers many insights
into a specific situation. The students’ task is to deduce information, rely-
ing primarily on their analytical skills, and to comprehensively delineate
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each person’s perspective as set by the parameters of the story. Once the
roles have been defined, students can discuss an open-ended question
posed by the teacher.

The most difficult part of this strategy is probably selecting the story.
The basic requirement is that the story has great detail, offering many differ-
ent connections among people and circumstances. The writing should offer
an intelligent and complex plot, with insight into the various characters
and how they respond to events. Of course, the story must lead the students
to the open-ended question that is posed for discussion.

The teacher-coach divides the class into cooperative groups, then dis-
tributes the story to each student, either for homework or to be read in the
groups. At this point, it is extremely important for students to realize that
their initial judgments and speculations will probably change throughout
the procedure. The teacher should let them know that once the analysis of
the story has been completed and all discussion exhausted, they then can
begin to form their own opinions. It is essential that students keep an open
mind. The coach explains that they will first analyze each viewpoint and
then scrupulously examine each of the characters in the story. Only then
will they discuss the open-ended question.

Once students are aware of the elements of the assignment, the criteria
for assessment can be discussed. Criteria could include obtaining appro-
priate information for each viewpoint or character, listening and responding
well to others, clarifying one’s position by referring to the text, and taking
proper notes of the discussion.

General Viewpoints

The first task is to take a point of view and to generate a list of pros and
cons for it. Let’s say the story is about a teenager who seeks to be admitted
to the after-school science club, which designs special projects that are sub-
mitted to prestigious national competitions. The teenager does not meet the
highly selective requirements to be admitted to the club, but makes a solid
case for being allowed to participate, based primarily on his enthusiasm
for science class.

Many different viewpoints can be generated from this example, including
those of administrators, parents, teachers, and student groups. For each view,
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students should generate a list of pros and cons. The teacher-coach circu-
lates from group to group, assessing how well students are discussing and ana-
lyzing the information and offering guidance when needed. Once the groups
have analyzed each viewpoint, the teacher charts the responses on the board.

Character Analysis

The next task is for students to analyze each of the main characters in
the story. In our example, the principal may only want students who have
been on the dean’s list to be accepted into the science club. Perhaps the sci-
ence teacher is an outspoken advocate for the teenager because the two of
them share a special connection. The teenager, who normally is not moti-
vated by teachers, is excited about a subject for the first time; he wants to
make the effort to succeed and enjoys the sense of control over the learn-
ing process that he feels in science class. The teenager’s parents might be
outraged that an after-school club would be so elitist, while other parents
may feel that a homogeneous club helps challenge students more.

The teacher-coach continues to provide services to all of the groups as
they discuss each of the characters. Once the groups have analyzed each
character, the teacher uses active listening and charts the responses on
the board.

Discussing the Issue

Students must now turn their attention to the open-ended question—in
this case, “Should enrollment in the science club be open to all who apply?”
Students list their opinions in groups, creating a T-chart of the pros and
cons of admitting everyone to the science club. The teacher uses active
listening and charts the information on the board. Once all groups have
offered their responses, the groups discuss the information in detail and
come to a conclusion.

Some students might note that, say, there are four pros but only two
cons, resulting in an imbalance. The teacher-coach should note that perhaps
some points carry more weight than others. Because there is an even num-
ber of students, each group can negotiate. This is an inducement for the
students to compromise and use their negotiation skills to arrive at a satis-
factory conclusion.
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As an extension of the deliberations, students should write position
papers reflecting on how their group cast its vote. They may end their writ-
ing exercises by stipulating the exact reasons they agreed or disagreed with
their group. It is important for the teacher-coach to reflect with the students
by asking them in what ways their opinions changed during the course of
the assignment. For what reasons was it easy or hard for them to refrain
from giving an opinion initially? They should generate a list of reasons for
playing devil’s advocate.

Classroom Application

Any number of stories can be used in the Deliberations strategy. In lan-
guage arts, students can pause midway while reading Twelve Angry Men by
Reginald Rose to deliberate what they think will be the final outcome.

In social studies class, they might read about Senator Joe McCarthy
being honored with a Citizenship Award in the 1950s. The Deliberations strat-
egy is a wonderful way to air issues that are often litigated in a courtroom.

In a science or geography class, students might read about a landfill
being planned for a residential community.

Making Decisions

In the Making Decisions strategy (Stix, 2002), students make decisions by
plotting a novel or recreating history, step by step. They must determine
what steps should be taken at a particular time and place, deciding the fate
of a literary protagonist or historical figure.

Ahead of time, the teacher-coach prepares “decision cards” that list
the sequence of events in a given narrative. Each card should end with a
point at which a decision must be made and should offer two to four possi-
ble decisions for the students to choose from. (If four choices are offered,
students should rank them in order of preference.) The next card in the
sequence reveals the actual decision that was made in the narrative and
continues with the story.

Students are required to record their responses to each card and pro-
vide a rationale for their decisions. This way, they are asked to evaluate, syn-
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thesize, and justify their choices based on logical thinking. They discuss
the content with one another and listen carefully to opinions from their
peers.

The Making Decisions activity can be conducted in pairs, groups, or a
whole-class format, with groups of four acting together to determine a
choice they will offer the whole class. Before beginning the activity, the
teacher-coach should provide students with some background information
on the story to be examined. Students should be told they will be taking on
leadership roles and must make decisions based on the information pro-
vided. Once the activity is explained clearly, the criteria for assessment are
negotiated. Assessment criteria may include active participation, weighing
and judging choices before rendering a decision, offering meaningful ratio-
nales, supporting other suggestions, and respecting the views of others.

If the teacher-coach decides students should work in pairs, one set of
cards should be distributed to each pair. If the whole class will be working
together, an overhead transparency can be made for each section of the
story. In pairs, students read the cards, discuss the choices, and together
decide on a course of action, recording their choice and rationale. The
teacher-coach circulates through the room, helping students to discuss
their choices and decide upon options. In the whole-class format, one group
is called on to read the information, and then all groups discuss the choices
and make a decision; two or three groups can then be called upon to explain
their decisions and they should be prepared to support their choices with
sound reasoning. When decisions have been made, the next card can be
examined. At this point, the answer to the previous question is revealed, and
students can see whether or not they made the “right” decision in compar-
ison to the one reflected in the story.

At this time, the teacher-coach reflects on the process, asking if any
group or pair wants to share any good decision-making methods with the
class. Then the activity resumes: the students continue until all of the cards
have been read, with the teacher rotating the groups called upon to elicit
their responses. All the while, the coach assesses their performance based
on the criteria determined earlier.

As a modification to the basic activity, students may be asked to rank
their choices. The teacher-coach asks which groups chose choice A, and
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those groups provide their rationales to the class. Then the groups that
selected choice B are called and asked to present their reasoning. This
process continues for choices C and D and is repeated with each subsequent
card. At all times, the coach circulates from group to group, coaching the
students, offering guidance, and assessing their performance.

Students should be made aware that men and women in leadership posi-
tions are often called upon to make crucial decisions; in the case of govern-
ment officials, they will often be required to decide issues of life and death.
Young people know they will have to make crucial decisions for themselves
at some point. As a reflection exercise, students can write journal entries
describing decisions they have had to make in their lives, and how they
arrived at those decisions. Their writing should include the options they
considered, why they chose to go one way as opposed to another, what the
outcomes were, and how the decisions affected their lives. Alternatively,
they may be asked to write an essay comparing and contrasting their own
decisions to those made in the story they examined.

Classroom Application

In language arts class, students may be given the plot of a story ahead of
time and asked to predict its course before reading the book or a particular
section. This is a useful strategy for difficult readings; the intellectually chal-
lenging format of the activity makes great literary works more understand-
able. For instance, a Shakespeare drama can be cut into short sections and
written in prose for the students to consider. When students compare and
contrast their responses with what happens in the play, they are able to syn-
thesize and evaluate materials on a higher level.

The Making Decisions strategy is of exceptional value when discussing
wars between nations in social studies class. When studying World War II,
for example, students may be asked to put themselves in the place of
Franklin D. Roosevelt to decide whether the United States should remain
neutral after Hitler’s invasion of Poland.

In science, students can place themselves in the roles of doctors and
scientists working on cures to for of the world’s illnesses. They must make
life-and-death decisions about funding for research, which illnesses to
address first, which drugs to develop, and so forth.
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Vote On It!

Because students will be voting throughout their lives—whether at work,
in the family circle, or at local, state, and national elections—voicing well-
formulated opinions based on facts emerges as a lifetime skill. Responsible
voters do not cast their ballots haphazardly, but rather arrive at choices
by weighing all the options and examining the evidence.

In the Vote On It! strategy (Stix, 1993), students are presented with a selec-
tion of four to six “candidates,” all of whom are suitably qualified for a given
job. As part of the preparation, the teacher-coach provides each group with
candidate cards, written out in the form of a brief resume describing each
person in detail. The true identities of the candidates should remain a mys-
tery until the activity is finished. The teacher-coach should keep an answer
key on hand that lists the actual achievements and attributes of each candi-
date, and display it at the end to reveal the candidates’ true identities.

The activity is now ready to begin. In groups, students read the candi-
date cards and discuss each applicant’s qualities and characteristics. The
students must decide on both the best person for the role and the worst,
and provide reasons for their choices. Talking about the content enlivens
the classroom; some students may find themselves debating the qualifica-
tions of their favorite candidates. The teacher-coach circulates the room,
giving guidance to each group.

When each group has made its choices, the teacher charts the
responses on a bar graph, using one chart for the most favored choice and
one for the least favored. When the charts are done, each candidate is dis-
cussed individually. Those who voted for the candidate in question as the
best should offer their reasons why, as should those who voted the can-
didate as the worst.

When every candidate has been discussed and all students have spoken,
the teacher-coach reviews the overhead transparencies for the individual
candidates, revealing just one point at a time about each person—their
achievements, failures, personality characteristics, and so on—before
finally uncovering the individual’s true identity.

As areflection exercise, students should be asked to consider how their
choices differed from the reality. They may be asked to write a resume for
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the candidate of their choice, making the case for why that individual should
have been chosen instead. If their decisions match reality, they can elab-
orate upon the qualities that made their choice the best, or write a letter of
recommendation for the candidate. This way, students can see the purpose
for putting forth the best case for a person’s qualifications. This is a process
they will have to do again themselves, at least mentally, when casting ballots
in the future.

According to 7th grade student Andrew Schulz of Robert Wagner Middle
School, the Vote On It! strategy was eye-opening. “It made me more aware
of where | come from and how [the United States] became what it is today,”
he said. “It made me aware of who I am and what rights [ have as a citizen.”

Classroom Application

In language arts class, students might try to find out which of several char-
acters in Hemingway’s For Whom the Bell Tolls are true heroes.

In social studies, they might evaluate the generals being considered to
head the Pentagon’s Joint Chiefs of Staff.

In science class, they might consider NASA’s candidates for the first
manned U.S. spaceflight.

Identity Crisis

Although the teenage years are fraught with anxiety, this lesson is not about
asking students to find out who they really are. The Identity Crisis strategy
(Stix, 1993) allows students to find out more about historical figures, literary
characters, or concepts through a series of questions and answers. Students
must use deductive reasoning to determine the identity on “identity cards.”

To begin the lesson, the teacher-coach provides students with an infor-
mational sheet about people, characters, or concepts. Students are asked to
review the information for homework and to become thoroughly acquainted
with each item on the list. They may be asked to extrapolate the most
notable characteristics of each item, as a way of moving information from
short- to long-term memory. In the meantime, the teacher prepares mys-
tery cards that contain information on an even number of profiles. Each card
should include the name of the person or concept being identified, along
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with a list of attributes, achievements, and responsibilities. A picture of the
person or item can also be included. Sets of the cards should be made for
each group (for management purposes, each set should be photocopied
onto different colored paper).

During the next class session, the teacher divides the class by the num-
ber of cards; for example, a class of 24 students divided by 8 profiles would
yield 3 groups of 8 students. Students are told they will each be given a dif-
ferent identity card, to be taped on their backs, and that they will work in
their groups with those who share the same colored paper to determine
their identities.

Once the cards are distributed, students walk up to someone in their
group and ask three yes-or-no questions about their identity. When the
questions have been answered, they rotate to a new person in their group.
The answers should be based on the information they have on their cards.
For example, if the activity centers on Greek gods, questions might include:
“Am]awoman or aman?” “Do I rule the underworld?” “Am I a great hunter?”
or “Am [ known for my great beauty?” Moving from person to person encour-
ages all members of the groups to talk to one another. This is very impor-
tant, because “talking content” is the only way for the students to achieve
their goals.

Once every group member has talked to every other group member,
students may guess their identities, or, if they cannot, they may repeat
the process, this time asking open-ended questions to gather additional
information.

Of course, once the teacher-coach has described and modeled the activ-
ity, the class should negotiate the criteria for assessment. Important criteria
could include asking logical questions, working with all members of the
group, listening and responding to questions carefully, and providing help-
ful answers. When the activity begins, the teacher circulates the classroom
and assesses students in their roles as inquisitors and responders. After
the first five minutes, the teacher-coach freezes the activity and asks the
students to assess their progress. After students ask any clarifying ques-
tions and the teacher shares any observations, the activity resumes.

Upon completion, when everyone has guessed their identities, the
whole class may reflect on the exercise and what they learned about asking
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questions and deducing answers based on gathered information. In their
journals, students should reflect on the experience by posing an open-ended
question about the activity and answering it in a meaningful way. They will
be assessed on the quality of the question as well as the answer. Writing
about their experiences reinforces the process of deduction through intel-
ligent questioning.

Classroom Application

This activity can be used for any language arts, science, or social stud-
ies unit in which various persons or characters are studied. In language
arts class, it works particularly well for learning Greek, Roman, Nordic, or
Asian mythology. It also works as a follow-up activity to units on works with
several major characters, such as the writings of Charles Dickens.

Because most historical periods are dominated by several prominent
figures, the activity works especially well in social studies class. Students
can review such figures as Lincoln, Jefferson, Washington, or Roosevelt.

In the science classroom, the identities to be guessed could be elements
from the periodic table, with the properties and most common compounds
for each element described on the cards. This activity can also be applied
in biology, to examine mammals, reptiles, birds, fish, and insects.

In short, the Identity Crisis strategy can be used for any subject in which
multiple items with various attributes are studied. It’s a novel approach to
learning that intellectually engages students while also making the class-
room a fun place to be.

The Real Deal Game

Throughout the ages, stereotypes have been used to identify and discrimi-
nate against those whom we do not fully understand and, therefore, fear.
Even today, as much as we take pride in the advances we’ve made by edu-
cating people, stereotypes persist. By encouraging an awareness of various
stereotypes and showing that they are seldom applicable in any rational
way, teacher-coaches can sensitize students to the harmful effects of such
generalizations and reinforce efforts to teach understanding and tolerance.
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The Real Deal Game strategy (Stix & Hrbek, 2002c) encourages deduc-
tive reasoning based on the gathering of information and intelligent ques-
tioning. It requires careful attention, a high degree of familiarity with
materials, and the ability to make rapid comparisons and contrasts.

The teacher decides ahead of time on two stereotypes to be examined.
For instance, she may choose to look at the Gibson Girl of the Gilded Age
and the flappers of the Roaring Twenties, two stereotypes that existed one
after the other at the turn of the early 20th century. It is important to choose
stereotypes that are at opposite ends of the spectrum, thus making the
case for gradations in between. As part of the preparation, the teacher
makes a comparison chart, delineating the similarities and differences of
both stereotypes, as well as a background sheet about them. Next, she cre-
ates profile cards for four fictional characters: one representing the flap-
per, one representing the Gibson Girl, and two others that combine
gradations in between. Each profile is given a name; the information on the
cards adds an element of reality and humanity to the fictional personali-
ties. The teacher should make one copy of each profile card (preferably lam-
inated for repeated use).

Before the simulation begins, the teacher-coach should ask students to
think about stereotypes by posing several open-ended questions, such as
the following:

¢ “For what reasons do we label people?”

e “Describe in detail what it is like to be labeled.”

¢ “In what ways have you or someone you know been labeled?”

e “Describe in detail your feelings when you were labeled and
stereotyped.”

Working in groups, the students brainstorm their answers. The teacher-
coach calls on one group at a time to respond and makes a master list of all
the answers. Having introduced the idea of stereotypes, the teacher may
now discuss the two under scrutiny. The background sheets on the stereo-
types are distributed, and the teacher asks students to read them and to
fill in a comparison chart with the characteristics of each. (Make note that
the teacher first created the chart in order to write the stereotype back-
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ground sheets; now, the students are reading the background sheets to fill
in the chart.)

Next, the teacher indicates that everyone will review both the back-
ground sheets and the comparison charts for homework the night before
the simulation. The class objective will be to decide, from the four profiles
that will be presented the next day, which one is the “Real Deal” stereotype.
In our example, they would have to decide which two of the four profiles are
the “real deal”—that is, which ones correspond to the stereotypes of the
flapper and the Gibson Girl.

Privately, the teacher selects four students to represent each profile in
front of the class. These students are given the profile cards and are asked
to memorize information about their characters for homework. The teacher
should tell them that they are not allowed to talk to anyone about having
been selected for the activity, or it will spoil the simulation. For this rea-
son, it is best if these students are approached before or after class.

The negotiable contracting of criteria can now begin, as students under-
stand their goals. Acceptable criteria could include asking quality questions,
organizing information based on answers, listening attentively, the use of
vocabulary associated with the particular stereotype, and speaking clearly.

On the day of the simulation, the four preselected “actors” sit at the
front of the room, dressed as their characters if possible. The rest of the
class ask questions and take notes on the answers. If the teacher has props,
they can add flavor to the activity. Each group is allowed to ask one question
to only two of the actors. This process rotates from group to group. After
the first two groups have done their part, the teacher-coach asks the class
what strategies they should use to help them analyze the information. Some
might state that each group should follow the previous group’s line of rea-
soning. Another suggestion might be to use active listening and chart the
characteristics of each actor.

When every group has chosen which two profiles correspond to the
stereotypes under consideration, the teacher asks the first actor to stand up
and then asks the class whether they think she is the Gibson Girl, the flap-
per, or neither. Students vote, and the teacher tallies the results. Then the
second contestant stands, and another vote is taken. Spokespersons for
each group should rotate when each of the votes is taken. When all of the
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votes have been cast and tallied, the teacher-coach asks each of the actors
to stand and reveal his or her true identity to the class.

In their cooperative groups, students should reflect on the simulation
and what they learned about stereotypes. By discussing the content and
learning from one another, they are better able to synthesize the lessons
and teach one another about the dangers of assuming that people fit
squarely into categories. (After all, just because the authors of this book
wore bellbottoms and tie-dyed shirts in the 1960s doesn’t mean they were
hippies.)

For homework, students may be asked to write a journal entry, posing
an open-ended question about the activity and answering it in a meaningful
way. Or they may craft an essay comparing and contrasting the two stereo-
types and analyzing why neither can be 100 percent accurate. When writ-
ing with a specified purpose in mind, it is important to have a meaningful
outcome. To this end, students could design a magazine with feature arti-
cles about historical figures who either exemplify or are the total oppo-
site of the stereotypes discussed. The assignment could also include
writing about other stereotypes that have persisted up to the present
day.

Classroom Application

Although this strategy works best for social studies classes as outlined
above, it can also be adapted for language arts: The goal can be modified to
identify characters from a novel, or to relate certain characters from a novel
to a given stereotype in history, thereby linking language arts to social stud-
ies. Drawing connections between two different subject areas reinforces
both and helps students to recognize the links between art and life, fiction
and reality, and all of society’s obstacles. For instance, when reading Edith
Wharton’s The Age of Innocence, students may be asked to review profiles of
the Countess Ellen Olenska and May Archer in conjunction with the stereo-
types of the flapper and the Gibson Girl. During the Real Deal Game, stu-
dents are asked to identify Ellen and May and to decide if either or both
correspond to the stated stereotype. The other two characters can be from
the novel or made-up figures; if they are from the novel, students may be



136

Teachers as Classroom Coaches

asked to identify all four characters and decide whether any of them fit the
stereotypes. Writing assignments may include a comparison/contrast essay,
a journal entry written in the voice of one of the characters, or a letter from
one character to another regarding stereotypes.

In social studies class, such topics as who is a hippy or who is straight
during the 1960s could be explored. Or students could decide which
people in the Middle East were truly Hellenistic, in the centuries following
the death of Alexander the Great.

Taking a Survey

Most students have seen, heard about, or even participated in some type
of survey. They can be fun, and they provide us with an opportunity to be
heard. Most are the very basic yes-or-no types of surveys, but there are
other types that measure degrees of responses, allowing for shades of gray.
Getting at these more varied thoughts is, in the final analysis, what’s most
important.

The Taking a Survey strategy (Stix, 1994) asks students to conduct a sur-
vey related to the topic they are studying and to chart their results. Most
will find that even where there are degrees of difference, the charted results
will resemble a bell curve, with most responses (but not all) tending to fall
somewhere in the middle, rather than at the extreme ends. Designing the
survey, asking people to participate, and analyzing the results entail
patience and careful planning. The teacher can explain what the students
should expect as they conduct their surveys, using an illustration of a bell
curve as a model.

To begin, the teacher should model an example that is easily charted
and understood—say, a model of different climates in the United States.
First, students might be asked to individually write down their favorite cli-
mate and to specify a matching temperature range. On the board, the
teacher-coach should draw two lines, one vertical and the other horizon-
tal. The class is asked to imagine the entire population of the country
answering the same question. Along the vertical line, the designation “Pop-
ulation” is written, with the line notched and numbered with increments of
50, each representing thousands of people. Along the horizontal line, labeled
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“Temperatures,” are set indices of 10-degree increments ranging from 0 to
100 degrees. Now, the class is asked to consider how many people live in the
coldest climates, such as Alaska. With most students accurately guessing
that the region has a small population, a mark can be made above the
30, close to the line. Taking a city such as Los Angeles, where there is a
very high population density and the temperatures are relatively warm, a
mark can be charted close to the top, around the 70-degree line. After going
through a host of other cities and states with which students are familiar,
the bell curve comes together in a visual diagram, the point of which will
be clear to students: Most people live in the temperate climates, not the
extremes. (See Figure 9.1 for an example of a climate chart.)

Figure 9.1
Bell Curve Chart of Climates
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For the lesson itself, the teacher tells students they will be conducting
a survey related to the topic they are studying in class. First, the students
privately come up with a list of related questions that they might like
others to answer. Next, they share their ideas and consolidate their lists in
their cooperative groups. Using the active listening strategy, the teacher-
coach circulates from group to group, asking for their suggestions and
charting the results. She should then choose one of the students’ suggested
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questions and, together with the whole class, design a model survey with
sample responses. There should be gradations to the answers. For example,
if the question is, “Do you agree that all types of guns should be available for
purchase and use by any citizen above the age of 18?” responses should
range from “Totally agree” to “Totally disagree,” with other shades of opin-
ion in between, such as “Barely agree,” “Mildly agree,” or “Moderately agree”
(see Figure 9.2). Each possible response should be given a number from
1 to 10. Students should predict the responses before the teacher calls for

them.
Figure 9.2
Possible Range of Responses to Survey Questions
1 2 3 4 5
Totally Very much Moderately Somewhat Barely
disagree disagree disagree disagree disagree
6 7 8 9 10
Barely Somewhat Moderately Very much Totally
agree agree agree agree agree
. /

Next, the teacher-coach conducts an in-class survey, pretending that
each vote counts for 10 individuals. The responses are then divided by 10,
with the result rounded up to the nearest whole number. The students cre-
ate a bar graph representing their results and draw a line over the top (see
Figure 9.3). Does it create a bell curve?

The teacher should ask the students to speak with a minimum of
30 people when they conduct their surveys, to ensure a fair sampling. They
will then consolidate their responses in groups. Students will be expected to
chart their results, write their findings, draw conclusions based on what
they found, and present their findings to the rest of the class.

Now that the students understand what is expected of them, they
should negotiate the criteria for assessment. Criteria might include posing
good questions, getting gradations of responses, having well-organized
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Figure 9.3
Example of Bar Graph with Line Drawn on Top

/
/
e

1-10  11-20 21-30 31-40 41-50 51-60 61-70 71-80 81-90 91-100

- /

survey reports, providing strong introductions and conclusions to find-
ings, graphing and labeling results clearly, discussing responses in detail,
predicting the responses, and reflecting on the actual outcome.

The activity can now proceed. The teacher-coach rotates from group
to group, listening to what the students have to say while asking questions
and making sure that their questions and responses are appropriate for the
assignment. Before conducting the survey, the students should make their
predictions. This motivates them, making the survey more fun and excit-
ing. If they will be surveying the community, the teacher must be certain
that students never leave the building unless they are in a group and give
the teacher their exact location. We recommend that the teacher exit the
building with all the students, place them within a two-block radius, and
constantly circulate the area to supervise them.

Once they have collected their samples, students create a graph and
write their results. As with all the other activities in this book, students need
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to reflect on their findings. What were their initial predictions? Were they
supported by the results? One exciting aspect of taking a survey is learning
the unexpected. If the teacher sets the stage for students to find out informa-
tion that they did not expect, this becomes a highlight of the activity; regard-
less of their initial predictions, students will come away with a smile.

Classroom Application

In language arts class, surveys might focus on which literary works are
deserving of the Pulitzer Prize, or which of the world’s great authors merits
the Nobel. There can be more of a slant toward writing in language arts, so
students may be asked to place themselves in the role of journalists sur-
veying and writing about a current issue, reviewing a Broadway play, com-
posing a review of a controversial book, or crafting a feature article that
explains the purpose of the survey and the results.

Because many social issues and current events lend themselves to sur-
veys, this activity is ideal for social studies class. For example, responses
to the question, “Should the government reinstitute the military draft for
all U.S. citizens, regardless of gender?” are bound to vary, as are answers to
questions about privatization of Social Security or universal health care.

In science, where there may be some overlap with social issues, the
surveys can ask for respondents’ opinions on whether donated organs
should be available only to those who can afford to pay, or whether ani-
mals should be subjected to medical experimentation.

Surveys require students to think critically about issues and to recog-
nize that intelligent people do not simply say “yes” or “no” to issues of con-
sequence. The wide spectrum of shadings that can be offered as answers
to a challenging question illustrates for students the complex nature of
humanity. Students will come away from this activity with a greater under-
standing of life’s complexities, and an awareness that very few topics are
as simple as they might initially appear.



Drama and Art
Integration Strategies

A world without art would be a dreary place indeed. Art mir-
rors culture and society through beauty and creativity. The
need to incorporate art and drama instruction into classrooms
is increasingly important and should be regarded as a prior-
ity. Cultivating the talents of artistic students and encourag-
ing other students to enhance their artistic abilities is crucial
for integrating multimodal learning into all classrooms. Bring-
ing art and drama activities into classrooms adds dimension
and depth to the learning experience. The fun-filled and
expressive strategies in this chapter can nurture talents that
may one day produce the next Eugene O’Neil or Pablo Picasso!

Workshop Fair Festivals

The Workshop Fair Festival (Stix, 2004) is a strategy that allows
students to make their way through different parts of a unit in
groups, at their own pace, and in an exciting manner. The
teacher-coach sets up the fair, and over a period of one or two
days, the students are required to take part in activities at var-
ious multimodal, multilevel workstations—all of them content-
based, intellectually challenging, and fun. The strategy works
best if teacher-coaches are already familiar with classroom
workstations, where they collect a variety of texts, manipula-
tives, and materials for student use. In the Workshop Fair
Festival, the workstations differ in that they focus on specific
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skills, items, and procedures that become a cohesive whole and bring unity
to the lesson. For example, students may be asked to make a rubbing of a
leaf or take an impression of their fingerprint. They may be asked to form a
coil pot or draw a caricature from a piece of literature.

Once the strategy has been explained to students, criteria must be
agreed upon through negotiation with the teacher. Some criteria appropri-
ate for this activity include working collaboratively as a group, respecting
the materials, completing the task carefully, generating good notes through-
out the process, noting the relevance of the workstation to the unit of study,
and leaving the workstation in good condition for the next group.

To begin, the teacher-coach should decide on the number of activities
that students will be required to work through. For each activity, the coach
should prepare information sheets that outline the background for the mate-
rial and the task each group must perform at each workstation. Next, a work-
station for each activity is set up by pushing desks into clusters spaced
comfortably around the room. The class should be divided into as many
groups as there are activities.

At each station, the information sheet is posted and materials for com-
pleting the activity are made available. The teacher-coach may decide to
provide students with the background information ahead of time. On the
day of the simulation, each group takes its place at a workstation, where
the students read the information sheet and complete the task. They should
keep a journal of their experiences along the way. After finishing each
assigned task, students should discuss what they have learned within their
groups. Students are free to move from one workstation to another, as long
as they are productively engaged. Enough materials should be set up so that
at least two groups can work at a particular station at a time; some activities
will take students longer to complete than others, and this way groups avoid
unnecessary delays.

On the day of the simulation, the time each group spends at each station
should be somewhat limited so that all of the groups can have the opportu-
nity to visit each station. If necessary, the workshop can take place over
the course of more than one day. When all of the groups have visited each of
the workstations, the class comes together to discuss what all the tasks
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had in common, the problems that were encountered in each of the activi-
ties, how the material contributed to a better understanding of the unit,
and what further information students need. The students should also
reflect on how the information they covered affects their lives. As a writing
assignment, the teacher-coach may ask students to choose the theme of one
of the workstations as the subject of an essay and write about its relevance
in modern society, its importance to our own lives, and how it contributes
to the culture and civilization of the world.

The Workshop Fair Festival gets students actively involved in their
learning. They discuss the content, manipulate materials, work together
to achieve goals, and reflect on their experiences so that learning may be
more meaningful and long-term. It’s a fun way to approach units where
several parts can be studied together. If it requires some additional prepa-
ration and imagination on the part of the teacher-coach, it’s well worth it!

Classroom Application

In the language arts classroom, workstations could focus on specific
poets or groups of poets; tasks could include writing poetry, revising a great
poem, writing letters from one poet to another, crafting poems into lyrics
with accompanying music, or even drawing visual representations of poems.

In social studies class, the Workshop Fair Festival can be used to make a
specific historical period come alive. For instance, in a unit on ancient China,
one workstation might ask students to read about and try their hands at
calligraphy; another might ask them to do the same with pottery; a third
could emphasize China’s ancient paper-making methods, with students
studying period drawings and placing the illustrations in the proper
sequence; and so on.

In science class, small chemistry experiments can be set up at each
workstation. The rotating groups must read about the importance of each
experiment and its function and relevance to the unit of study, perform
the experiment, and then note the outcomes and why the experiments
worked the way they did. Alternatively, if the area of study is botany, work-
stations can be set up for different varieties of plants, with detailed informa-
tion on each.
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Amazing Fan Fold Designs

The Amazing Fan Fold Design strategy (Stix, 1994) adapts the methods of
Yacov Agam, an Israeli artist whose work is well known at modern art muse-
ums such as New York City’s Museum of Modern Art and Washington, D.C.’s
Hirshhorn. Using Agam’s technique, students compare and contrast two
different subjects (e.g., two periods in history, two literary characters, or
two scientific properties). The approach requires students to create visually
appealing art that illustrates two different subjects on either side of a fold
design. Students are required to work together, conduct adequate research,
create the fold design, write descriptive paragraphs, and present their dis-
plays to the rest of the class. The reward for their hard work is a lasting
piece of artwork that can be displayed either in the hallway or in the class-
room for other students to enjoy throughout the year.

At the inception of the activity, it is helpful if the teacher-coach creates
his own fold design, to serve as a model for the class. Using an example from
a previous year’s class is always a good idea too. In describing the fold
design, the teacher tells the students they will be asked to choose two sub-
jects. After conducting appropriate research at the classroom workstation,
local library, or on the Internet, they should compare and contrast the mate-
rial using a Venn diagram or T-chart. Working in pairs, the students discuss
the material in depth before each student chooses a side of the fold design
to illustrate, either by drawing a picture or creating a collage. The teacher-
coach circulates from pair to pair, helping students transfer key concepts
into pictorial form. The students will then create an amazing fold design by
cutting their pictures into strips and attaching them to opposite views of the
fan-folded cardstock. After creating the folds, students will be asked to write
a concise, descriptive paragraph about their illustrations and what they rep-
resent. A title should be given to each fold design, and each pair of students
should present its work before the entire class.

Once the class understands the task, the negotiable contracting of cri-
teria can take place. Good research, suitable illustrations, interesting design
and color, and descriptive paragraphs are some criteria that may be
included. The teacher-coach fills out assessment charts for each student
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during the activity, and students may be asked to assess their classmates’
work as well.

To begin construction, students should draw on paper, placed in a land-
scape position, that has lightly sketched vertical lines spaced one inch apart
on the reverse side. The sections should be numbered one through nine.
Students should also be given two pieces of cardstock, scored into sections
one inch wide as well and attached by tape in the middle, on which to secure
their pictures. The cardstock should be folded like a fan at the scored sec-
tions. When their pictures are complete, one student from each pair cuts his
picture into nine equal sections according to the lines on the reverse side
and fastens them to the cardstock on every fold facing from one view. The
strips must be kept in their numbered sequence. The other student follows
suit, but places the picture on the folds from the opposite view. When the
work is finished, one picture should be viewable from one end of the design,
and a completely different picture from the other end (see Figure 10.1).
Before presenting their folds to the class, as in Figure 10.2, students should
decide ahead of time which visual aspects to emphasize for comparison, and

Figure 10.1
Two Different Views of an Amazing Fan Fold Design:
Rural vs. Urban Life in the 1800s
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then take turns describing their finished artwork to the class. The teacher-

coach may decide to offer a large poster board to each pair, placing their

title, fan fold, and descriptions for display, as shown in Figure 10.2.

Figure 10.2

Amazing Fan Fold Design Display

Title

Fan

Description
of
Left View

Description
of
Right View

(_

— Poster Board

v

As a reflection, students may be asked to describe the methods they

applied when putting their pictures together; they may even do this as a

journal entry in the voice of an artist. Students can also write comparison/

contrast essays about the two illustrated subjects.

Classroom Application

This activity can be incorporated into just about any study. In language

arts, the principal characters of a novel or a play can be compared, con-

trasted, examined, and illustrated. The same procedure can be applied to
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the settings of any literary work. Two different poems dealing with the same
topic could serve as adequate subjects too.

In social studies, the strategy is particularly useful for before-and-after
examinations: the South before and after the Civil War, Europe before and
after World War II, and New York City before and after the 20th century are
just a few possible examples. The activity can also be used to compare two
historical figures.

In science class, students may be asked to compare and contrast two
planets and illustrate them in a galactic splash of fascinating color. Other
options could include comparing and contrasting two elements, two species
of birds, or two types of flora.

Mystery Boxes

The Mystery Box strategy (Stix & Hrbek, 2001a) has students examine a
topic in depth and create a representational artistic object, in the shape of
a simple shoebox, with an accompanying written presentation on index
cards. Students are then required to guess the topic that each of their class-
mates’ boxes address by reading clues in the artwork and on the enclosed
index cards. All the while, they work together and talk content, pool their
information, and take part in an appealing, fun-filled, hands-on, creative
presentation.

As in many of these creative exercises, it is helpful if the teacher has an
example of a “mystery box” to model for students before the strategy
begins. The teacher-coach explains to the class that they will be conduct-
ing research to write a piece on a particular person, character, book, scien-
tific topic, or any other focus of the lesson. Once they have completed their
research and shared their knowledge with group members, they will deco-
rate shoeboxes that represent their topics. The illustrations should give
subtle clues to the subject’s identity, but never reveal it outright. Students
can use drawings, photographs, charts, maps, flags, diagrams, or any
tangible object that lends itself as a clue.

Students should divide the accompanying written work into four parts,
attach them to four index cards, and place them in their shoeboxes. On the
back of each index card should be written a word or two that, together with
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the words on the backs of other index cards, make up an entire quote that rep-
resents the subject. (For example, if the mystery subject is Paul Revere, the
quote might be “The British are coming,” with one word of that phrase writ-
ten on the back of each card.) The bottom of the box should have the same
quote, hidden by a flap; the inside of the lid to the box should reveal the sub-
ject’s identity.

Once the activity has been described and explained, the class must
decide on the criteria for assessment. These could include depth of
research, well-written text, relevant decorations, and appealing artwork.
Next, in whole-class format, students should brainstorm a list of questions
that they want to answer in doing their research. They should recommend
questions that they have to answer—those of the “who, what, when, where,
why, and how” variety—as well as questions they would like to answer
about a particular category in the content area (persons, birds, plant life,
etc.). The questions may be charted on the board as a reference. Research
should begin at the multimodal and multilevel workstation, and individual
research should be conducted over the course of about a week.

The teacher divides the class into groups of four and then subdivides
the groups into pairs. In their pairs, students decide what subject they
would like to research from a list provided by the teacher. Each pair must
select a different subject. The pair may conduct the research as one, but the
students will write their essays and create their mystery boxes individu-
ally. The essays should be exactly four paragraphs long, and approximately
one typed page in length. The paragraphs must be organized in sequential
order, with clues to the sequencing (by using such terms as “First,” “In the
beginning,” “Following,” or “At the end”), and the subject should not be
named. Student pairs discuss what they’ve found, scrutinize and edit each
other’s writing, and share suggestions for improvement. The teacher-coach
circulates the room, giving guidance and helping students identify key con-
cepts, write about them succinctly, and transfer that knowledge into picto-
rial representations.

Now the real work begins. Students must type their written reports using
wide margins and an easy-to-read typeface, so that the individual paragraphs
can be taped to 4- by 6-inch index cards. The teacher must instruct all stu-
dents to use the same font and size, so that information can’t be linked to any
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one student. Students should affix their paragraphs to the index cards and
write their quote segments on the flip sides. Then each student acquires a
shoebox and cuts a slit in the top before embarking upon the task of decorat-
ing it (see Figure 10.3). Three-dimensional objects may be attached to the top
and sides of the box. The students must remember to include the quote on
the bottom of the box and identify the mystery subject on the inside of the lid.

Figure 10.3
Mystery Boxes

- /

The teacher-coach then has students count off A, B, C, and D within their
groups. All As and Cs are placed in a “red” group, and all Bs and Ds are
placed in a “blue” group, bringing their shoeboxes with them. Within the
blue and red groups, the students jigsaw once more into groups of four,
making sure that these subgroups don’t contain more than one student from
a given home-base group. In their subgroups, the students combine their
index cards into one pile and shuffle them well. Now all the subgroups in the
red group rotate to another table, still within their red group, and the blue
group does the same. The mystery game is ready to begin.

A student picks a card from the top of the pile and reads it aloud. The
group tries to match the paragraph to a box by noting clues from the deco-
rations, pictures, or objects on each box. They then insert the index card
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through the top slot of the chosen box. The next student in the group
chooses the next card and reads it, and the process is repeated until all the
cards have been placed in the boxes. The students then open each box one
at a time and read the cards inside, trying to place them in sequential order,
from left to right. Once students think they know the identity of the sub-
ject, they flip the cards over to see if the quote is written in proper order. If
so, they flip over the box and look on the bottom to see if the quote is a
match. If the students believe they know the identity, they check the bottom
of the lid to make certain. At this point, students may be asked to fill in a
student assessment chart, critiquing the box they have just finished exam-
ining. The process is repeated for the other three mystery boxes. In the
course of the activity, the teacher-coach circulates the room, filling in her
own assessments based on the decided criteria.

The game is far from finished, however. Each group has only identified four
subjects, and there are many more mystery boxes to examine! They remove all
the cards from the boxes and shuffle them; the reds then rotate to new tables
in their section, as do the blues, and the game begins anew. Together, students
read and talk about the content, assess the artwork and writing of each essay
and box, use analytical thinking to sequence written texts, and deduce the
identity of the mystery boxes. The writing involved in this lesson demonstrates
a purpose: namely, that all texts must be accurate, identifiable, well-written,
comprehensive, and interesting. But more importantly, because they are writ-
ing for a purpose, students are teaching other students and “talking content.”

As a follow-up assignment, students may be asked to expand their writ-
ten research into a longer biography, feature, or exposé for a class news-
letter or magazine. They may be asked to compare and contrast two of the
subjects they examined other than their own, or to write an art review of one
of the boxes they examined. The important thing is that there is a purpose
to the writing, so students do not feel they are simply writing for the teacher.

The Mystery Box strategy encourages students to approach content
from a novel perspective. “The projects were creative, so we had to be cre-
ative to do them,” said Emily Chuk, a 7th grade student at Robert Wagner
Middle School. “We had to be artistic and think, because lots of the time
the answers weren’t just in the book.”
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Classroom Application

The Mystery Box strategy can be adapted to any number of subjects,
and it can be a fun, useful way to integrate art, writing, and research into les-
sons. Students leave the classroom with a better understanding of multiple
subjects—as well as a souvenir from the activity!

In language arts, the strategy can be used to analyze the major charac-
ters in a novel.

In social studies, it can be used to examine various historical figures in
depth, such as the men and women of the Revolutionary War period, female
activists in the suffragist movement, or tycoons of the Gilded Age.

In science, teachers can adapt the strategy to examine different scien-
tists, inventors, or concepts (e.g., diseases or food groups).

Slide Show Alive

Now that computers are a ubiquitous part of the educational environment,
this Slide Show Alive strategy (Stix & Hrbek, 2001b) can be particularly
motivating. Although it is possible to complete this activity using overhead
transparencies, many students will jump at the chance to create computer-
generated presentations that incorporate artwork, primary sources, music,
voiceovers, and all the other features common to filmed documentaries. The
idea is for each group to put together a presentation for the class—a doc-
umentary of sorts—using visuals and slides.

To activate prior knowledge, the teacher-coach should ask students if
they have ever watched a documentary, such as those shown on the History
Channel or PBS. The teacher should consider bringing in an example of a
documentary for the class to watch for approximately 10 minutes. Before
the viewing takes place, the teacher-coach should ask the following ques-
tions so that a meaty discussion can ensue afterward:

e “Describe in detail what you remember about the presentation.”

¢ “In what ways were primary sources used?”

e “Explain in detail how voices were incorporated into segments set so
long ago that the original participants are not available.”
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e “Describe the music, and the many ways it’s used.”

e “In what ways does the documentary reflect the time period it is
discussing?”

e “Describe the logic that was used to sequence the pictures.”

e “Generate a list of what you learned from this program.”

Students will work in groups to create documentaries dramatizing a
particular time or event in history, a novel or play, a scientific discovery,
or anything else that lends itself to sequenced dramatization. They should
be aware that the documentaries are stories, and that they should flow
together in a way that makes sense. Of course, there should be multiple
topics within the unit that can be assigned to the different groups. Together,
the teacher-coach and students brainstorm a list of topics that they would
like to see presented. Each group of four to six students will be assigned one
topic to dramatize. They will conduct research, collect illustrations, and
write text to match the images they choose for the presentation. They will
also sequence the slides or transparencies into a narrative tapestry that
appeals to viewers, lend voices to at least two of the principal personalities
featured in the documentary, and present narration to accompany the
drama. Each student will be responsible for some aspect of the presentation:
For instance, two students can write the narration, one can write the intro-
duction, one can write the conclusion, and two can dramatize the main char-
acters through voiceovers and costumes. They can all be responsible for
editing the speeches for accuracy, detail, fact, flow, grammar, and spelling.
Of course, each student should take part in the presentation itself—no
student gets a free pass!

Now that students understand the task before them, the criteria for
assessment should be agreed upon. As in other strategies, students may
also be asked to assess each other’s work, so they should keep that in mind
at this point. Some appropriate criteria include a captivating introduction,
appropriate and appealing pictures and narration, pictures and narration
that blend well together, a natural flow and sequence to the presentation,
evidence of deep research, accurate and dramatic characterizations, and a
conclusion that brings the story home and leaves the viewers with some-
thing to think about.
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Once the groups have chosen or been assigned a topic, they should
divide the work among themselves in such a way that everyone has research
responsibilities and a role to play in the presentation. A checklist of respon-
sibilities can be devised and distributed to help guide students through the
activity. The teacher should set up some multimodal and multilevel work-
stations in the classroom for the purpose of initial research, but research
outside the classroom should be encouraged.

When students have conducted their research and gathered primary
sources, they come together in their groups to discuss what they have found
and to assemble their photographs and illustrations into a narrative for-
mat. The teacher-coach circulates from one group to the next. Students
should be reminded that their goal is to tell the story of their subjects. For
each illustration that they decide to include in their slides, a brief outline
or informative caption should be crafted for the narration. These do not
yet need to be formal or final, but they should set students on the path to
the completed narration. The illustrations should be put in the proper
order; as the teacher-coach circulates from group to group, he should
provide feedback and sign off on the sequencing before the next step takes
place. Once everyone has been given the OK by the teacher, students can
begin writing the formal narration based on their outlines or captions.

As they put their presentations together, groups should decide which
two of the figures in the collected photographs should “come alive.” Of
course, if students want to give more than two characters the breath of life,
they should not be discouraged, but two should be the minimum required.
When the slides for the chosen figures come up during the presentation,
the students assigned to be the voices act out their roles. The students
should be encouraged to dress up for this whenever possible. These
students are also responsible for obtaining accurate quotations that can
be directly attributed to the personalities. If they can’t find any, and
that’s always a possibility, the students may try their hands at writing
historical fiction instead. Students should be encouraged to have fun
with the activity by acting out the part with dramatic gestures and voice
projection.

Finally, captions should be created for each slide. Once the narrations
are written and edited, and the illustrations are finalized and put in order,
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students must decide whether to transfer their visuals to transparencies or
scan them into a computer program such as PowerPoint. (Of course, illustra-
tions or photographs that have been downloaded from the Internet won’t
need to be scanned.) Students may decide to add background music or
other voiceovers, and may even ask their parents or friends to record addi-
tional voices. In their groups, they should rehearse their presentations. It
is preferable that they memorize their portion of the narration, but if they
can’t, they may write key words on index cards. The teacher-coach must
emphasize that the one thing they must avoid is reading directly from their
formal narrations; for this reason, the practice session is imperative. There
is nothing more disheartening than watching a student with head bowed low
reading her speech. In some cases, the teacher may decide that groups
should rehearse their documentaries for other groups before getting up in
front of the whole class. Of course, the teacher-coach circulates during the
rehearsals, providing feedback, direction, praise, and guidance.

After each group presents its slide show, the rest of the students
should fill out their peer assessment charts based on the criteria deter-
mined earlier. The teacher-coach also conducts an assessment at this
point. Enough time should be allowed for questions and answers after each
presentation; this offers each group an opportunity to clarify or expand
on information.

As a postexercise, students may be asked to reflect on the activity in a
journal entry by posing and answering an open-ended question. Alterna-
tively, they may be asked to watch and write a review of a real documentary,
addressing questions that the teacher may pose ahead of time. Perhaps they
will be asked to create a year-end documentary on their own, featuring some
important aspect of the year’s curriculum. When students assemble again
after the presentations, they may be asked to describe the top two things
they learned from the documentaries. Using the active listening strategy, the
teacher-coach may chart the results on the board.

The Slide Show Alive strategy is inherently motivating, as it taps many
different talents, including speaking skills, writing, acting, illustrating, and
editing. Students work together, making decisions, talking content, writing
for purpose, critiquing materials, sequencing information, and presenting
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their masterpieces. They must cooperate and think creatively to complete
the assignment, and everyone has a role to play.

Classroom Application

In language arts class, this strategy can be used for novels, with each
group presenting a section of the work, bringing in information about the
author and the world at the time the book was written. Alternatively, individ-
ual authors or poets can be profiled.

In social studies, students can make slide shows in conjunction with a
lesson on the fall of Adolf Hitler, Julius Caesar, or even Richard Nixon.

This approach can be applied to the science classroom, too, where promi-
nent scientists or animal species can be profiled. One way of generating ideas
for subjects is to have students brainstorm a list of related topics within a unit
and then choose the subjects suitable for the slide shows. Students feel a
sense of ownership when they are part of the decision-making process, and
they will feel it all the more after presenting their own special work.

Site Plan Design

The Site Plan Design (Stix, 1993) requires that students recreate a specific
historical period using topography. Contour maps, together with special
shapes cut to scale that present a bird’s-eye view of the featured area, are
essential for this activity. Students design colonial settlements using
cut-outs of homes, farmlands, fortresses, outhouses, wells, houses of
worship, and so on, placing them logically on a landscape. (This activity is
described in greater detail in Chapter 5.)

Classroom Application

In language arts, students can recreate Medieval Paris when reading Vic-
tor Hugo’s The Hunchback of Notre Dame, or Victorian London to follow the
plot of Charles Dickens’s Oliver Twist.

Social studies can use this strategy when studying such topics as
ancient civilizations, the Middle Ages, the growth of Greek nation-states,
18th century mill towns, or antebellum Southern plantations.
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Science teachers will find the strategy a challenging way to study topog-
raphy, geology, strata, tectonics, and volcanic turbulence.

Playlets

William Shakespeare once observed, “All the world’s a stage, and all the
men and women merely players.” True, but we also like a good perform-
ance, and being part of one can be more fun than simply sitting in the
audience. So, if teachers agree with Jerome Kern that “There’s no busi-
ness like show business,” they should try the Playlets strategy in their
classrooms. This activity allows students to explore their writing, staging,
and acting talents in the context of the subject they are studying. Writ-
ing and performing mini-plays, or playlets, is a hands-on activity that
encourages the creative abilities, cooperative instincts, and performance
skills of all students involved. Different groups write their own dialogue
and produce playlets of interviews, puppet shows, jury trials, musicals,
poetry readings, or any other type of performance. The key is to incor-
porate factual information within the setting of an entertaining show that
the whole class can enjoy.

To begin, the teacher-coach asks cooperative groups to brainstorm a
list of the types of performances they are familiar with, along with some
characteristics of each. Using the active listening strategy, the teacher
charts the various responses. When the list is exhausted, each group is
assigned a particular genre to study further. Using a web design, students
should chart what they have seen on TV, in the movies, or at the theater,
drawing connections to the type of performance they are studying. For
homework, each student conducts further research and reports to the
group the next day.

Next, the teacher-coach assigns, or allows each group to choose, a topic
related to the overall unit for which they will write enough designated roles
so that everyone can take part. The coach tells the students that they will
perform their scripts for the rest of the class. They will bring props, wear
costumes, and enter into the full spirit of the role, but what they demon-
strate in their performances must be accurate and reflect their research
skills and scholarship.
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Once the topics are assigned, groups should choose the format they
would like to use for their performances. This does not necessarily have
to be the format they researched for homework; the groups may choose
whatever format they find most comfortable and suitable to their objec-
tives. Each group member is responsible for researching some part of
the topic and sharing that information with the group before the script
is written. The important factor at this point is total harmony, as it would
be most discouraging for all concerned if there were discord during the
exercise. For instance, if two members of a group would not feel comfort-
able singing or doing a dance routine, the group should not choose to
put on a musical.

As part of the preparation for the activity, the class should discuss what
makes good dialogue. In whole-class format, the teacher-coach elicits rel-
evant responses and charts them on the board. Engaging, succinct, clear,
dramatic, grammatical, accurate, interesting, and informative are all poten-
tial criteria for dialogue; for performances, criteria might include strong
voice projection, clear enunciation, and appropriate gestures. When the
criteria are settled, students may be asked to make up assessment charts
that they will use to critique each other’s performances.

And now the playwriting begins! Students incorporate their research
into meaningful dialogue, set the scene, and decide on props and costumes.
Of course, rehearsal is paramount, so the teacher-coach should allow time
for students to practice their playlets before the day of the performance.
The props should be brought in for the rehearsal, so that they are not forgot-
ten at home on the day the curtain rises. All the while, the teacher-coach
rotates from group to group, providing assistance and making certain that
all students keep to the schedule. If time permits, groups can exchange
scripts and offer constructive ideas that might help smooth the rough edges
before the performance.

When it is finally showtime, students should have their assessment
charts handy to review the work of other groups. After each group performs,
students in the other groups make notes and fill in their charts. The teacher-
coach also assesses the performances based on the agreed-upon criteria.
We recommend that the first group make an initial two-minute run, which
can be critiqued by everyone, before they actually stage their performance
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for assessment. This form of modeling is extremely helpful to the rest of
the class. When all the performances have taken place, the class should be
asked to reflect on what they learned, what they would do differently if they
did this again, and what they liked or disliked about the simulation. Many
of the students may find they have an affinity for performing they did not
know they had!

Students have talked content throughout this simulation, and now is a
perfect time to incorporate a writing assignment. Teacher-coaches can ask
students to put themselves in the role of theater reviewers, with each
student choosing one of the performances and reviewing it for a classroom
“Theater and the Arts” newsletter. Of course, the elements of a good review
should be examined ahead of time. The objective is to make this exercise a
learning experience, a forum for exchanging ideas and commentaries, not
for putting classmates down.

Classroom Application

The Playlets strategy is useful in a variety of subject areas. Because
students are asked to write their own dialogue, applicability of this strat-
egy to the language arts classroom is a given. Teachers could ask students
to imagine and illustrate what occurs “behind the scenes” of the action in a
book. For instance, when studying Kate Chopin’s “The Story of an Hour,” stu-
dents may be asked to write playlets illustrating what the husband had been
doing while his wife received the news of his “death.” Alternatively, playlets
could focus on an author’s life during its different stages.

In social studies, the strategy can be used to illustrate different histori-
cal periods or personages. The class can stage a series about Socrates, for
example, with each group creating a playlet that deals with one specific
segment or event of his life.

In science, this strategy could be used when studying vaccines, with
each group performing a playlet on the discovery of cures for smallpox,
measles, diphtheria, and polio. Or students can stage the circulation
process, taking on the roles of red blood cells, white blood cells, and all the
other components of blood!
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Museum Scavenger Hunt

The Museum Scavenger Hunt strategy (Stix & Hrbek, 2001b) brings into
play two different activities that engage students: finding visuals that illus-
trate items related to the subject being studied, and writing poems that
describe the items. The ultimate goal of both activities is to identify each
item as it relates to the topic at hand.

To begin, the teacher-coach asks students to create a web that
describes certain “artifacts” representing the topic. There are no limitations
on the subjects that may be used for this activity. For instance, if the
students are reading Charles Dickens’s David Copperfield, they may consider
different objects unique to Victorian England that are described in the novel.
Some of the items may be related, and others may not. Students may even
come up with items that are not mentioned in the book. They should make
their webs as comprehensive as possible, as they will be embarking on a
“scavenger hunt” to locate photographs and illustrations of these items for
an exhibit.

In their cooperative groups, the teacher-coach should choose a type of
poem—such as a limerick, cinquain, or haiku—and ask students if they are
familiar with it. An example of the poetic format should be distributed for
examination; working in pairs within their groups, students then study the
structure and rhyme scheme. If some students have an aversion to poetry
they may choose to write prose.

The teacher explains to the class that they will be hunting for photo-
graphs and illustrations of selected artifacts from their webs and writing
poetry or prose to describe them. The number of artifacts may vary,
depending on how much the teacher-coach wants the students to cover. The
teacher models the activity, preparing beforehand a few photographs of
appropriate items, and calls on a pair of students to read a prewritten poem.
The class helps the pair match the correct artifact to the descriptive poem.

Now that they understand what is expected of them, the teacher-coach
and students can create the criteria for assessment together. Criteria typi-
cally focus on the poem and may require that it describe the photo accu-
rately; provide the correct historical, literary, or scientific background; and
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have a good rhyming, prose, or pattern design. The teacher-coach should
caution students that providing factual, detailed information about an
object sometimes necessitates sacrificing the poetic rhythm and balance
that are expected of well-written poems. The teacher-coach should also
make it clear that great poets are great precisely because they don’t sacrifice
rhythm and balance for accuracy.

Students may be asked to download and print photos off the Internet
or photocopy illustrations in reference books that reflect their artifacts. A
pair may choose to draw its own illustration of an item, or even build a
three-dimensional model. Each pair of students is asked to write description
cards for the artifacts using their chosen form (whether poetry or prose).
In their pairs, students choose items of major importance that are of
particular interest to them and begin to conduct their research. Once they
have photocopied their illustrations, they may write their descriptions indi-
vidually. When they come to class with their artifacts ready for display, the
students in each pair will review one another’s work. Once their work is
ready, the teacher-coach rotates from pair to pair, providing assistance that
might be required. The description cards are photocopied so that each pair
receives a set of all of them. Students post their visuals randomly around the
room. If time permits, pairs can review other pairs’ poems or prose and
suggest improvements.

Now the fun begins. In their pairs, students must match the description
cards to the illustrations. They count off by As and Bs, with the As reading
a certain number of lines and the Bs reading the rest. Again, teachers should
remember that the rhyme and rhythm must sometimes be sacrificed for
there to be a thorough and factual description of the object. A modification
of this strategy is for the pairs to read their descriptions in front of the class,
with the students alternating lines; the class will then have to match the
descriptions to the pictures.

The teacher-coach assesses the students’ work according to the nego-
tiated criteria. As a postactivity, students are asked what they learned from
the scavenger hunt. Using active listening, the coach charts the responses
by category, but doesn’t label the categories. When all responses have been
charted, the teacher-coach asks students to provide the labels for the cate-
gories. They should record the findings in their notes.
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Classroom Application

The Museum Scavenger Hunt strategy can be used across the curricu-
lum. In language arts, items noted in a given novel can be the subject of the
scavenger hunt, and the description cards can incorporate specifics from
the story; just imagine creating a Museum Scavenger Hunt depicting one of
Sir Arthur Conan Doyle’s Sherlock Holmes stories. Alternatively, when
studying the literature of a particular time period, students may be asked
to research the lives of several authors and provide “artifacts” with which
the authors are identified. The pictures can be left around the room until
the unit is complete, students can remain immersed in the time period
being studied, and the information can more readily move from short- to
long-term memory.

In social studies class, the strategy is particularly useful for helping
students get a better sense of different world cultures past and present.
Examining “artifacts” from ancient Greek, Roman, or Chinese civilizations
brings a greater understanding of the time period.

In science, this activity can be used for a unit on ancient life forms. Pic-
tures of fossils representing different categories of animals or plants are well
suited to descriptive writing. Imagine what the class can do with dinosaurs,
early mammals, or today’s endangered species.

Cooperative Time Lines

Time is measured in seconds, minutes, hours, days, weeks, months, years,
centuries, and millennia. We feel time as we grow old, but we can never actu-
ally see it. When students create time lines, they are creating a visual rep-
resentation of time that endows its passage with a measure of reality.
Everyone has probably seen a time line at some point, but not everyone
has taken part in the challenging activity of actually constructing one.
Time lines can help students visualize major events in history that
overlap or occur simultaneously by splicing them together in an ornate
tapestry that relates the events in sequence. By creating their own time
lines, students engage in an art activity that uses their inquiry and coop-
erative skills. The students work together, conduct research, and combine



162

Teachers as Classroom Coaches

their work into one overall classroom time line that they can refer to
throughout the unit.

The Cooperative Time Lines strategy (Stix, 1994) is ideal for units in
which major developments take place over the course of a specified time
period. To begin the lesson, a teacher-coach asks students to consider what
they did over the course of an hour that morning (e.g. spanning from
6:00-7:00 a.m.). On paper, students draw a five-inch time line marked by 15-
minute intervals, one inch apart. Along the line, they fill in all that they did,
using notches to attach their information to the correct time. Figure 10.4
shows an example of the type of information the students might jot down.

Figure 10.4
Time Line
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In cooperative groups, the students place their individual time lines

A

\/

one on top of the other to merge them, aligning the notches, and discuss
what they notice (e.g., Why did one person take much longer brushing his
teeth than everyone else? For what reasons did one person eat breakfast
before getting dressed?). After discussing the time lines, students should
make a list of conclusions that can be shared with the whole class using
the active listening strategy.

Now that students have had a chance to understand the way activities
unfold in individual lives during the same time periods, they should be
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asked to stand around the perimeter of the room. The teacher-coach places
the subject cards, one for each group, on each of the group tables. The
teacher describes the subject of each card in a way that makes it sound
appealing. The subjects should represent a topic that changed over time
and that has a rich history (for instance, when studying the conquest of the
Americas, the subject cards could include the names of the famous explor-
ers or the countries involved). After reading all the cards and briefly
describing each, the coach should ask for volunteers to research each
subject, forming new groups. It is best if there are no more than four
students for each cooperative group, but if one topic seems to be very
popular, including it twice is fine if there is enough information to be uncov-
ered. If there are not enough volunteers, the teacher may have to shuffle
students around so that groups do not have more than four students each.

Now that they have their topics, students should brainstorm a list of
questions they would like answered in their groups. For example, if the sub-
jects are the nations involved in the conquest of the Americas, questions for
each country might include the following: Who were the most famous
explorers from this nation? What areas did they subjugate? For what
reasons did the explorers embark on these journeys? In what ways did they
succeed or fail in their explorations?

In whole-class format, the teacher-coach then elicits the questions one
at a time from each group using active listening, and records the responses
on the board. Next, groups decide who will be responsible for which
portions of the research. The work should be shared equitably. In the above
example, each student may be assigned a different explorer to research.
Alternatively, one person might be responsible for researching the country’s
military commanders, one might research the economy, one might exam-
ine the levels of society, and one might examine conflicts the country had
with other nations. Once the jobs are assigned, a “contract” that reflects
each student’s role should be completed. The teacher-coach may even
decide to provide students with a checklist of all the things they need to do
to complete the work, which they can refer to along the way.

The negotiable contracting of criteria can take place once the activity
is clearly explained to the class. Some criteria for assessment appropriate to
this strategy could include the following: chronologically ordered informa-
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tion, appealingly presented time line, in-depth and descriptive content,
accurate information, and excellent photographic or illustrative material.

In conducting their research, students should collect pictures, charts,
graphs, maps, diagrams, and other visual materials to include as part of the
time line. They may even decide to draw their own illustrations, and they
should be encouraged to make their time lines as aesthetically appealing as
possible. Because the group time lines will later be merged into a single,
whole-class time line, students should make photocopies of all their visuals.

As they proceed through their research, students should keep a jour-
nal of notes and illustrations, which can be collected or reviewed by the
teacher-coach along the way. All the while, the coach circulates from group
to group, using appropriate coaching skills and giving assistance.

In class, students should be given the opportunity to draft their group
time lines on basic letter paper. The groups and the teacher-coach can pro-
vide feedback on the drafts; for homework, students should complete their
part of the research. Once students have completed their research, they are
asked to highlight the most important events in their notes, rewrite them in
brief but clear language, and make note of the exact date or time span when
they occurred. At first, they place all of this information on their group time
line, using a legal-size piece of paper. (Every group’s time line should be the
same size, with the same number of intervals; this integrates a bit of mathe-
matics into the lesson.) The students then transfer their illustrations and
captions to 3- to 5-inch index cards that are attached to their own standard-
sized time line, which should be drawn on wrapping paper or newsprint, with
each group using a different colored marker to write in its information.

Once the groups have finished placing their time lines on the larger paper,
they should all be able to be viewed simultaneously along an entire stretch of
classroom wall. Because each group was given the same span within which
to work, the events on the sheets of paper should coalesce. As in other strate-
gies, students are writing for purpose. The information written on the time line
becomes a catalyst for students to talk and compare content. They can
describe in detail what happened during their time period, or they can com-
pare it to another group’s information. Students engaged in active listening
should be taking notes or filling in an information chart during the presenta-
tions, but any assessment should be based on the criteria decided on earlier.
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The lesson could end there, but that would limit the fun. Students are
now asked to present their time lines to the class. This can be achieved in
two ways: each group can get up and describe its time line from beginning to
end, with group members taking turns speaking; or the time lines can be
broken down into time segments, and one person from each group can
describe what occurred during that interval of time for her group’s topic.

As a follow-up activity, the whole class can create time lines based on
current events or world crises. Students can also be asked to periodically
bring in examples of time lines they may find in newspapers, magazines, or
other media. But writing is key: For example, students may be asked to write
essays discussing two events that took place at the same time in different
places, describing in detail what they had in common and how they influ-
enced each other. Alternatively, they may be asked to write a feature arti-
cle or news report for the TV news that describes the events taking place
at that instant in different parts of the world. Giving students a purpose for
their writing adds an element of reality and motivates them to do the best
they can and to be creative and engaging in their writing.

Classroom Application

The Cooperative Time Lines strategy can be adapted to any number of
lessons. In language arts class, time lines can reflect the action of long,
sprawling novels like Leo Tolstoy’s War and Peace, or they can focus on a
specific group of famous authors, such as African American writers. Time
lines can also be used to merge history and literature by noting the action in
a book alongside the real-world activity taking place at the time the book is
set. This approach works particularly well for historical fiction, such as
Victor Hugo’s Les Miserables or Ernest Hemingway’s A Farewell to Arms.

The example of exploration, as mentioned previously, is appropriate for
the social studies classroom. Cooperative Time Lines can also be used to com-
pare ancient civilizations where different cultures existed simultaneously.

In science class, time lines can be used to examine the theory of
evolution; there could be one subject card each for Homo, Homo Habilis,
Homo Erectus, Neanderthal, Cro-Magnon, and Homo Sapiens. (Students are
always surprised to discover that many of our predecessors actually lived
for a short while simultaneously, perhaps even in adjoining environments.)
Just imagine the illustrations students may come up with!



The Nine Steps of
Project-Based Learning

Whether students work individually, in pairs, or in groups, having them
design something from scratch taps their creative abilities. When using the
project-based learning strategy, it is almost guaranteed that the endeavor
will be interdisciplinary. The teacher’s role is to serve as coach, guiding
students to use a variety of resources, employ a strategy that is fun and
motivating, and uncover content with depth and breadth.

If we examine project-based learning in the most general way, we can
break it down into the following nine steps (of course, teacher-coaches
should modify the steps accordingly to suit the task and the students):

1. The teacher-coach sets the stage for students with real-life samples
of the projects they will be doing.

2. Students take on the role of project designers, possibly establish-
ing a forum for display or competition.

3. Students discuss and accumulate the background information
needed for their designs.

4. The teacher-coach and students negotiate the criteria for evaluating
the projects.

5. Students accumulate the materials necessary for the project.

6. Students create their projects.

7. Students prepare to present their projects.

8. Students present their projects.

9. Students reflect on the process and evaluate the projects based on
the criteria established in Step 4.

Now let’s examine how these nine steps apply to a real-life project.
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Project-Based Learning Example:
The Roman Arch Bridge Activity

When studying transportation and its effects on the economy of Ancient
Rome, students in Mr. Jordan’s 9th grade social studies class honed in on
the Roman invention of the arch bridge. Realizing the depth and breadth of
the innovation, Mr. Jordan decided that the students should role-play
Roman engineers and design their own Roman arch bridges using paper
materials.

Step 1: Setting the Stage with Real-Life Examples

With the help of the school’s science teacher, Mr. Jordan set the stage
for his students to study the arch bridge. He explained that the major advan-
tage of the construction was that it had a large passage for vessels to pass
through. The Roman transportation system was a key priority for continu-
ous military campaigns, as well as for the trade that was carried to all
corners of the empire. Mr. Jordan showed the students different types of
bridges, demonstrating the differences between the arch bridge and the
primitive structures that existed prior to its invention.

Step 2: Taking on the Role of Project Designers

Having his goal in mind, Mr. Jordan assigned the students their roles as
engineers for Roman firms. He explained that they were commissioned by
the emperor, but had to use paper materials for their model constructions.
Each group of two to three students was to be a firm competing with other
groups to build a bridge that would meet predetermined specifications and
be subjected to heavy weight.

Step 3: Discussing and Accumulating Necessary
Background Information

Students conducted research on the arch bridge and learned that the
center keystone was critical to distributing weight evenly to each side. They
saw the advantage of the Roman arch bridge over post-and-lintel construc-
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tions, which did not offer as much clearance for whatever passed beneath.
The even distribution of weight created by an arch bridge’s keystone made
the structure more reliable, adding a degree of stability and security.

Mr. Jordan and his students determined the parameters of the construc-
tion, setting strictly defined limits to the length of the bridge and the road-
way above.

Step 4: Negotiating the Criteria for Evaluation

Mr. Jordan and his students decided that the projects should be
assessed by asking the following questions:

e Did the group design and construct a bridge that employed the
Roman arch concept?

¢ Did the “engineers” try to keep their expenditures low?

¢ Did the bridge support the weight that was placed upon it?

Once the criteria were clearly defined, the students realized that they
might have to be modified in the future.

Step 5: Accumulating the Necessary Materials

The students decided that they would use paper or soft balsa wood
and glue or tape to make their arch bridges. Mr. Jordan told them that any
material they needed would have to be purchased at a mock store, and they
were expected to keep track of their expenditures on an expense sheet. For
example, a sheet of paper, representing stone, “cost” $1,000; a tablespoon of
glue, representing cement, “cost” $2,000. Mr. Jordan reminded students that
construction commodities were very expensive in Ancient Rome. Students
decided that the bridge that withstood the most weight and was most cost-
effective would win.

Step 6: Creating the Project

Students in each group worked on preliminary sketches and graphic
organizers until they decided on a final design. During this stage, Mr. Jor-
dan served as coach, moving from group to group to guide the students’
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work. As he did so, he asked himself the following COACHing questions
(reflective of the COACH Model in Chapter 3):

e Do the students have a clear understanding of the task?

¢ Does each student have ownership of her role within the group?

¢ Are the students atfentive and working together cooperatively?

e Are the resources that students use geared to their comprehensive
level of understanding?

¢ Are any groups stumbling in a way that is blocking their work due to
heightened emotions?

Mr. Jordan’s role as coach obtained a clarity of purpose throughout
this process. Prompted by the COACHing questions and the GOPER Model,
the students used their own intellects to solve problems while attaining a
higher level of learning.

Step 7: Preparing to Present the Project

The students in each group prepared for the final stages, discussing
whether or not the presentations needed to be rehearsed, or whether dis-
play cards had to be written. They also made note of the following:

¢ Who designed and built the arch bridge

e The cost expended on materials

e What made their design aesthetically appealing

e What they thought was unique about their design

e What made their arch bridge strong enough to hold the weight that
was placed on it

Step 8: Presenting the Project

During this stage, students become aware of the ways their presentations
meet the criteria of assessment. The teacher-coach observes how engaged
they are in presenting their projects. Each group in Mr. Jordan’s class show-
cased its arch bridge to the class, explaining how the design was achieved.
Testing one bridge at a time, weight was placed on top of it, to determine
how much stress the bridge could bear without collapsing. Not one stu-
dent was absent on the day of the competition.
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Step 9: Reflecting on the Process and Evaluating the Process

In this simulation, the students discussed what they enjoyed about
working in pairs or small groups, and how one student’s idea would spawn
another student’s idea. They discussed what they liked about the materials
and what they found to be frustrating. Students shared their reflections to
note what they had in common and what was special to each pair or to each
individual personally. They reviewed the criteria of assessment and dis-
cussed how well they met them.

The chart in the Appendix can serve as an example, and also as a catalyst,
for teachers to creatively brainstorm ways to include project-based learning
using the workshop model within their curricula. Note that the chart is brief,
thus allowing teachers to generate their own ideas for projects that would
be applicable to their own areas of specialization.

Section Summary

When students practice decision making and deductive reasoning and are
exposed to examples from real life, they are able to expand their skills, eval-
uate their options, and think critically. The activities in this section help
students visualize how events actually unfold by having students conduct
research, discuss and write about the material, collect or draw illustra-
tions, and reflect on their work. Students learn from each other by analyzing
and synthesizing material, reinforcing main points, and moving information
from short- to long-term memory. Most importantly, students “talk con-
tent” and write for a purpose, because their work is often presented in front
of their peers. We hope that you will use these hands-on, interactive strate-
gies to motivate and engage your students, and to foster an environment
that makes learning fun.



Conclusion

This book brings educators a coaching system that has garnered success
in the worlds of sports and business. We feel it is an idea whose time has
come. Putting a coaching system into place is a major change, but as we well
know, without change there is no progress. We caution educators that learn-
ing the techniques of coaching and creating coaching schools are not quick
fixes; these are not simple ideas that can be taught in one day. Coaching is
an ongoing process that requires teachers to meet weekly to discuss their
coaching skills and classroom issues, and to determine ways to resolve
conflicts as well as enhance instruction. It requires strategies to be tested
and reflected upon, and teachers to train students on using coaching tech-
niques with their peers. As your school becomes a coaching environment,
your students’ motivation and engagement will increase and their behav-
ioral issues will decrease, because coaching is a catalyst for stronger self-
image and higher achievement.

—Andi and Frank
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Note: Information presented in figures is denoted by f.

accountability, 81-82
Accountable Talk strategy, 91-92, 93f,
94
accuracy, questions for assessing, 28
acknowledgment, listening and, 37
action plans, 74-75
Agam, Yacov, 144
Amazing Fan Fold Design strategy,
144-147, 145f, 146f
art. see Amazing Fan Fold Design
strategy; Mystery Box strategy
assessment, 42-48
benefits of, 42
content and, 43
criteria for, 42-45, 92
definition of, 42
feedback and, 48
of group work, 44-45
negotiable contracting and, 43-45
of Stix Discussion exercises, 105-106,
106f
student input on, 43-44
wave formula for, 46-48, 47f
assumptions, in GAIL model, 78
attention, in COACH model, 26
attitude, uncovering students’, 72-73

beliefs, limiting, 78
body language
in case study, 33, 34
listening and, 30
bottom lining, 40

Breakthrough Laser Coaching, 78-82
business, coaching in, 1-2, 2

Caparella, Lydia, 46
chair placement, for Stix Discussion
strategy, 104, 104f
character analysis, in Deliberations
strategy, 125

choice, responsibility and, 13
Chuk, Emily, 146
clarity

in COACH model, 26, 28f

in guided listening, 38-39
classroom observations, 87-88
coaches/coaching

assessment and, 42-48

body language of, 30

breakthrough laser, 78-82

in business, 1-2

definition of, 12

goals of, 12

individual, 70-78

listening skills and, 31-32

as motivators, 12-15

self-assessment by, 32

in sports, 1

teacher-student relationship and, 15
COACH model, for questions, 25-27
CoachPeople Training, 12
community, 83
compliments, to students, 34
comprehension, in COACH model, 26
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Concept Attainment strategy. see Hid-
den Clues strategy
conductor personality type, 17
content, assessment and, 43
contextual listening skills, 28-41
contracting, negotiable
assessment and, 43-45
Real Deal Game strategy and, 134
Stix Discussion strategy and,
103-104, 105-106
Cook, Darryle, 98
cooperation, in teams, 20-21
cooperative time lines activity,
161-165, 162f

Creative Controversy strategy, 107-110

creative thinker personality type, 17
critical thinking, surveys and, 140

debate

in Creative Controversy strategy, 108

in Four Corner Debate strategy,
113-115
in Lobbyist Hearing strategy, 97-103
in Magnetic Debate strategy,
110-113, 110f
decision-making
in Lobbyist Hearing strategy, 100
in Making Decisions strategy,
126-128
questioning and, 24, 24f
deductive reasoning strategies
Deliberations, 123-126
Hidden Clues, 120-123
Identity Crisis, 130-132
Making Decisions, 126-128
Real Deal Game, 132-136
Taking a Survey, 136-140, 137/, 138f,
139f
Vote On It!, 129-130
design, of lessons
GOPER model for, 52-66, 67f
SMART system for, 49-52
specificity in, 50
DiBenedetto, Sara, 79
discussion clubs, 87-88
discussion strategies
Accountable Talk, 91-92, 93f 94
Creative Controversy, 107-110

Flexible Jigsaw, 94-96

Lobbyist Hearing, 97-103

Magnetic Debate, 110-113, 111f

Negotiations and Settlements,

116-119

as secondary strategies, 91-92

Stix Discussion, 103-107, 104f, 106f

writing and, 95, 106-107
dramatization

in Playlets strategy, 156-158

in Slide Show Alive strategy, 151-155

emotions

in Breakthrough Laser Coaching,

83-84

in COACH model, 26

in GELVE model, 31
engagement, recall and, 13
environment

in business, 2

risk-free, 12-13

stress and changing of, 14
exploratory questions, 25-27, 25f
eye contact, in GELVE model, 30

fairness, questions encouraging, 28
family issues, 79-82
fear
in GAIL model, 78
in GELVE model, 29-30
feedback, assessment and, 48
fiction readings
deliberations strategy for, 123-126
in Flexible Jigsaw strategy, 94, 96
in Lobbyist Hearing strategy, 102
Flexible Jigsaw strategy, 94-96
focus
in group assessment, 46
resistance and, 40-41
on students, 32
Four Corner Debate strategy, 109-111

GAIL model, 77-78

GELVE model, of contextual listening,
29-31

GOPER model, 52-66, 67f, 84-85

grading. see assessment
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group work
assessment criteria for, 44-45
GOPER model, 52-66, 67f
obstacles in, planning for, 61-62
problems with individuals in, 70-78
reflection on, 63-64

growth
guided listening and, 40
individual coaching and, 75-76

Hall, Romaine, 66
Hidden Clues strategy, 120-123
Hinckson-Martin, Abbu, 97
history instruction. see also social
studies instruction
Magnetic Debate strategy and, 123
Stix Discussion strategy and, 107
Hopper, Jeff, 66

identity, building, 14

Identity Crisis strategy, 130-132

image building, 84-86

inclusion, in teams, 20

individual coaching, 70-78

Institute for Professional Empower-
ment Coaching (iPEC), 2

Jimenez, Darling, 69
Kern, Jerome, 156

language arts instruction

Accountable Talk strategy for, 92

Amazing Fan Fold Design strategy
for, 146-147

Creative Controversy strategy for, 110

Deliberations strategy for, 126

Four Corner Debate strategy for, 115

Hidden Clues strategy for, 123

Identity Crisis strategy for, 132

Magnetic Debate strategy for,
112-113

Making Decisions strategy for, 128

Museum Scavenger Hunt strategy
for, 161

Mystery Box strategy for, 151

Negotiations and Settlements strat-
egy for, 118-119

Playlets strategy for, 158
Real Deal Game strategy for, 135-136
Site Plan Design strategy for, 155
Slide Show Alive strategy for, 155
Taking a Survey strategy for, 140
Time Line strategy for, 165
Vote On It! strategy for, 130
Workshop Fair Festival strategy for,
143
learning
engagement and, 13
from lecture, 11
personality types and, 16-19
project-based, 166-170
role-playing and, 13
lecture, length of, 11
lesson planning
GOPER model for, 52-66, 67f
SMART system for, 49-52
specificity in, 50
Life Sciences Secondary School, 18, 41,
46, 66, 69
limiting beliefs, 78
listening skills, 28-41
acknowledgment and, 37
bottom lining and, 40
case study of, 33-37
clarification and, 38-39
GELVE model for, 29-31
growth and, 40
guided, 37-41
importance of, 37
levels of, 37, 38f
reflective responses, 31-32
reframing and, 39
resistance breaking and, 40-41
of teacher-coaches, 31-32
3 Ps + C model for, 29
validation and, 39
Lobbyist Hearing strategy, 97-103
logic
in Hidden Clues strategy, 121
questions encouraging, 28

Magnetic Debate, 110-113, 111f
Making Decisions strategy, 126-128
manager personality type, 17
memory, engagement and, 13
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monitoring, individual coaching and,
76-77
motivation
coaching and, 12-15
by principals, 79-80
voice inflection and, 30-31
motivator personality type, 18
Museum Scavenger Hunt strategy,
159-161
music instruction, Four Corner Debate
strategy for, 115
Mystery Box strategy, 147-151, 149f

Nanavati, Tess, 118
negotiable contracting
assessment and, 43-45
Real Deal Game strategy and, 134
Stix Discussion and, 103-104,
105-106
Negotiations and Settlements strategy,
116-119
nonfiction, Flexible Jigsaw strategy for,
94

obstacles, planning for, in group work,
61-62
ownership
in COACH model, 26
group work and, 56

permission, in 3 Ps + C Model, 29
personality types, 16-19
physical education, Four Corners
Debate strategy in, 115
physical layout
for Magnetic Debate, 111, 111f
for Stix Discussion strategy, 104, 104f
for Time Line strategy, 163
planning, in group work, 58
plan of action, 74-75
Playlets strategy, 156-158
positivity, in 3 Ps + C Model, 29
precision, questions encouraging, 28
principals
classroom observation by, 87-88
GOPER model and, 80-81
as motivators, 79-80
role of, 88

3 Ps + C Model and, 85-87
problem solver personality type, 17
problem solving, 49-69

GOPER model, 52-66, 67f

3-Step Reflective Process, 66, 68—-69
pro/con T-chart, 72f, 74f
productivity

in business, 2

in teams, 19-20
purpose, in 3 Ps + C Model, 29

Queens Academy High School, 79, 97,
98, 102

questions
COACH model for, 25-27
discussion, for reading, 95
importance of appropriate, 27
negative vs. positive, 24f
simple vs. exploratory, 25, 25f
supportive, 24-28
teacher assessment for asking, 27f
in 3-Step Reflective Process, 68
wording of, 27

reading
Deliberations strategy for, 123-126
in Flexible Jigsaw Discussion strat-
egy, 94, 96
in Lobbyist Hearing strategy, 102
Real Deal Game strategy, 132-136
real-life contributions, 14
real-life examples, 167
reflection, on group work, 63-64
reflective responses, 31-32, 33
reframing, guided listening and, 39
relevance, questions assessing, 28
resistance, breaking, 40-41
responsibility, developing, 13
risk-free environment, 12-13
roadblocks, planning for, in group
work, 61-62
Robert Wagner Middle School, 112,
118, 150
role-playing
in Lobbyist Hearing strategy, 97-103
in Negotiations and Settlements
strategy, 116-119
in Playlets strategy, 156-158
in Real Deal Game strategy, 134-135
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understanding and, 13
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Deliberations strategy for, 126
Four Corner Debate strategy for, 115
Hidden Clues strategy for, 123
Identity Crisis strategy for, 132
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