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FORWARD

Preparation of these materials ;n the top;cs of How Aduita Learn,
Designing Adult Learniﬁg, anleechniques for.Conducfing Adult Learning,
has been most challenging and rewarqing. It has been a tremendous learn~
ing experieqcé. Without question, the.actual conference will be an
extremely valuable learning experience.

We hopg your participation and investment in this inservice education
wlll prove beneflclal to you.

Welcome to a shared learning experience!

FEBRUARY, 1989

//J6HN fénm@smm %M

W. NAREY OWENS
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DESCRIPTION OF THE NEED

Conducting adult learning experiences requires both knowledge and skill
in how adults learn. Competence in subject matter has traditionally served »
as a sufficient qualification.for individuals who teach adults. Results
of teachers having subject matter competence only has often led to particil~
pants dropping out of the program. Today's rapldly changing, technologically
oriented society has created the necessity for teachers and tréiners whosge
competence also reflects understanding and concern for the unique needs of the

adult learner, whatever the subject matter. This program seeks to meet that

" need.

LEARNING, OBJECTIVES

Participants will develop:
| - Undexrstanding of how adults learn;
~ Skills for designing adult learning experiences; and,

~ Skills in using various adult learning techniques for conducting
theixr programs.
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MONDAY, FEBRUARY 20, .1989
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II,
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cations of Theory in Teaching Adults

3. Trainer Process Plan

"4, The Adult Learning Cycle

5, Pedagogical/Andragogical Cycle

6. Experiential Learning

Learning Styles

5:00 p.m.
TUESDAY, FEBRUARY 21, 1989

8:30 a.m. III.

L. Learning Style Inventory.

2., Considering Learning Styles When
Planning

3. Strengths and Weaknesses

Learning Styles(continued)

Iv.

1. Characteristics

2, lCreative and Rational

Training and Teaching Styles

12:00 NOON

1:00 p.m. V.

1. What experiences and preferences
2. Training Type Inventory

3. An Overview

Recap and Principles of Design

1. Recap .Thus Far

2. Artistic Approach to Educatilonal Design



5:00 p.m,
WEDNESDAY, FEBRUARY 22, 1989

8:30 a.m. V.

3. Formats, Devices and Skills for
Group Leaxrning

4, Cémponents of Learning Design .
5. Examples of Lesson Plans .

6. Major Categories of Design

Principles of Design (continued)

12:00  NOON

1. Rating of Competencies for
Degigning learning Experilences

2, Behgvioral Description Process

Recap Thus Far

Methods and Techniques for Facilitating

Adult Learning

1. Climate Setting for Learning

2, Using Small Groups in the Learning
Process,

3. Diagnosing Learning Needs

Simulations
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vI.
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8:30 a.m, VII.
12:00 NOON
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1. Role Play
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Large Meetings

1. Listening Teams

2. Fishbéwl



5:00 p.m,
FRIDAY, FEBRUARY 24, 1989

8:30 a.m.

3. Audience Participation

IX. Comprehensive Directions
1. Evaluations '
Reaction
Learning
Behavior
'Results

2. Using Learning Contracts

X, Refining Learning Contracts

1. Recap of Overall

2.  Preparing Contract for Achieving
Learning Objectives by April,
1989 Session

3. Sharing of the Design Task and
Work Assignment

4. Instruments for Use and How It'sg
Going to Work. :
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Train%g Teachers
of Adults

John A. Henschke

Associate Professor Adult Education
University of Missouri-St. Louis

The adult continuing education literature and popular belief suggest that
competence in subject matter has traditionally served as a sufficient quahﬁca-
tion for individuals who teach adults. For most educators and trainers in pro-
grams serving adults, neither adult tcaching experience nor formal preparation
for teaching the adult learner is a requirement for obtaining a position. Many
of the institutions conducting adult education programs have no requirement
for teachers other than knowledge of the content of the subject to be taught.
It is assumed by many that if one knows the content or subject matter, com-
petence in teaching it to other adults is automatically included in that l\nowmg

Results of this process of teacher assigninent has often led to dropouts in a
wide variety of programs. While it cannot be assumed that everything lacking
in a learning experience points to the teacher, teacher pcr.formancc obviously

shas somc responsibility.
“The number of adults involved in learning experiences of one kind or another
shasrecently risen cxponcntlally currently, 23 million Amerigans — 10 million
anorethan 15 years ago. It is also known that adults as consumers of education
or learning have become increasingly sophisticated in their knowledge of what
constitutes good teachers. Furthermore, adults are for the most part voluntary
learners and will disappear if their necds as determined by themselves, are not
met in that educational or training program. In addition, even those adults who
are required by some boss or employer to remain for whatever reason, will have
psychologlcqlly “checked out” of the learning experience if their perceived learn-
ing needs are not met. Today’s rapidly changing, technologically oriented society
has created a need for teachers and trainers whose outlook reflects understand-
ing and concern for the unigue needs of the adult learner.

Many institutions have not been willing to insist that a teacher must become
cquipped for teaching adults by participating in a systematic training progran;
nor have they provided the opportunity for those teachers who would become
involved willingly. This chapter is designed primarily to assist the non-
experienced teacher of adults and, also, will be useful to those who have-some
experience and training in the field.

There are five important building blocks of a systematic training program
for non-experienced teachers of adults !

Beliefs and notions about adult learners.

. Perceptions concerning qualities of effective teachers.
. Phases and sequences of the learning process.

. Teaching tips and lcarning techniques.

. Implementing the prepared plan,

Thc best results will be attained by making improvements on each building
block as it applies to a specific teaching situation. Each step taken will lead to
some improvement. The more steps that are taken, the more improvement will
result.

PN e

I. BELIEFS AND NOTIONS ABOUT ADULT LEARNERS

The first building block seems to be a reflective starting point for the teacher.
Who is this learner we call an adult? Many definitions are in current usage. The
following descriptors adapted from the works of Malcolm S. Knowles® and
Frank Hoffman® would seem to characterize the notion of the adult as a learner.

First, the adult learner has a concept of self that has the potential and desire
for increasing self-directiveness which is interdependent and not in isolation. This
means that in the learning situation the adult:

1. Accepts and loves responsibility. 4. Opens to opportunitics.
2. Orients toward the future. 5. Solves problems
3. Values initiative. 6. Is creative. 7. Ideology

The key for the teacher is to design programs to take advantage of the learner’s
potential and desire for increasing interdependent self-direction.

Second, as an adult learns, grows, and develops, he or she builds an increasing
reservoir of experience. This expericnce becomes a vast resource to draw on for
helping others to learn as well as advancing one’s own learning. Thus, structur-
ing the learning situation to take advantage of those resources should at least
help to:

1.- Create positive attitudes in the learner toward the instructor, one’s self
as a learner, the subject and learning situation, expectancy for success.
2. Relate the instruction to the learner’s needs.
- 3. Increase stimulation of the learner’s attention, awakeness, awareness,
interest, involvement, and interaction.
4. Encourage, optimize and integrate learner emotion.
Achieve the learner’s progress toward self-chosen goals.
6. Reinforce learner participation, positive changes and continuous
learning,

bl

I1. PERCEPTIONS CONCERNING QUALITIES OF
EFFECTIVE TEACHERS
The second building block focuses upon the teacher. It is self-diagnostic. What
are qualities of effective teachers? How do I measure up? Where do I need im-
provement? How will I accomplish that improvement? From David W. Cochran'
and many other sources comes an overall picture of the abilities and qualities

‘ Tiaining Teachers of Adults ‘ 415 @

teachers need to help assure satisfactory learning by the learners. ’:\
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S

QUALITIES OF AN EFFECTIVE TEACHER

1. Interest in the Students and the Subject Being Studied. Students are quick
at determining how interested teachers are in them and the subject being
taught. You can’t have one to the exclusion of the other. Effective teachers
demonstrate sincere concern and interest in their students’ progress and
well-being. .

2. Ability to Communicate Well. Communication is the act of helping others
learn concepts, skills and attitudes. Teachers communicate by speaking,
listening and writing. Communication includes presenting material in a clear
and straightforward manner using language and written materials geared
to learners’ comprehension levels. Since learning is an active process, com-
munication methods used must actively engage students.

3. Good Knowledge of the Subject. Successful teachers and trainers have a
thorough and comprehensive knowledge of the subject they are teaching.
The expectation of students is that the teacher will be able to respond to
their questions and help them develop their areas of interest. However, when
challenged by a question, the teacher of adults needs to admit to not know-
ing the answer as well as expressing willingness to work with the student
to find the answer. _

3. Prepared to Teach the Lesson. Good teaching and good planning go hand
in hand. Planning requires an investment of time. It should be a joint ven-
ture done with students so that their needs are addressed. The basic ingre-
dients,of planning are establishing goals, selecting techniques and materials
to achieve these goals, and evaluating to see if the goals have been met.

4. Enthusiastic. Enthusiasm is catching. If one is deeply interested in a group
of ideas, a set of facts, or a type of work, one is also more likely to get
others interested. Enthusiasm is the natural celebration of the joy of learn-
ing a new bit of knowledge or a new skill. Students love enthusiastic teachers,
and will as a result get ‘‘steamed up’’ about learning. It affords them the
opportunity to explore new ideas and expand themselves in new directions
with the support of a knowledgeable and exciting teacher.

Other qualities of an effective teacher would certainly include: Desire to
Instruct, A Sense of Humor, Being Flexible, Tact, Patience, Using a Variety
of Teaching Techniques, Sensitivity and Courtesy.

Using Figure 1, ““map out” plans to make the improvements needed in your
teaching practice.

IIl. PHASES AND.SEQUENCES OF THE LEARNING PROCESS.
- The third building block for equipping non-experienced teachers of adults is
to focus on the various phases and sequential steps in the learning process. When
learning is viewed as a learner merely absorbing a body of information, then
teaching becomes the vehicle for ““throwing’’ or ““spraying” as much informa-
tion as possible at the learner. However, when learning is understood as a pro-
cess which has a number of manageable steps in which the learner becomes deeply
involved, then teaching becomes the vehicle and road map for helping the

. Training Teachers of Adults @
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What Will I Do To Make
the Improvements I Want?

To What Extent, in my teaching, do I

Scale

(]
—
[ 8]
w
E-N

Show interest

Lo Hi
0 1 2 3 4
Communicate well
Lo Hi
0 1 2 3 4
Possess Knowledge
Lo Hi
. 0 1 2 3 4
Prepare Plans
Lo Hi
;| 0 1 2 3 4
Exhibit Enthusiasm
Lo Hi
0 1 2 3 4
Lo Hi

1. Place a “P” indicating present level on each item;

2. Place a2 “D” indicating desired level of performance on each item; and,

3. Develop a professional development plan on what you will do to move yourself from
present level to desired level on each item. (List in space provided at right above.)

FIGURE 1

learner internalize, develop, practice, and refine proficiency in the application and
use of that knowledge.

An interesting model which Cochran! has suggested is that the teacher keep
the learners yearning, learning, earning, and returning. This means that the teacher
needs to be a guide and:

1. Provide that for which the learner’s Yearn, such as: new and advanced
parts of the subject; developing a spirit of inquiry; another expert resource
on the topic; reading and studying outside; being helped to find out answers
to their questions.

2. Provide that which will help the learner’s Learn, such as: incremental parts
of the subject; using time well; classroom group involvement; being well

prepared.
3. Provide that which will help the learners Earn. s
. Success Confidence 5 \
Praise Interest. g
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4. Provide that which will cause the learners to Return,
For enthusiasm. For finding sincere teacher interest.
For moving forward. For experiencing affirmation.
For sharing their learnings and progress.
Another way to look at the learning process may be portrayed through an
adaptation of Gene Custer.2
1. Determine the content to be included.
Identify specific knowledge and skills to be taught.
Know who will be in the program.
Determine present level of performance.
Establish objectives. '
Design performance test.
Determine learning points.
2. Determine learning techniques to be used.
Look at the task and the way results are achieved.
Determine learner’s orientation — visual, auditory/verbal or physical.
- Determine whether information is processed, learned, and applied,
systematically or intuitively.
Determine whether learner motivation is low or high.
Select media and techniques.
Determine how to use the media and techniques.
3. Organize and develop the training presentation.
Organize and sequence content. '
Design and develop handouts.
Develop plan for delivery.
4. Deliver the presentation.
Practice and time your presentation.
Do a pilot presentation.
Evaluate outcomes.
Save final materials for Iater use.

IV. TEACHING TIPS AND LEARNING TECHNIQUES.

. The fourth building block for equipping non-experienced teachers is to make
them aware that there are a multiplicity of teaching techniques and tips that will
breathe life into a learning experience for participants. Some of the more familiar
presentation techniques would be the lecture, reading, slides, audiocassette, motion
picture, and demonstration. Certainly each of these approaches could be enhanced
given a little thought. The lecture is the most frequently used technique for
disseminating knowledge. It is a one-way organized communication of informa-

- tion by a resource person. To increase the interaction and enrich the internalizing

of the information presented, Listening groups could be formed before the

lecture. Their purpose would be to listen to the lecture for things: (1) they wish
clarified, (2) they want to take issue with, (3) they want to have elaborated, and

(4) problems of practical application. After the lecture each group gets together

to develop their questions. Then the lecturer responds to each question raised.

Buzz groups of four to six people could also be formed to discuss particular issyes

OGN |
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or ideas raised in a lecture by a resource person. Lectures could also be accom-
panied by overhead visuals, flip charts, filmstrips or newsprint to help learners
grasp the information. .

A motion picture and slides present information to participants through the
ear and eye. Its message and purpose can be advanced by discussing in small groups
of four or five people the meaning, application, and use in various situations
and then sharing insights with the larger group. Another approach would be for
the teacher to prepare specific questions to be discussed in small groups follow-
ing the film. v )

Assigned or suggested reading material that is essential to developing upderstan-
ding of an idea must be accessible and at a reading level the learner is a_ble to
comprehend. It is unrealistic to expect that the material will be read outsxc'ie of
class. Hence, a crisp printed outline of the main ideas or a series of questions,
for which this material may provide answers, could improve the process of learning.

Audiocassettes have the advantage of being able to be listened to many times
for a lecture message.. If one has a cassette player, time that is otherwise spent
listening to the radio or just in silence could be used to listen. As with thfa reading
material suggestions above, a copy of the outline or appropriate probing ques-
tions should be advantageous to the learner.

A demonstration has the instructor verbally explaining and performing step-
by-step, an act, procedure or process. One caution is that the instructor should
make sure the participants can see as well as hear all that goes on.

Other techniques are group discussion which would have ten to twenty people
discussing a problem for a fifteen to twenty minute period. Huddle groups of
two or three people could discuss for a few minutes an issue raised.

A case study brings a small group of people together to analyze and solve a
problem or a case situation. A simulation has the learners acquire skills in a set-
ting that simuldtes the real setting where skills are required. A role play becomes
an impromptu dramatization of a problem or a situation, f:ollowed by disc].xs-
sion. A teaching/learning team is a group of three to six people working
cooperatively to teach and help others develop knowledge and skills.

Many more techniques are available and explained in the expanding adult educa-
tion literature. In designing a learning experience, a variety of techniques need
to be included that will enhance the interest and excitement of the adult learners
as well as improve their knowledge, skill and attitude, '

A quick way to determine the usefulness of any techniques for use in one’s
teaching practice would be to use Figure 2.

V. IMPLEMENTING THE PREPARED PLAN

The fifth building block for equipping non-experienced teachers of adults is
the final step of conducting a program.

This is a most crucial part of the process. It seems that this step cannot be
directly taught. It is not readily articulated, openly expressed or stated. It is
unspecifiable. It is what Dirk® refers to as “The Tacit Dimension of Practical
Knowledge”
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QUESTIONS AND EXERCISES

. When you begin your next adult education class what procedures will you use to establish
a climate of mutual respect, cooperation rather than competition, informality, suppor-
tiveness, warmth of refationship with you, etc.?

. Prepare for your next adult learning program an outline of how you will:

Engage students in examining, clarifying, and influencing the objectives of
the course. ‘

Acquaint them with your plan of work for the course and their responsibifities in it.
Help them prepare to carry the responsibilities you expect of them.

Make them aware of the material and human resources available for accomplish-
ing their objectives. '

. It has been suggested that ninety-five percent of the teacher’s preparation for teaching
a course should be devoted to the procedures and only five percent on the content
of the course. Do you agree or disagree? Explain why you agree or disagree. Refer
to Figure 3.

(o
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San Dicgo, CA: Unlversity Awsoclates, Inc., 1986, This material peesents four phrses of tralning,
twenty-five steps o success within those phases and a primer on media and methods.

3. Dlkx, John M. “The Tacit Dimenston of Practical Knowledge and the Ulllizalon of Resesich in
Adult Bducation.™ In A Proceedings - 1986 Midwest Research-To-Fractke Conference In Adult, R
Community, and Contnuing Education. Muncle, IN: Ball Stale Unlversity, October 3-4, 19936, The
tacit dimenston of practcal knowledge ks knowledge that cannot be openly expressed or stated, but s
uscd In the pesformance of procedures, 11 13 Uike developlng & “knowing” of exactly what Is the next
slep b o be taken In = glven sliuaton.

4. Tlington, Jullus B. The Winning Tralner, Instructor, Factlitator, Teacher, Conference Lesder, Ele,
tlouslon: Gull Publishing Conipany, 1984, Wlnning tralners sre not only.“on the bsll” they get it
tolling. Winnlng Instructors, [acliitaton, teschers get results In the form and groups with whom they
work - grester retenlon, better on-the-Job spplicaion, and Increased fexmer Interest. They also have
thls In common: They have mastered the use, and they know the Impottance, of participative learning
technlques. :

5. Hoffman, Frank. }low To Tesch Orown-ups, Calabasas, CA: Pracical Manrgement Assodstey,
Inc., 1980, An 8-workbook/sudlo-casseite course for Uralnecs, lnstrucions, teschers, factlitators snd
dlscussion leaders who conducl classroom sesslont sitended by sdults In adult Ife clrcumstances.

6. Knowlcs, Maleolm S. The Modern Practice of Adull Educaton: From Pedagory to Andrsgosry,
Mew York: Csmbridge Book Company, 1980-revised edilon. A comprehensive volume of vailovs
pracices and & coherent congruent theory, sssumplions and procerses underglrding the conduvcl and
rdmindstration of adult tearning.
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THE ASSUMPTIONS AND PROCESS ELEMENTS OF TIE PEDAGOGICAL AND ANDRAGOCICAL MODELS OF LEARNING

By Malcolm S. Knowles -

ASSUMPTIONS PROCESS ELEMENTS
About: Pedagogical Andragopical Elemnents Pedagogical Andragogical
Concept of Dependent Increasingly Clinate Tense, low trust Relaxed, trusting
the learner personality self-directed Formal, cold, aloof Mutually respectful

Authority-oriented Informal, warm

Rale of learner's { To be built on A rich resource Competitive, judgmental Collaborative, supportive
experience more than used for learning by :

as a resource 'self and others Primarily by teacher Mutually by learners and

Planning

Readiness to
learn

Uniform by
age-level and

Develops Erom
life tasks and

facilitator

Diagnosis of

Primarily by teacher

By mutual assessment

curriculum problems needs
Orientation to Subject- Task or problem-| Setting of Primarily by teacher By mutual negotiation
learning centerei centered objectives . ,
Motivation By external By internal Designing Teachers' content plans lLearning contracts
rewvarids and incentives, learning Course syllabus Learning projects
punishments curiosity plans Logical sequence Sequenced by readiness
The body of theory awl practice on yhich teacher— | Learning Transmittal techniques Inquiry projects
directed learning is based is often given the label | acrivities Assipned readings Independent study
“"pedagogy," from the Greek words paid (meaning child) Experiential techniques
and agogus (meaning guide or leader)--thus being -
tdefined as the art and science of teaching children, Bvaluation 8y teacher By learner—-collected

The body of theory and practice on which self-directed
learning is based is coming to be labeled "andragogy,"
from the CGreek word auner (meaning adult)}—thus lbeing
defined as the art and science of helping adults {or,

even better, maturing human bheings) learn.

Norm-referenced {on a curve)
With grades

evidence validated by

peers, facilitators,

experts
Criterion-referenced

These two models do not represent bad/good or child/adult dichotomies, but rather a

continuum of assumptions to he checked out in terms of their rightness for particular
learners in particular. sitwations. If a pedagogical assumption is realistic for a
particular sitwation, then pedagogical strategies are appropriate. For example, if a
learner is entering into a’totally strange content area,. he or slie will be dependent on a
teacher until enocugh content lids beepn acquired to enable self-directed inquiry to begin. <

. . - ~



TRAINER'S PROCESS PLAN

Program: Trainer:

Date:

Time:

AT THE OPENING SESSION:

1.

2.

How will you introduce yourself? How will you describe your perception of
your role, your special resources and limitations, your availability for
consultations, etc.?

What procedures will you use to engage the participants in becoming acquainted_
with one another in terms of their work experience, resources, interests.

a

What other procedures will you use to establish a climate of mutual

respect, collaborativeness rathsr than compétitiveness,,informality,
security, warmth of relationship with you, supportiveness, atc.?

How will you engage the participants im examining, clarifying, and
Influencing the objectives of the program?. ‘

How will y;u ééqﬁéinﬁ fhé‘studeﬁts with your plan of work for the program
and their responsibilities in it? '



® &

6. How will you help them prepare Lo carry the responsibilities you expect
of them? '

7. How will you acquaint the participants with the resources (material
and human) available to them for accomplishing their learning objectives?

8. What learning activities will you suggest the participants engage in
between the first and second sessions of the program?

9. What physical arrangement of your meeting room do you prefer to facilitate
interaction among the participants and between them and you?

IN SUBSEQUENT SESSIONS (indicate which‘sgssion when appropriate):

1. How will you engage the participants in diagnosing their individual _
and collective needs and interests regarding the content of the program?

+

2. How will you engage the participants in formulating learning objectlves
based on their diagnosed needs and interests?



6.

D¢

What specific learning strategies (methods, techniques, devices,
materials, etc.) do you propose using in this program? :

How will the participants be involved in selecting and participating
in these strategies? . ) : .

What procedures and tools will you use for helping participants assess
their progress toward their objectives?

What procedures and tools will you use for evaluating learning outcomes
at the end of the program?

If appropriate, how will evaluation of their performance be arrived
at?

What proceduras and tools will you use for getting feedback from
the partieipants periodically and at the end regarding the quality of
this learning experience?

What content do you expect to be acquired through this program
(including knowledge, understanding, skills, attitudes, and values)?



APPLYING
(ACTIVE
EXPERIMENTATION)

Modifying old behavlors

or 'testing new behav-
lors and practicing
them I everyday
situations.

- EXPERIENCING
(CONCRETE
EXPERIENCE)
Using the expaerlence
participants have had
already or providing
them with an experl
ance that furthers
learning.

' GENERALIZING
{ABSTRACT
CONCEPTUALIZATION)
Finding general trends
and truths in the axperi
anca that particlpants
have had already or
forming reactlons to
new experiences Into
conclusions, new
concepls, thaorles.

PROCESSING
(REFLECTIVE
OBSERVATION)
Discussing the experl
encas participants have
had already or sharing
raacilons and obsarva-
tions of the activily
providad.




LEARNING CYCLE

- Cannot be Abridged (simply)

¢/ because a person prefers
.~ one particular approach to learning

-~ Must be completed if

¢/ effective
/ lasting

X learning 1s to occur.
-~ For the learning to "Jell"
- For the participant/trainee to "own" whatever is learned

the learner must move
i/ through and be involved the entire cycle

X concrete experlence/activity —>

X publishing/impartial reflective observation/processing ....5
X abstract conceptualization/generalizing >

X active experimentation/applying —>

- Therefore, it is necessary that a trainer be able

/ to lead participants/trainees skillfully
/ through all aspects of the learning cycle.



- BXPERIENCING
{GONCRETE
EXPERIENCE)
Using the experlence
partialpants have had

already or providing
them with an experl:
ance that furthers
learning.

PROCESSING
(REFLECTIVE
OBSERVATION)
piscussing the exparl:
‘ances participants have
had. elraady or shering
eactions and obsarva.
llons of the activity
_providad.

APPLYING

. (ACTIVE
EXPERIMENTATION)
Moditying old behavlors
or testing new bohave

lors and practicing
them liv everyday
situations,

" GENERALIZING

(ABSTRACT
CONGEPTUALIZATION)
Finding general tronds
and truths in the experls
ence thal pariicipants
have had already or
forming reactions to
new experionces into
. gonclusions, new
concapts, theorles,

Figure 1. The Adult Leaming Cycle

THE EXPERIENTIAL LEAANING CYGLE

Step 1, Experiencing

(Activity, doing)

Step 2, Publishing '
{Sharing reactions
and bbservations)

Stap 5, Applying
(Pianning more

affeotive behavior) THE ADULT LEARNING CYCLE

v [Experoncing | =

= o) %

Step 4, Qeneralizing Step 3, Provcessing
{inferring principlas (Discussing patlerns
\ about the “real world") and dynamics)

Fligure 2, The Experiential Learning Cycle and the Aduit Leaming Cycle

Reproduced from
The 1986 Annual:
Developing Human Resources
J. William Pfeiffer and Leonard D, Goodstein, Editors
San Diego, California: University Assoclates, 1966




Pedagogical | Andragogical leaming Cycle

ﬁ~. .. Climate \

Evaluation

Learning

activities -

gure, parieniia Le:lmlng Cyclo ): The Adult Lnaming cyda and PEDAGmIcAL m - : }¢] y
'
F The Exparlent 1 the I 9 c c‘e

" HE EXPERIENTIAL LEARNING CICLE

Planning

Step 1, Experiencing

{Activity, doing}

Step 2, Fublishing
{Sharing reaclions
and observations)

THE ADULT LEARNING CYCLE

: ;r-x -
| 7

S

Step 4, Generalizing ’

@infersing principtes
about the "real world)

Step 3. Processing

{Discussing pattemns
and dynamics)

' Designing

liarning o - Setting of
plans & - objectives

-

Diagnosis of
needs
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« 7 Lim. The Experiential Learning Cycle

David Kolb, a developmental psychologist, has developed a way of looking at
adult learning as an “experigntial procass”:, Learning for him is a four-stage cycle:
-concrete experience (CE), reflective observation (RQ), abstract conceptualization
{AC), and active experimentation (AE). - . -

DN T - PR - - - .
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A learner, to be fully effective, needs four different abilities. She must be able to
involve herself fully, openly, and without bias in new experiences (CE), she must be -
able to reflect on and observe these experiences from many perspectives (RQ), she *
must be able to create concepts that integrate her observations into logically sound
thearies (AC), and she must he able to use these theories to make decisions and solve
pfoblems [AE). e emm PRI e Rl . - ’ - BRI LS bead

- ;- To state it another way?, learning can be seen as a process in which a person ex-
periences something .directly,” not -vicariously, -reflects on the experience ias
something new or.as related to other experiences, develops some concept by which
to name the experience, and uses the concept in subsequent actions as a guide far
behaviar. Qut of these four steps the person derives a new set of experiences that
lead to a repeat of the learning cycle. ‘ - v

- ﬁ-eproducéd for classroom use from AN
The Instructor's Survival Kit {Second edition) S e

by P,F. Renner. Permission granted by
Training Asspeiates Ltd., Vancouver, B.C. Canadsa. 1983

'Kalb hos duveloped a Learning Stylas Inventary {ses next puue) and wrilten axtensivaly on tha use of leaening stylus infarmation in prodlem-
solving, caraer alunning, and courss duvelooment. A goud pince ta sturt veadlng [x: Xolb. D. & Fry, R, "Tuward an Applied Theory of Exgeriential
Learaing,” In G, Cuoper il Theories of Graup Pracess. Landun: Wiley, 1973,

*Huw miyht you apply the experiential learning mudel in fleld pevivets. practica and internships? For sugnestivny sue Glen L. Gish. “The Learas
ing Cyele,” Synceyist. Spring 1979, pp -4, ‘ ) i ’

- -
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- THE LEARNING STYLE INVENTORY w _

This survey Is for describing how you learn—the way you find out about and deal with
. ideas and situations In your life. Different people learn bast in different ways. The different
} ways of learning describsed in the survey are equally good. The aim Is to describe how you
learn, not to evaluate your learning ability, You might find it hard to choose the descriptions . .
that best characterize your learning style. Keep in mind that there are no right or wrong
.answers=all the cholices are equally acceptable, : :

Instructions

There are nine sets of four descriptions listed in this inventory. Mark the words in each
set that are most like you, second most like you, third most like you, and least like you. Put -
a four (4) next to the description that Is most lika you, a thres (3) next to the description that -
is second most like you, a two (2) next to the description that Is third most Ilke you, and a
one (1) next to the description that is least like you (4 = most like you; 1 = /east like you). L
Be sure to assign a different rank number to each of the four words in each set; do not make
ties. .

Example:
o - _4 haqpy ___:i__ fast . 1. angry 2 éareful

(Some people find it easlest to decide first which word best describes them (__4__ happy)
and then to decide the word that is least like them (__1__angry), Then you can give a 3 to -
that word in the remaining pair that is most like you(_3 fast) and a2 to the word thatis -
left over (__2, _ careful). ' S

, 1 _-____discrlminating oo tentative —involved . practical .
) 2 ___receptive —_relevant —_analytical —_impartial
- 3, ____feeling —watching —thinking. —_.daing
4. ____accepting ' Tisk taker —..Ovaluative —_._aware
5, ____ Intuitive —Productive ____logical . —.Questioning
. 6. ___ _abstract ——Observing " concrete . active
7. ___present-oriented —reflecting —..future-oriented —pragmatic
8. __._experience ——0bservation - ____conceptualization ——2Xperimentation
9. ____intense - Taserved —._rational . responsible

Scoring Instructions

The four columns of words correspond to the four learning style scales: CE, RO, AC,
and.AE. To compute your scale scores, write your rank numbers in the boxes below only-for
the designated items. For example, irtthe third column (AC), you would fill in the rank numbers
you have assigned to items 2, 3, 4, 5, 8, and 9. Compute your scale scores by adding the
| rank numbers for each set of boxes. ‘ ' '

Score items: Score items: Score items: Score {tems:

234578 . 136789 346589 . 13678696
CE=___  RO= . AC= e o AE=___
! h—”— ) To :;r;r;ute tht; t.w'o c;;;l.—t')in.a.tic;n éc.o‘;'e‘.'s‘, subtract .CE frblm lAC and subtra;:t RO from Al-".-‘.
) Preserve negative signs i they appear.
! AC CE AE RO

] : AC-CE: []-[]= ~ AE-ro:[]-[]=



Concrete -
Experience

-3 40%
412

Active I
" Experimentation :}(1, 20% Reflective

6 15 14 wenslz )  Observation
| S0 g6 10 a2

|24 2019 [18 17

Abstract
Conceptualization

FIGURE 2-1 The Learning Style Profile Norms for the Learning
Style Inventory (Copyright 1976 by David A. Kolb) .

Learning and Problem Solving
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Consider Learning Styles When Planning Programs

“Learning style” is the unique way each individual gathers and processes infor-
mation. By understanding these differences and taking them into comsideration
when designing anytype of educational program, you can have more effective learn- - -

ing outcomes, more positive learner participation, and even reduce training time?,
Kolb's Learning Styles Inventory* has been developed to measurs a person's learn-
ing style. This is a self-rating assessment of the learner's perceived preference for
concrete versus absiract learning and for active versus reflective learning.

David Kolb and -his associates have tested the LSI ox a number of- diffefent
groups, such as managers, college students, medical students, and college faculty.
‘The results helped identify four statistically different tvpes of learning styles, which
Kolb has designated as “Converger, Diverger, Assimilator, and Accommodator.” .

- "Their characteristics are summarized below. - vt a

- .
> M 5 » IR - : . -
’ e e ey - .o 3 - . . . .l . . . .. L e
: * . .j-'l _....-1.1 1, ."1:" 'T"" e . -'..; A 2ed 2] : . . . o _:' : . y -,
- e

e . CONVERGER ..., . e
T i .. The Converger's learning -style emphasizes ~. ~. Lo
. 7. 7777 "abilities in Abstract Conceptualization [AC) and =T o
. i Active Experimentation (AE). An individual with -+ -+ - ° - L. -
't ot et "w-Mthis learning style Seems'to do best in activities re- T % .7 . c. - - il
quiring the practical application of idess. His "+ ~.---..-, | .
o eif 34t | knowledge sesms to be organized so that throwgh ;> -+ - enpe o]
* .tv2 ..¢ ;--hypothetical deductive reasoning he may focus it SO A
" 77 on specific-problems. Research has shown Gon~ . T
vergers to be relatively unemotional, having a
preference for working with “things™ rather than :
- - % peopls, and having narrow technical interests, ‘“:.
» ‘. - generally choosing to specialize in engineering . _.::
s -,z and physical sclences. ;.15 0 s 4 7 s

r se.
wtdecen ‘o - T theve Jimd Tl b,
h . ‘. . b

R Tt by ) b wrmia e LazinTan
2. oDIVERGER = =0 ey e wpmnt 00 0L
The Diverger has a learning style ogposite to that .
of-the Converger, with strength in imaginative '
ability and being ahlz to view complex situations
from many perspectives. He performs well in
“brainstorming” sessions. Research has shown »
Divergers to be interestad in people, having broad -
cultural interasts often specializing in the arts;
This style of learning is ‘characteristic of
humanities and liberal arts programs. Counselors,
personnel managers, and sociologists tend toward

Reproduced far classroom use from
The Instrcior's Survival Kil {Second edition)

this style.

ASSIMILATOR E

The Assimilator’s dominant learning abilities are :
Abstract Conceptualization (AC} and Reflective )

Observation (RO). Persans with this learning style
excel in the creation of thearetical models and in-
. ductive reasoning. Although he is concernad with
the practical use of thearies, it Is more important
to the Assimilator that the theary be logically
sound: and if the theory does not fit the “facts,” he
is' likely to re-cxamine thase facts. Thig leaming
style Is mare characteristic of persons in the basic
sciences and ‘mathématics than the applied
sciences. ’

by P.F. Renner. Permission grantad by
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Kcib’s Mcdet

Trengths

+««&voids hierarchial judgmanis and érgues that each style of lezrning
has its strengths and weaknessesiand its appropri é piacz

«osfranslates enperiencs into concsots that can be ussd to guide the

chc1c= of new e #periences;

vo.forms a ussful basis far curriculum planning, implemsntaticn,

and evaluation;

se.providas for a range of educational and cccupational groups;

wesknesszzg

-«umethod of measuring Iearning.stylss has been éharply criticizad;
QU Estiannalrn is forcad-choics in that method of scoring results
in the four dimensions being dependsnt on.ane anather;

-+-Classification af some iteps questioned (i.ef"evaluatiVE’
could be thousht to describe r9rle:u1ve obsarvation instpad of
abstract cancegggﬁgizatfan.

votast-retsst data suggest individual’s gcaores may be rather valatila



ADULT EDUCATION WORKSHOP

1. To increase my andragogical approach to teaching, the two most significant ideas |
encountered today were:

2. Because of this session, | am going to learn more about:



LEARNING STYLE CHARACTERISTICS |

The following descriptions were farmed by com-,

bining the major findings of the learning style -
researchers, EREnmmstITy

-

Concrele
Experience
(Sensing/Feellng) .

Dynamic’ Innovative
Learners Learners
4,.‘_.7"/ - \ i

Acilive

§ Reflective
"Experimentation Ohbservatpy;
(Daing)

J (Watching)

/7 b Y
1 A

Analytic
Learners

Lear_ners

Abstract
Ceaceptualization
(Thinking)

4

3



Slyle One

“Innovative Learners”

Style Two
“Analytic Learners”

&)

Saek meaning.

Need to be involved personally.

Learn by listening and sharing Ideas.

Absorb reality.

Perceive information concretely and pracess it
reflectively.

Interssted In peopls and culture. They are
divergent thinkers who believe in their own
experiencs, excel in viewing concrate situations
from many perspectives, and mode! themselves
on those they respect.

Functlon through soclai interaction,

Strangth: Innovation and imaginsation.

They are idea people.

" Goals: Self-Involvement in important Issues,

bringing unity to diversity.

Favarite questians: “Why or why not?”
Caraers: Counseling, parsannel, humanities,
organizational development, .

T r—— e et e

- Seek facts.

Need to know what the experts think.

Learn by thinking thraugh ideas. They form
reality, _ ‘ _
Perceive Information abstractly and procass it
reflectively.

Less Interested in people than ideas and

- concepts; they critique Infarmation and ara data

callectors. Tharough and industrious, they

- will re~sxamine facts If situations perplex them,

They enjoy traditional classrioms,

Schooly are designed for these learners.,
Function- by adapting to experts,

Strength: Creating concepts and models,
Goals: Selt-satisfactlon and Intallectual
recognitian,

Favarite question: "What7”

Careers: Basic sclences, math, research,
planning departments.



Style Three Sesk usability. :

“Common Sense Learners” Nesd to know how things wark.
: : Laarn by testing theories In ways
that seem sensiole, They edit reality, -

_ Perceive Information abstractly and process it
actively, Use factual data to build designed
concepts, need hands-gn experiences, enjay -
solving problems, resant being given answers,
restrict judgment to concrate things, have
limited toleranca for “fuzzy” ideas. They need
to know how things they are asked to do will
help in “real life”

Funciton through inferences drawn from
gsensory experience. .
Strength: Practical application of ideds.
Goal: To bring their view of present into line
, with future security. . :

. ’ Favarite question: "How does this work?”
Careers: Engineering, physical sciences,
nursing, technicians.

Style Four R ‘Seek hidden possibilitie‘ss . 1 .
“ ami " - Need to know what can be done with things.
Dynamtc Learners ' Learn by trial-and-error, self-discovery, :
Enrich reality. : .
Perceive Infarmation concrately and process it
actively, .
Adaptable to change and relish it: like variety
and exce! in situations calling for flexibllity,
Tend to take risks, at ease with people but
sometimes seen as pushy. Often reach accurate
conclusions in the absence of lagical
justlfication. ‘ .
Function by acting and testing experience.
Strength: Action, carrying out plans,
- Goals: To make things happen, to bring action
N - to concepts. o T —
Favorite question: “What can this become?”
Careers: Marketing, sales, action-orientad
managerial jobs. :
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ORIENTATIONS INVENTORY

Instructions: Respond to each of statements 1 through 18 and 20 through 26 by writing
a check rark in the blank that completes the statement so that it is more true for you

+

i. When planning the activities of my day, I usually

2. 1 prefer to

a. summarize readings.

b. outline readings.

3. When I need to motivate myself, what works best is

a. competing with mysell.

b. competing with others.
4. When I go to a movie, I usually sit

a. on the left side of the theater,

b. on the right side of the theater.
3. When I approach a problem, 1 am likely 10

a. try to find the one best way to solve it.

b. think of 2 number of different ways to solve it.

a. make a list of all the things 1 need to accomplish.

ing the specific instructions written next to each of those item numbers.
{ :

b. picture the places I will go, people I will see, things I will do.

6. When preparing myself for a new or difficult task, I am more likely to

a. compile extensive information about the task.

b. visualize myself accomplishing the task.
7. 1 am skilled in

a. the statistical, scientific prediction of outcomes,

b. the intuitive prediction of outcomes.

8. When I meet someone it is easier for me to

a. remember the person’s name.

b. remember the person’s face.

or is true for you more of the time than the alternative. Complete items 18 and 27 by follow-

—~—
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9. When [ shop I have a tendency to buy

2. on impulse.

16. Generally speaking, I absorb new ideas best by

a. contrasting them to other ideas.

b. applying them to concrete situations.

i1.- Daydreaming is

a. a viable tool for planning and problem solving.

b. a waste of time. .

12. I am strongest at recalling

b. verbal materials (names, dates, etc.).

13. 'To outline a scheme to someone, I am likely to

a. use a paper and pencil.

b. explain it orally. -

14. During oral explanations I am generally

a. attentive.

b. restless.

15. When someone gives me an assignment, I would rather have

a. specific instructions.

b. flexible instructions.

16. After attending a good movie, I enjoy

a. visualizing scenes from the movie in my mind.

b. quoting dialog from the movie.
17. 1 learn athletics better by

a. watching someone and getting the feel of the game.

b. thinking about the sequence and repeating the steps.
18. If I had a choice, I would rather work

a. by myself.

b. on a team.

Tke 1988 4 I: Dy
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b. after carefully reading the labels and comparing costs.

a. spatial imagery (the room arrangement, where people sat, etc.).



19. Check all v1 the following statements that you leel are true about you:

I am outgoing and work well with others.

1 cnjoy swimming.

I enjoy skiing.

{ enjoy bicycling. 1
I am good at thinking up new ideas.

I can understand schematics and diagrams.

I like to relax and just do nothing.

1 enjoy dancing.

I like to paint or sketch.

I strongly visualize the characters, setting, and plot of a book.
I postpone making telephone calls.
1 enjoy fishing.

1 enjoy running.

Ideas frequently come to me out of nowhere.

It is easy for me to read people’s body language.
1 like to sing in the shower.

I enjoy rea;ranging my furniture and decorating my home.

20. When I read a recommendation, I am likely to pay the most attention to

a. the ideas that are behind the recommendation.

b. whether or not the recommendation can be accomplished.
2. When reading a paper, I read

a. to understand the main ideas.

b. to understand the details and facts.

22. I prefer to learn

a, systematically thr&ugh ordered and planned experiences.
b. through free exploration.

23. I have a tendency to make decisions
a. after careful thought and analysis.
b. on a gut level or by hunch.

62 University Associates
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24. 1t'is more fun to

. a. pian realistically about the future.

b. dream about the future.
25. 1 like to organize things

a. to show relationships.
b. to show sequence.

26. I am more skilled at solving problems
a. intuitively.

b. logically and rationally.
27. Check all of the following statements that you feel are true about you:

I have a place for everything and a system for doing things.

I enjoy sewing.

I enjoy chess.

I enjoy photography.

1 can extract meaning from contracts, instructional manuals, and leg:
documents.

I find it satisfying to plan and arrange the details of 2 trip.
I like to collect things. ’

I enjoy working on home improvements,

I can easily find words in a dictionary and names in a phone book.

1 take notes at meetings and lectures.

I enjoy writing.

I play bridge.
I am results oriented.

I like to read.

I play a musical instrument.

1 enjoy doing crossword puzzles.
My work is organized, efficient, and orderly.

The 1988 Annual: Developing Human Resousces




ORIL  {TIONS SCORING AND INTERPRETATION SHEET

lustructions
&

For items 1 throug}z 18 and 20 through 26, refer to your.invcntory and circle the let-
ter of the completion that you checked for each item. For items 19 and 97 follow
the specific instructions written beside cach of those ifem numbers, '

Left Ri ght‘
Brain Brain

1 a b
2 b a

3. b a

4. a b

5. a b

6. a b

. a b

. a b

9. b a

10. b a

~ 1 b a
12 b a

. 13. b a .

14. a b

15. a b

16. b a

17. b a

18. a b

19. All statements are 1i_ght brain; 17 check marks are possible. Statements with check
marks are right-brain responses; statements without check marks are lefi-brain
responscs. Count your check marks and write your totals below:

Left-brain responses (without check marks):

Right-brain responses (with check marks):
20. b - a

G
University Associates

ey

e-—

e wmsemn v e

2L b a
22, a b
23. .a b
24. a b
25. b . a
26. b a

27. All statements are left brain; 17 check marks are possible. Statements with check
marks are left-brain responses; statements without check marks are right-brain
responses. Count your check marks and write your totals below: -

Left-brain responses (with check marks):
Right-brain responses (without check marks):

Now total your number of left-brain responses as well your number of right-brain
responses for all items—including items 19 and 27-—and write your totals below:

Total Number of Left-Brain Responses:
Total Number of Right-Brain Responses:

Interpretation

A person whose total number of either type of response is 32 or above shows a clear
preference for that type of thinking. Consequently, someone whose right-brain
responses number 32 or more shows a clear preference for right-brain thinking. A
right-brain thinker may demonstrate considerable creative, musical, or artistic talents.
When called on to make a decision or to participate in a problem-solving or decision-
making task, a right-brain thinker often relies on feelings and intuition. Such a per-
son is good at recognizing patterns with minimal data provided and may excel at
solving complex problems that require creativity and insight.

An individual whose total number of left-brain responses is 32 or above shows

- -a clear preference for left-brain thinking. He or she may demonstrate strong verbal,

logical, or analytical skills. Such a person tends to be meticulous and well organized
and probably excels at planning, projecting costs, or performing similar tasks requir-
ing precise attention to detail. o

A person whose totals do not indicate z clear preference may possess both left-
and right-brain problem-solving skills. Such a person may be flexible in his or her
approach to problem solving, and this flexibility may be an asset to a group problem-
solving effort.

Your total numbers of left-brain and right-brain responses are most useful when
they are compared with the responses of others in any group to which you belong.
1t is a good idea to become aware of your orientation (right brain or left brain) and
to develop an understanding of the impact that it may have on your own and your
group’s ability to solve problems and make decisions. Then, when you and your fellow
group members share and begin to understand one another’s orientations, you can

- take greater advantage of each mcmber’s assets when working together on a task.

- D :‘-“u R, 65
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HEMISPHERIC DOMINANCE SCREINTNG

| TEST | RIGHT LEFT

1. Handedness L . R -

2, Eye L R

3. Writing Position  Hooked Straight

4 Muscie Testing L Stronger R Stronger

5. .Facizl Syﬁmetry L Pronoumced R Pronounced

6. Posture - . Loose S Stzaight

7. Shouldex L Higher - 'R Higher

8. Tuming of Eyes <3 < < 'D <
Visuzl . Hzptic Auditory

NOTES



.

DISCOVERING YOUR REEMISTEERIC PREFERENCE

-t

Tezz.a szall hole in a pilece of Papex. Look through it with
Cne ey¥a. Wnich eye did you vse? ‘ ‘

Which hané do you write wich?

h

I you azz righe handed, is your hand position hooked or straight?

Have someone tast your muscle strength. Which aym is the
stsongest? Are rhey both the szmie?

Have someone look at your face. Which side appeszxrs largar?
Wnich foot is larger? S . :

Have somecne ask you a number o memary quasticns. Which
direction do your eyes wove? Do they change for different
tyres of questions? = ' '

-

Can you visualiize an.object iz your hezd? Vihere?

Can you heax music or the sound of the oecszn in your head?
Whexa? y SR '

NOT=S

Ramhors Mol pene 172 0n .



LEFT, RIGHT, INTEGRATED BRAIN DOMINANCE CHARACTERISTICS

Left Right Integrated
¢ intellectuat e Intuitive Equally facile at both
« Remembers names o Remembers faces Equally facile at both

Responds to verbal instructions and
explanations

Responds to demonstrated, illustrated
or symbolic instructions

Equally facile at both

Experiments systematicatly and with control

Experiments randomiy and with less restraint

Equatlly facile at both

Prefers solving problems by breaking
them down into parts, then approaching
the problem sequentiaily, using

logic :

Prefers solving problems by looking at
the whole, the configurations, then
approaching the problem through
patterns, using hunches

Equally facile at both

Makes objective judgments, extrinsic to

Makes subjective judgment, intrinsic to

person, looks at otherness person, looks at sameness Equally facile at both
e Pianned and structured » Fluid and spontaneous Equally facile at both
« Prefers established, certain information s Prefers elusive, uncertain information Equally facile at both

Analytic reader

Synthesizing reader

Equally facile at both

Primary reliance on language in

Primary reliance on images in

thinking and remembering thinking and remembering Equally facile at both
» Prefers talking and writing e Prefers drawing and manipulating objects Equally facile at both
e Preters muitiple choice tests e Prefers open-ended questions Equally facile at both

Prefers work and/or studies carefully planned

Prefers work and/or studies open-ended

Equally facile at both

Prefers hierarchical {ranked)
authority structures

Prefers collegial {participative)
authority structures

Equaily facile at both

Controls feelings

More free with feelings

“Equally facile at both

Responds best to auditory, visual stimuli

Responds best to kinetic stimuli
(movement, action)

Equally facile at both

Not facile in interpreting body language

Good at interpreting body language

Equaily facile at both

Responsive to structure of enyironment

Essentially self acting

Equally facile at both

Rarely uses metaphors and analogies-

Frequently uses metaphors and analogies

Equally facile at both

Favors logical problem solving

Favors intuitive problem solving

Equally facile at both

Prefers single variable research

Prefers multi-variable research

Equally facile at both

Adapted from Your Style of Learning and Thinking, Forms B and C by E. Paul Torrancéﬁ, University of Georgia, Athens, GA. 30602
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Write a few lines about the following:

1. As I reflect on my most successful experience
remember....

‘2, What I like most about being a trainer is....

.

3. My favorite instructional technique 1s....

as a trainer, I

4. What I find most difficult about training is...,



TRAINER TYPE INVENTORY (TTI) 4
Mardy Whesler and Jeanle Marshall Qb)

Instructions: There are twelve sets of four words or phrases listed below, Rank order the words
or phrases in each set by assigning a ¢ to the word or phrase that most closely applics to
or reflects your personal training style, a 3 to the word or phrase that next best applies to
your training style, a 2 to the one that next applies your training style, and a 7 to the word
or phrase that Ig least descriptive of your training style. Be sure to assign a different ranking
number to each of the four choices in each set,

You may find it dillicult to rank the items, Be assured that there are no right or wrong
answers; the purpose of the inventory is to describe the style in which you train most often,
not how effectively you train.

2,

1, 3.
a Subgroups a Showing A Symbols
b Lectures b, Perceiving b Actions
c Readings . Helping ¢ People
d_.... . Lecture- e Hearing d—.___ Instructions
discussions .
4, 5, 6.
A Small-group a Immediate A Expert
discussions personal
feedback '
b_... Free cecbnc b Scholar
expression b ... Objective
tests

Coe—. Little
participation

Co— . Subjective -

€. Advisor

det. Time fests d Friend
to think dee . Personal
evaluation
7. 8. 9,
4 v Theory 8. Coach 8. Seeing “who"
b Practical b Listener b Telling “how"
skills

€— .. Application
to real life -

e New ways of
seeing things

Cesmneer Divector

e Interpreter

G Finding “why"

d—___ Asking “what”"

"

Reproduced from
The 1986 Annual;
Developing Human Resources
J. William Pfeifler and Leonard D. Goodstein, Editors
San Diego, California: University Associates, 1986

10,

a Processing

b, Generalizing
Coniee. Doing

d Publishing

1,

A Lead them to
understand it

Do Leave them to do it
€. Let-them enjoy it

de . Get them to think

about it

12,

8. It's yours

B It's ours
Corremaee. It's mine

4. It's theirs




TRAINER TYPE INVENTORY SCORING SHEET

i
Instructions: Each word or phrase in each of the twelve sets on the TTI corresponds to one
of four training styles, which will bé described on the TTI Interpretation Sheet. To compute
your scale scores for each type, transfer your numerical ranking for each item on the inven-
tory to the appropriate space in the columns below. Then add up the aumbers in each col-
umn and enter the totals in the spaces below the columns, The totals are your scores for
the four training types.

L la

p1: N— 2a b p L
3 d_ 3a ] S
b 4Cm 4d . o

5a | — 56 Sd_ ..
6d__ 6a___.... 6b_ .. o

[/ F— L — (£ VO The
Bbee Be_ Y B —
98 L] S 9Ca e 9

1< — 10a 10b, 10— .
Hem— Hde— 11a, o
126 1% 2. 120
Total: Thotal: Total: Totalie. .




approach, way of prescnting content, and relationship between the trainer and the trainees.

Each of the four training styles identified by the TTI is characterized by a certain training 3
The following are the primary characteristics of the trainer for each of the four training types.

LISTENER (L) : 3

DIRECTOR (D)

96

- ® Uses lectures - -

TRAINER TYPE INVENTORY INTERPRET. ATION SHEET

® Creates an affective learning environment

* Trains the Concrete Experiencer most effectively

® Encourages learners to express personal needs freely
* Assures that everyone is heard

® Shows awareness ol individual group members

* Reads nonverbal behavior

® Prefers that trainees talk more than the trainer

® Wants learners to be self-directed and autonomous
* Exposes own emotions and experiences

® Shows empathy ) .
¢ Feels comfortable with all types of expression (words, gestures, hugs, music, art, etc)
® Does not seem to “worry” about the training

¢ Stays in the “here-and-now”

¢ Is practical (“goes with the flow™)

® Appears relaxed and unhurried

* Creates a perceptual learning environment

® Trains the Reflective Observer most effectively
® Takes charge

® Gives directions

® Prepares notes and outlines

* Appears. self-confident

® 1s well organized °

¢ Evaluates with objective criteria

* Is the final judge of what is lcarned

® Is conscientious (sticks to the aninounced agenda)
* Concentrates on a single item at a time

» Ells participants what 10 do

* Is conscious of time

¢ Develops contingency plans

¢ Provides examples

* Limits and controls participation

Untversity Associals

INTERPRETER (1)

® Creates a symbolic learning environment .

¢ Trains the Abstract Conceptualizer most effectively

® Encourages learners to memorize and master terms and rules

® Makes connections (ties the past to the present, is concerned with the flow of the training
design)

¢ Integrates theories and events °

® Separates self from learners, observes

¢ Shares ideas but not feelings

® Acknowledges others’ interpretations as well as own N

¢ Uses theory as a foundation

¢ Encourages generalizations

® Presents well-constructed interpretations

* Listens for thoughts; often overlooks emotions

® Wants trainees to have a thorough understanding of facts, terminology

® Uses case studies, Iectures, readings

® Encourages learners to think independently

¢ Provides information based on objective data

COACH (C)

¢ Creates a behaviorat learning environment

¢ Trains the Active Experimenter most cffectively

¢ Allows learners to evaluate their own progress

® Involves trainees in activities, discussions

¢ Encourages experimentation® with Practical application
® Puts trainees in touch with one another

¢ Draws on the strengths of the group.

® Uses trainees as resources

¢ Helps trainees to verbalize what they already know

* Acts as facilitator to make the experience more comfortable and meaningful
® Is clearly in charge :

© Uses activities, projects, and problems based on real life
® Encourages active participation

Reproduced from
The 1986 Annual:
J- William Pfeiffer and Leonard D. Goodstein, Editors
San Diego, California: University Associates, 1986
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"The Trainer Type Invento
“Director” “Interpreter,’ o
effectively and is very comfort
Learning Cycle. The Director o
is very comfortable during step 3, processing (p
transition from “How do I feel about this?” to
the style favored by the Abstract Conceptualizer (step
in the style favored by the Active Experimenter (step
indicated in Thble 1.

r *Coac

Table 1. A Comparison of Tralner Types

ty describes four training approaches, categorized as “Listener
h” The Listener trains the Concrete Experiencer most
able in the activity and publishing steps of the Exporiential
btains the best results from the Reflective Observer and usually
articularly in helping trainccs to make the
“Now what?"). The Interpreter trains in
4, generalizing), and the Coach trains
5, applying), These relationships are

L ‘o ! [+]
Listener Dirsotor - {nterpreler Coach
g\:?r‘o::?nenl Alfeative Paraeptual Symbollc . Behavloral
Dominant Gonorste Reflgotive " Abstract Aclive
Loarning Style Experiencer Obsarver Conceplualizer Experimanter
Discipline
giea'na'rl g:::gg::te té:?ed; | OI;l]ocillve Laarr}m;a
valuation arnal oriteria own judgment
fleedbaok orlteria
Free . Y
Means of expression of Now ways of lh(dr?o"\:l’r'\zalg?t?\'s Discussion
Leaming personal geoing things and rules wlith peers
needs ’
Activilies,
Instructional Reallife Caso sudles, i
Technlques applications Lactures theory, ieading g?o",‘,m:;k'
Contact with Self-directed; Little Opporiunily to Acliva
Learners Autonomous participation - think alone partiofpation
F “Hare and “How and *There and “What and
acus now" why” then’ how"
I':;;{:‘;"' Feople Images Symbols * Actlons
Senaory Seeing and
Percaptlon Touching hearing Per_calvln.g Motor skills




LEARNING

STYLES

WHAT ARE

~ People learn in different ways

THEY?

1. Perceilve
o/ Sense and feel: concrete reality
v/ Think: abstract reasoning
2. Process
How we make it part of ourselves
V/ Active: jump right in and try it
v/ Reflective: watch what's happening, reflect on it
BRAIN DOMINANCE
IT'S TIME TO TEACH BOTH
LEFT RIGHT
TRADITIONAL HUMANISTIC
INTELLECT INTUITION
MIND HEART
CONTENT CENTERED STUDENT GENTERED
LECTURE INTERACTION
SHOW THEM HOW LET THEM TRY IT
‘MEMORIZE QUESTION THE EXPERYS
"GIVE ANSWERS ASK BETTER QUESTIONS
‘TRAIN THEIR MINDS VALUE RESPONSES FROM THEIR HEARTS
SOLVE PROBLEMS FIND PROBLEMS
"TRAIN THE INTELLECT " DEVELOP THE IMAGINATION
HOLD ON TO QUR BEST TRADITIONAL ADD NEW TECHNIQUES
TECHNIQUES
“TEACH THEM THE BEST CIVILIZATION HAS GIVE THEM THE COURAGE AND
TO OFFER CONFIDENCE TQ ADAPT AND GROW
LEARNER: TYPES
Primarily Trainers/Teachers
Name Interested In - Prefer to Learn Need to
1. Innovative Personal Meaning Through a Combination of | Give Them a Reason
(Diverger) Sensing/Feeling & Watching
2. Analytic The Facts . Through a Combination of | Give Them the Facts
(Assimilator) Watching & Thinking :
Through Concepts
3. Common Sense | How Things Work By Thinkiﬁg Through Let Them Try It
(Converger) Concepts, & Trying ' .
Things Out For Themselves,
By Doing
4, - Dynamic Self-Discovery By Doing & Sensing/ Let Them Teach It
(Accomodator) Teeling to Themselves & Other:

Trainers/Teachers need the

versatility of
Coaching. : :

Listening, Directing, Interpreting and .
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AN ARTISfIC'APPROACH TO EDUCATIONAL DESIGN

Artistic rorm ~Art Application

Line Direction and continuity

Space Length, width, depth,
dimension and relation

Tone Shading, emphasis,
balance

Color Hue, intensity,
brightness, warmth,
etc,

Texture Feeling, web, material
consistency

Rhythm Motion, Timing -

Harmony Relationship, balance,
interconnection

Variation Repetition with
change

Opposition Diversity, contrast

Transition Phasing, thematic

development

Education Application

Planning activity
choices

Program dimensions
and limits

Program emphasis, cli-
mate, orientation

Energy level, enthu-
siasm, interest level

Program content, subject
matter

Flow of events, pace,
liveliness

Group activity, inter-
personal relations

Repeating learning
experiences at succes-
sively deeper levels

Design elements Juxta~
posed., Comparing

Movement from one design
component to another:

There are an infinite number . of combinations of the above elements,

Forming educational activities into g
satisfying design is much pPreferable

cohesive,
to allowing
sented as a disconnected hodgepodge of events,

intelligible and
them to be pre-
Careful considera-

tion of these artistic principles while designing, and practice

in applying them to adult learning,

can help you to develop your

own artistic technique as an arranger and conductor of interest-

reason that creative ang interesting
involvement and result in more learning.

activities,
designs will

It stands to
cause more



FORMATS, DEVICES AND SKILLS FOR GROUP LEARNING

The term format as used in this guide, refers to the ordering
Or grouping of learners in an educational setting. The term.
devices is used as a descriptive term for the nany different
educational techniques, methods and products (equipment) used

in educational design. Skills refers to the capability of the
trainer or educator in combining the various formats and devices
into effective learning activities. The purpose of this section
is to simply list various formats and devices that can be com-
bined in any educational setting. There are many formats,
devices and skills that a trainer may utilize, and combining
them offers an almost. unlimited range of options. fThe list

‘below, while certainly incomplete, serves to illustrate the
variety of options available:

Pormats for Learning

Educational Devices

Trainer Skills

Individual Study

Small Groups

Meetings

Clubs

Action Projects

Workshops

Demonstrations

. Conferences

Courses

Trips and Tours

Community Relations
Programs

Large Meetings

. Creativity Sessions
Exhibits, Pairs,
Festivals

Conventions

Traveling Road
Shows

The above lists offer enough o

Books, Magazines
Pictures
Film 8mm or 16mm
Slides
Tape-recording
Records
Film Strips
Video-Recordings
Easel - Flip Chart
Flannel Board
Posters and Signs
Chalk or Cork Board
Lectures
Multimedia.
Environments
Laboratory Methods
Process Groups
Buzz Groups
Brainstorming
Simulation
Games
Role Play
Nonverbals
Case Study
Critical Incident
Teaching/Learning
Teams

and continuing development of capability.
never consider himself competent or incompetent in an absolute
gsense, but rather as one who is on the way toward developing

greater competence through continuous deepening of experience,

General Linguistic
Ability in both
Speaking and
Writing
Auvdiovisual Equip-
ment Technique

Group Process Skills

Graphic Arts Skills

Educational Design -
Skills

Skills in Applied
Andragogy

Skill in Lecturing

Ability to arrange
and Conduct Meetings
and Conferences

Community Action
Skills

Organizational Develoj
ment Skills

Process Consulting
Capability

Management and
Administrative
Skill

ptions for a lifetime of exploration
A trainer then, need



Components (Activity Units) of Learning-Design Models

A learning-design model is shaped by the arrangement of various types of activity
units—the building blocks of educational architecture—in a pattern prescribed by the
theme or process of the model. In keeping with the architectural analogy, this ap-
proach to the designing of learning is akin to the architectural doctrine that “form
follows function.”

The following six types of activity units are available to model designers:

1. General sessions. Meetings of all participants as a whole, with a variety of patterns of

platform presentation and audience participation as described under “Large Meetings” |

in Chapter 8,

2. Small groups of various sizes and for a variety of purposes, including:

~Topical discussion groups: groups organized for the purpose of reacting to,
testing the meaning of, or sharing ideas about informational inputs from reading
or speakers on given topics;

—Laboratory groups: groups organized for the purpose of analyzing group behay-
for, experimenting with new behavior, and sharing feedback regarding the ef-
fects of various behaviors;

~Speclal-interest groups: groups organized according to categories of interests of
participants for the purpose of sharing experiences and exploring common con-
cerns;

—Problem-solving groups: groups organized to develop solutions to procedural or
substantive problems of concern to the total assembly;

—Planning groups: groups organized to develop plans for activities within the
design or for back-home application;

~Instructional groups: groups organized to receive instruction through the ser-
vices of resource experts in specialized areas of knowledge, understanding, or
skill;

—Inquiry groups: groups organized to search out information and report their
findings to the total assembly;

—Evaluation groups: groups organized for the purpose of developing proposals

for evaluating the results of the activity for the approval of the total assembly

and perhaps executing the approved plans; '

~Skill practice groups: groups organized for the purpose of practicing specified
categories of skills;

—Consultative groups: groups organized for the purpose of giving consultative
help to one another;

—Operational groups: groups organized for the purpose of carrying responsibil
ities for the operation of the activity, such as room arrangements, refreshments,
materials preparation, equipment operation, etc.;

~Leaming-teaching teams: groups which take responsibility for learning all they
can about a content unit and sharing what they have learned with the total
assembly;

~Dyads: two-person groups organized to share experiences, coach each other,
plan strategies, or help each other in any other way;

—Triads: three-person groups organized for mutually helpful purposes;

~Buzs groups: randomly organized groups of three or four persons that meet in a
general assembly to pool problems, ideas, or reactions and report them through
a spokesman to the assembly.

3. Individual consultation, counseling, or dirccted study: in which the services of re-
source persons are made available to individual participants for personalized help,

4. Reading: the scheduling of special times (between meetings) for reading handout
materials or a selection of references,

5. Recreation, worship, or meditation: periods of time set aside for socialization, reli-
gious activity, or creative solitude.

6. Preparatory activity: things the participants are invited to do before the learning
activity starts, such as reading, self-analysis, data collection, ete.

by
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Process Steps

'Climate Setting

Mutual Planning on
Needs and Training
Objectives with
Participants

Design (for experience)

Evaluation 1 - Involving
Participants

Evaluation 2 - A Private
Reassessment by your own
Design Team at Conclusion
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Content

The specific subject

matter, problem or

issue your group is
concerned with,
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An_Artistic Approach to Educatlénal Design

To design adule learning experiences that are truly creative, it may be helpful to borrow some ideas from the realm of art. Once needs and objectiv
have been clarified, it is a real challenge to combine them into a learning design that deeply involves the learners-and is artistically as well as

esthetically satlsfying to the learners. Following are ten artistic concerns that have relevance for educational design. Please mark (o) ecach of

the following items where appropriate and cite instances in the blank spaces provided. -

TO WHAT EXTENT DID THE DESIGN INCLUDE TRULY CREATIVE:

ARTISTIC ART EDUCATIONAE
FORM APPRECIATION APPLICATION 1o HI C1TE

L. Line Direction and Continuity Planning Activity Cholces g 5
2. Space’ Length, Width, Depth, Program Dimensions and Limits 4] 5

Dimension, and Relation
3. Tone Shading, Emphasis, Balance Program Emplasis, Climate, 0 5

Orientation ’

4. Color Hue, Intensity, Brightness, Energy level, Enthusiasm, 0 5 -

Warmth, etc. Interest Level
5. Texture Feeling, Web, Material Consis- Program Content, Subject a 5

tency Matter, Substance
6. Rhythm Motion, Timing Flow of Events, Pace, Liveli- g s

. ness R

7. Harmony Relationship, Balance, lnter— Group Activity, Interpersonal (Y] 5

connection Relations
8. Variation Repetition with Change Repeating Learning Experiences @ 5

. at Successively Beeper Levels
9. Opposition - biversity, Contrast Design Elements Juxtaposed, 0 5
Comparing

0. Transition Phasing, Thematic Development Movement EFrom One Design 5

Component to Another

)



~ AN ASSESSMENT AND FEEDBACK INSTRUMENT -

ART PRINCIPLES APPLIED TO THE DESIGN OF ADULT EDUCATION INCLUDE

- LINE ~ TEXTURE - VARIATION
- SPACE - RHYTHM ~ OPPOSITION
~ TONE ~ HARMONY -~ TRANSITION
- COLOR

A learning-design model 1s a projection of the flow of events for accomplishing
the objectives of the learning experience. There are six major components of a
learning model. Please mark ( ) each of the following items where appropriate
and cite instances on the blank spaces provided.

TO WHAT EXTENT DID THIS DESIGN INCLUDE:

Lo HI CITE
1. General Sessions 0 1 2 3 4 5
2, Small Groups 0 1L 2 3 4 5
a. Toplcal Discussion Groups 0 1 2 3 &4 .5
b. Laboratory Groups 0 1 2 3 4 5
-~ €. Special Interest Groups 0 1 2 3 4 5
d. Problem-Solving Groups 0 1 2 3 4 5
e. Planning Groups 0 1 2 3 4 5
£. Instructional Groups 0 1 2 3 4 5
g. Inquilry Groups 0 1 2 3 4 5
h. Evaluation Groups 0 121 2 3 4 5
1., Skill Practice Groups 0 1 2 3 4 5
J+. Consultative Groups 0 1 2 3 4 3
k. Operational Groups 0 1 2 3 4 5
1. Learning-Teaching Teams 0 1 2 3 4 5
m. Dyads 0 1 2 3 4 5
n. Triads 0 1 2 3 4 5
0. Buzz Groups 0 1 2 3 4 5
3. Individual Consultation, Counsel-
ing, Directed Study 0 12 3 4 5
4. Reading 0 1 2 3 4 3

5. Recreation, Worship, Meditation 0 I 2 3 4 5

6. Preparatory Activity 0O 1 2 3 4 5




~ AN ASSESSMENT AND FEEDBACK INSTRUMENT —
TRAINER'S PROCESS PLAN -

The trainer's process plan focuses on implementation of the adult learning
characteristics in the learning experience. Please mark (/) each of the follow-
ing items where appropriate and cite instances on the blank spaces provided which
substantiate your assessment of each item.

TO WHAT EXTENT DID THIS DESIGN
INCLUDE:

1.0 HI CITE

At the opening session:

1. The trainer's introduction of her/him-~
self, description of her/his role
her /his special resources and
limitations, her/his availability .
for consultations, etc. 0 1 2 3 4 5

2. Procedures the trainer will use
to engage participants in becoming
acquainted with one another in terms
of their work experience, resources,
Interests. 0 1 2 3 4 5

3. Other procedures to be used by the
‘trainer to establish a climate of
mutual respect, collaborativeness
.rather than competitiveness,
informality, security, warmth
of participants relationship
with trainer, supportiveness, etc. 0 1 2 3 4 5

4, How the trainer will engage partici-
pants in examining, clarifying, and
influencing the objectives of the N .
program, 0 1 2. 3 4 5

5. How the trainer will acquaint the
participants with her/his plan of
work for the program and their .
responsibilities in it. ' 0O 1 2 3 4 5

6. How the trainer will help the parti-
clpants prepare to carry the respon-
sibilities she/he expects of them. 0 1 2 3 4 5

7. How the trainer will acquaint the
participants with the resources
(material and human) available
to them for accomplishing their
learning objectives. 0 1 2 3 4 5




What learning activities the trainer
will suggest the participants’ engage
in between the first and the second

. sessions,

What physical arrangement of the meet~
ing room the trainer prefers to
facilitate interaction among the
participants and between them and
her/himself.

T0 WHAT EXTENT DID THIS DESIGN INCLUDE:

In

1'

subsequent sessions:

How the trainer will engage the
participants in diagnosing their
individual and collective needs and
Interests regarding the content of
the program,

How the trainer will engage the
participants in formulating learning
objectives based on their diagnosed
needs and interests,

The specific learning strategies
(methods, techniques, devices,
materials, etc.) the tralner
Proposes to use in this program.

How the participants will be involved
in selecting and participating in these
strategies,

The procedures and tools the trainer
will use for helping participants
assess their progress toward their
objectives.

The procedures and tools the trainer
willl use for evaluating learning
outcomes at the end of the program.

- How evaluation of the participants'
performance be arrived at,

The procedures and tools the trainer
will use for getting feedback from
the participants periodically and at
‘the end regarding the quality of this
learning experience.

The content the trainer expects to be
acquired through this program (includ-
ing knowledge, understanding, skills,
attitudes, and values.

N
~

HI CITE
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~ AN ASSESSMENT AND FEEDBACK INSTRUMENT -
COMPETENCIES FOR THE ROLE OF ADULT EDUCATOR/ TRAINER

These competencies present a comprehensive pilcture of what kind of performance
it takes to function as a program designer/trainer. Please mark (¥ ) each
of the following ltems where appropriate and cite illustrations on the blank
spaces provided which support your assessment of each item.

TO WHAT EXTENT DOES THIS DESIGN CLEARLY
DISPLAY THE PROGRAM DESIGNER/TRAINER AS:

e+ o LO HI CITE

1. Constructing a Wide Variety of
Program Designs to Meet the Needs
of various situations (basic skills
training, supervisory and management
development, organization development
etc.). 0 1 2 3 &4 5

2. Designing programs with a creative
variety of formats, actdivities,
schedules resources, and evaluative
procedures. 0 1 2 3 4 3

3. Using needs assessments, census data,
organizational records, surveys, etc.,
in adapting programs to specific needs
and clienteles. 0 1 2 3 4 5

4, Develop and carrying out a plan for
program evaluation 0O 1 2 3 4 5

5. Knowing how adults acquire and use
knowledge, skills, and attitudes, 0 1 2 3 4 5

6., Selecting and using audio/visual
hardware and software. 0 1 2 3 4 5

7. Identifying the knowledge and skill
- requirements of jobs, tasks, roles,
etc. 0 1 2 3 4 5

8. ‘Understanding and being able to use
computers. 0 1L 2 3 4 5

9. Recognizing, exploring and using
a broad range of ideas and practices
by thinking logically and creatively
without undue influence from personal
blases, 0 1 2 3 4 5

10, Building models from theoretical ox
practical frameworks which describe
complex ddeas in understandable,
usable ways, 0 1 2 3 4 5



11.

12,

13.

14.

15,

16.

17,

.18 .

19.

20,

21.

22.

Preparing clear objectives statements
which describe desired outputs.,

Seeing organizations as dynamic,
political, economic, and social
systems which have multiple goals;
using this framework for understanding
and influencing events.

Knowlng the techniques and methods
used in training and understanding
thelr appropriate uses.

Scanning, syntﬁesizing, and drawing
conclusions from data relevant to the
course,

Communicating opinions, observationsg
and conclusions such that they are
understood.

Finding key concepts and variables
that define a client's operation.

Gathering information from printed
and othew recorded sources. Identi-~
fying and using information
specialists and reference services
and aids.

Verbally presenting information or
programs to clients such that the

- intended purpose is achieved.

Gathering information from and
stimulating insight in individuals
and groups through the use of
interviews, questionnaires, and
other probing methods.

Projecting trends and visualizing
possible and probable futures and
their implications.

Selecting, developing and using
methodologies, statistical and
data collection techniques for
a formal inquiry.

Using group process skills to in-
fluence groups to both accomplish
tasks and fulfill the needs of
their members.

*
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Adjusting your behavior in order to
establish relationships across a
broad range of people and groups.



~ AN ASSESSMENT AND FEEDBACK FORM ~
LEARNING STYLES

"Learning Style" is a unique way each individual gathers/receives and processes
information., By understanding these differences and taking them Iinto consider-
ation when designing any type of educational program, you can have more effective
learning outcomes, more positive learner participation, and reduce training time.
It is important to include each learning style in the design, Please mark ( V’)
each of the following items where appropriate and cite instances/anecdotes

on the blank spaces provided which support your assessment of each item,

TO WHAT EXTENT DOES THIS DESIGN GIVE
OPPORTUNITY TO THE INNOVATIVE/DIVERGER

LEARNER TO:
1o L

1. Seek Meaning 0 1 2 3 4 5
2. Be Involved Personally 0 1 2 3 4 5
3. Listen and Share Ideas 0 1 2 3 4 5
4, "Brainstorm" 0 1 2 3 4 5
5. Absorb Reality 0 1 2 3 4 5
6. Show Interest in People o 1 2 3 4 5
7. TFind Broad, Cultural Interests 0 1 2 3 4 5
8. Think Divergently 0 1 2 3 4 5
9. Give Expréssion to Their Own

Experience 0 1 2 3 4 5
10, View Complex, Concrete Situations

From Many Perspectives 0 1 2 3 4 5

11, Model Themselves on Those They Respect 0 1 2 3 4 5
12, 1Interact Socially . 0 1 2 3 4 5
13, Show Innovation and Imagination 0 1 2 3 4 5
14, Involve Themselves In Important Issﬁes 0 1 2 3 4 5
15, Bring Unity in Diversity 0O 1 2 3 4 5
16, Ask "Why or Why Not?" Questions 0 1L 2 3 4 5

17. Perceive Information Concretely and
Process It Reflectively 0 1 2 3 4 5

CITE



TO WHAT EXTENT DOES THIS DESIGN GIVE
OPPORTUNITY TO THE ANALYTIC/ASSIMILATOR
LEARNER TO:

1. Seek Facts

2. Know What the Experts Think

3. Think Through Ideas

4. Create Theoretical Modelg and Reason
Inductively

5. Show Interest in Ideas & Concepts

6. Critique Information and Collect Data
7. Be Thorough and Industrious

8. Use Theories Practically

9. Find Out If a Theory is Loglcally
Sound

10. Reexamine Facts If Situations Perplex
Them or The Theory Doesn't Fit The
Facts

11, Adapt to Experts

12, Experience Tradition Like Learning

13. Create Concepts and Models

14, Experience Self-Satisfaction and
Intellectual Recognition

15. Ask "What?" Questions

16, Perceive Information Abstractly and
Process It Reflectively

TO WHAT EXTENT DOES THIS DESLGN GIVE OPPOR-
TUNITY TO COMMON SENSE/CONVERGER LEARNER TO:

1, Seek Usability
2. Know How Things Work
3. Test Theories in Ways That Seem Sensible

4. Edit Reality

HI CITE
5 —“‘“‘\*
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5. Use Factual Data to Build Desilgned
Concepts

6. Practically Apply Ideas
7. Have Hands~On Experiences
8.  Enjoy Solving Problems
9. Find Their Own Answers
10. Judge Some Concrete Things
11. Gain Tolerance Toward "Fuzzy" Ideas
12. TFocus Their Knowledge on Specific
Problems Through Hypothetical
Deductive Reasoning
13. Remain Relative Unemotilonal
l4. Work with "Things" Rather Than People

A5. Find a Technical Interest

16, Find Out How Things They Are Asked
To Do Will Help in "Real Life"

17. Draw Inferences from Sensory Experiences
18. Practically Apply Ideas

19. Bring Their View of Present in Line
With Future Security

20. Ask "How Does This Work?" Questions

21. Percelve Information Abstractly and
Process It Actively

TO WHAT EXTENT DOES THIS DESIGN GIVE
OPPORTUNITY TO THE DYNAMIC/ACCOMODATOR
LEARNER TO:

1. Seek Hidden Possibilities

2. Know What Can Be Done With Things

3. Self-Discover, Learn by Trial and Error

4. Enrich Reality



10.
11.
12.

13,

14.
15,

16.

17.
18,
19,
20,

21,

Adapt to Change and Relish It
Expereience varilety

Be In Situations Calliﬁg For
Flexibility

Adapt to Specific Immediate
Circumstances

Discard His Plan or Theoretical
Explanation If It Doesn't Fit The
Situation

Take Risks

Be At Ease With People

Not Be Seen As Pushy

Reach Accurate Conclusions in the
Absence of Logical Justification

Act and Test Experience
Do Things

Act and Involve Her/Himself In New

Experiences

Carry Out Plans

Make Things Happen

Bring Action to Concepts

Ask "What Can This Become?" Questions

Perceive Information Concretely and
Process It Actively

Lo S T T N



(43
AN ASSESSMENT AND FEEDBACK FORM
TRAINER TYPE INVENTORY (TTI)

Each of the four training styles identified by the ITI is characterized by a
training approach, way of present content, and relationship between the ‘trainer
and the participants. Balance of all four types is necessary for trainers, for
them to be able to lead participants skillfully through all éspects of the
learning cycle. Please mark (L/’) each of the following items where appropriate

and cite instances on the blank Spaces provided which 1llustrate your assessment
of each item.

-

TO WHAT EXTENT DID THIS DESIGN DEPICT

THE TRAINER:
Lo HI ~ CITE
I. Listener - Trains the concrete
experiencer most effectively
1. Creating An Affective Learning .
Environment 01 2 3 4 5
2. Encouraging Learners to Express
Personal Needs Freely 0 1 2 3 4 5
3. Assuring That Everyone is Heard 0 1 .2 3 4 5
4. Showing Awareness of Individual
Group Members 0 1 2 3 4 5
5. Reading Nonverbal Behavior 0 1 2 3 4 5
6. Prefeiring That Participants Talk
More Than the Trainer 0 1 2 3 ¢4 5
7. Wanting Learners to be Self- :
Directed and Autonomous 0 1 2 3 ¢4 5
8. Exposing Her/His Own Emotions and .
Experiences 0 1 2 3 4 5
9. Showing Empathy 0 1 2 3 4 5
10. Feeling Comfortable With All Types
of Expressions (Words, Gestures,
Hugs, Music, Art, Etc.) 0 1 2 3 4 5
11. Not "Worrying" About the Training 0 1 2 3 4 5
12, Staying in the "Here-And-Now" . 0 1 2 3 4 5 _
13. Being Practical ("Going With the : - A
Flow") ‘ 0 1 2 3 4 5 »
14. Appearing Relaxed and Unhurried -0 1 2 3 4 5 '



TO WHAT EXTENT DID THE DESIGN DEPICT
THE TRAINER:

II. DIRECTOR  Trains the Reflective
Observer Most Effectively .

11.

12,
13.
14,
-15.

16,

Creating a Perceptual Learning
Environment

Taking Charge

Giving Directions

Preparing Notes and Outlines
Appearing Self-Confident

Being Well Organized

Evaluating With Objective Criteria

Being the Final Judge of What Is
Learned .

Using Lectures

Being Conscientious (Sticking to
the Announced Agenda)

Concentrating on a Single Item At
a Time

Telling Participants What To Do
Bedng Conscious of the Time
Developinngontingency flans
Providing Examples

Limiting and Controlling Partici-
pation

TO WHAT EXTENT DID THE DESIGN DEPICT THE

TRAINER:

III. Interpreter ~ Trains the Abstract
< Conceptualizer Most Effectively

1.

Creating a Symbolic Learning
Environment

Vo

G

HI CITE
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11.

12,

13.

14.

15.

Encouraging Learners to Memorize
and Master Terms and Rules

Making Connections (Ties the Past
to the Present, ig Concerned With
the Flow of the Training Design)
Integrating Theories and Events

Separating Self From Learners,
Observes

Sharing Ideas, But Not Feelings

Acknowledging Others!' Interpreta-
tions as Well as Own

Using Theory as a Foundation
Encouraging Generalizations

Presenting Well-Constructed
Interpretations

Listening for Thoughts, Often
Overlooking Emotions

Wanting Participant to Have a
Thorough Understanding of Facts,
Terminology

Using Case Studies, Lectures,
Readings

Encouraging Learners to Think
Independently '

Providing Information Based on
Objective Data

TO WHAT EXTENT DID THIS DESIGN DEPICT
THE TRAINER:

. IV. Coach - Trains the Active
Experimenter Most Effectively

1.

2'

Creating a Behavioral Learning
Environment

Allowing Learners to Evaluate

* Thelr Own Progress

Invblving Participants in
Activities, Discussions

o

2

HI CITE
5
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10.

11.

1z2.

Encouraging Experimentation
With Practical Application

Putting Participants in Touch
With One Another

Drawing on the Strengths of
the Group . '

Using Participants as Resources

Helping Particilpants to Verbalize
Whay They Already Know

Acting as Facilitator to Make
the Experience More Comfortable
and Meaningful

Being Clearly in Charge

Using Activities, Projects, and
Problems Based on Real Life

Encouraging Active Participation

HI CITE
5 T ey et ety
S
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=T TRAINING AIDS AND TIPS IN TRAINING ME:THODS

Different Methods Accomplish Different Objectives

The techniques listed below can make contributions toward the objectives under which the bullet appears.

Psychomotor Attitug Somagerall '
titudes  <Interpersonal Sy ervisor izal
Techniques Skills Knowledge & Values Sttt /?Skllls ! %ﬁfgﬁiﬁﬁiﬁf'
Action Maze . e
Asslignments J . . . .
Brainstorming ) . . .
Buzzgroups . . ° . .
Case Method . . . . °
Circulars (with Materlals) .
Clinic . . . o
Colloguy .
Confaerence U] . . . .
Critical Incident . ' . . . .
Demonstration . .
Discussion . . . o . .
Displays & Exhibits
{(with Materlals) . .
Fleld Trips . .
Fllms (with Materials) . . .
Forum . . ° .
Games . . . . °
Handouts '
(with Materlals) .
Human Relations
Laboratories . . . .
- In-Baskets ' . .
Incident Process . o )
Job Instruction Training . .
Learner Controlled
Instructlon . ] L ) .
Lecture - 4 .
‘Modelling . : . .
Models (with Materials) . . i
Newsletters (with
Materlals) °
Open Classroom . . . . .
Panel .
Programmed Instruction . »
Questlon-Answer
Sesslons . . U
Related Reading L U] . ? ?
Roleplaying <. . . . ) .
Seminar 4 .
Sensitlvity Training . . .
Simulations . . . . .
Syllabus .
Symposium o
Syndicates ) . hd . ) .
Tours * A
Videotape (with .
Materials) i 4 M .
Workshop ° . . °

Reprinted with the permission of Dugan Laird. All rights reserved,
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"And it came to pass, that after three days they féund
him (Jesus) in the temple, sitting in the midst of the
doctors, both hearing them, and asking them

questions,”
—Glospel of Luke

"All men by nature desire knowledge.” -

~—Aristotle |

"My thoughts are my company; I can bring them to-
gether, select them, detain them, dismiss them.”
—Walter Savege Landor
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90 TECHNIQUES AND DEVICES

B. Instructional Techniques to Impart Knowledge

1. Techniques appropriate for ONE RESOURCE PERSON PRESEN.
TATIONS to inform, give information, disseminate knowledge, de-

a velop understanding:
i Technique Description Reom Arrangement
N o
' Committes Questioning of a resource person .O ¢
: Hearing by a panel of interviewars for “~ «
. extemporanecus respanses.
. [ L [ ] [ ] | J )
’ —————
Flim One-way organized presentation ;

L)
Interview Quaestioning of a resource parson O\ O’
by anindividual on behalf o -

audiance. s e ¢ ¢ o o
®
Lecture, One-way organized fomal
Speech presentation of informationor
point of view by resource person

Group Response | 'Interrupt resource person at
Team (Audience | appropriate imes for immediate
Reaction Team) | clarification of Issues

Lecture with Several group representatives OO *
'Y ‘-

@
Screaned Sub-groups develop questions 4 L
Speech they wish resourca personto U .
address extemporanecusly *. :; M 99 o0 i

"And Jesus went about all the cities and villages,
teaching in their synagogues, and preaching the
gospel of the kingdom. . .”

~Gospel of Matthew

further scudy: 7, 11, 39, 106, 120, 150



TECHNIQUES AND DEVICES | . 91

2. Techniques appropriate for SEVERAL RESOURCE PERSON PRE-
SENTATIONS to inform, give information, disseminate knowledge,
develop understanding: .

Technique Description : Room Arrangement
Colloquy Panels of 3 or 4 resource persong o2 S
and3or4 representatives of the L) (P - @
audience discussing issye,
® o o o ® o
Debate Conflicting views Stated by each Py o
resource person and clarifieq further < >N Z( >
by argument between them, DA

(.
Dialog Informal, conversational discourss
between 2 resource persons,

Oramatic Prepared play or skit to infarm, &’M
Presantation

Interrogator 210 4 resource persons questioned Q@ .0
Panel

by 2ta 4 interrogators. 4=

Panel Discussion Panel of 4 to 7 resource persons A
carry on a discussion of an lssue . 4@
bafore an audience (informal dis- . "

cussion “overheard" by audienc), ® © 0 0 ¢ o
. ° ° °
Symposium 3toespeechesoriacturespresemed ° ' @
in turn by resource persons on ?
various phasas of single subject
or problem, ¢ 6 0 0 ¢ o

Rorther study: 7, 11,29, 108, 120, 180
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92 . , TECHNIQUES AND DEVICES

3. Techniques appropriate as FOLLOW-UPS to presentations of one or

ore resource persons to involve the audience;
Techniques Description Room Arrangement
.2
Buzz Groups Sub-groups of 4 10 6, with4to ¢ [:::]
minutes to discuss particular
lssue or question raised by .
resource person, b : : e
@
Chain Reaction Sub-groups discuss presentation
Forum and formulate questionsto be . A L
asked resource person, 0 o'e PAS
[ X ] L4
e
Forum Free and open ques'lion/dlscusslon I
period immediately ollowing a
lecturs. o’ . .f. . 5
PY * [ ]
Group Sub-groups of 10—20 discuss prob * o o .
Discussion lems or issues ralsed, for 15~-30 o e o
minutes, . o'e® LI
- (]
. Huddle Pairs or triads (2-3 parsons/groups) —
Groups discuss specific Issuafor2 to 3
minutes, * ve ve o*
, Listening 3~-4 mambers in audience are o Eﬁ]
Team designated to listen and raise ° .’ * o .R.
questions after preserntation. ¢ ¢ o o0
. q-
Question Opportunity for any In audience to ':::]
Pariod directly question speaker, sol \ NS,
° A
Reaction Panel of 3 or 4 reactto presenta- 0 Q’
Panel tlon by panel discussion, . o o -. . o
Reaction 3 or 4 persons in tum give their .O gﬁ
Symposium reaction to presentation, * o0 0 o
o
)
Screening 3 or 4 persans screen questions Q.
Panel raised by audience (on cards) b Ao
. before presenting questions to
fesource person, ® 0 0 0 o o ¢

further study: 7, 11, 39, 108,120, 1%0, 155
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C. Instructional Techniques to Teach a Skill

1. Techniques appropriate to teach a skill or change abehavior:

Techniques Description
Case Study Presentation of a problem or case for a small group to analyze and
soive.
Demonstration Instructor verbally explains and parforms an act, procedure or
process,
Games, Structured | Under leadership of Instructor, leamers participatein a
Experiences “game" requiring particular skilis,
Simulation Leamers learn skills in a setting that simulates the real setting
wherae skills are required,
Teaching/Leaming Warking cooperatively, small groups of 3—8 persons éad'u teach
Team and help each other develop skills,

2.  Techniques appropriate for FOLLOW-UP and practice of skills;

Technique Description
Application Performance contracts, check lists, specific exercises to
Projects apply learnings “back home."
Drilt Practice beyond the point needed for recall to preduce
automatic response,
Practice Repeated performance of a skill under supervision of

Instructor, and then without suparvision,

further skady: 7, 11, 39, 108, 120, 150, 158, 211
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D, Instructional Techniques to Change Attitudes

1, A:ttitud.es are most likely to be changed ina context of free and open
gussion, in a climate of trus, In such a climate assumptions and
attitudes can he examined with lesg threat and defengive behavior,

2. Techniques appropriate to change attitudes, values, opinions,
feelings:

: - o Technique Description

Circle Response Question posed to members of a group seated in acircle, each
person in turmn expressing a responsa,

T~ Exercises, Structured | Planned activities in which tearniers participate, after which
Experiences they discuss feelings and reactions,
' Fleld Trips, Experiencing or viewing actual shuations for first hang
Tours obsarvation and study. :
Games Experiencing a game and discussing its
application to real life,
Group Clrcle face to face mutuaj exchange of ideas and opinions by
Discussion members of small groups (8—20) ont problem or Issue of mutual
7' - concem far 1040 minutes, depending on size of group,
Process Group | Clrele of 812 people studying themseives in process |
(T-Groups, Laboratory| of becoming and being a group,
. . Groups)
. 1 ' ‘. Role Playing Impromptu dramatization of 3 problem or situation, followed -
. ; by discussion, )
t
Sensitivity Grdup Clrcle of 812 people helping each other through
seif-disclosure and feedback, ~
. Simulation Experienca in a situation as nea real as possible,

1followed by discussion,
t

Skit " |Short rehearsed dramatie presentation,
followed by discussion,

Values Clarification Stiuctured experigncas designed to help leamer axamina
values held )

further study: 7, 11, 78, 108, 120, 150 : ——
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3. Virtually_ every technique listed above requires PROCESS TIME,
‘opportunity for learners to evaluate, di , and process the
experience. :

E. Instructional Techniques to Encourage Creativity

1.  Techniques appropriate to encourage creativity, new ideas, thinking
in new paths:

.

Technique ‘ Description

Brainstorming Free flowing and uninhibited sharing and listing of ideas by agroup
(ideation: idea without evaluation or consideration of practicalify;

Inventory) object Is to generate as many creative ideas as possible,

Nominal Group | A specific procedure for a group of 58 people for maximum Idea
Process generation and narrowing the range of Ideas:
(Delbecq Technique)| 1. Bach Rersanmakes his own list of Ideas (510 minutes)
2. Master listIs made on newsprint in round robin fashion as

each contributes one idea to list until allldeas are on master
list (1015 minutes)

3, Clarification (but not discussion) of tams on master
list (15 minutes)

4. Each person chooses 5 items from the master list without
discussion (5 minutes)

5. Each person ranks § items and accords value paints (5 for
first, 4 for second, 3 for third, 2 for fourth, 1 lorfith)

6. "Votes” (value paints) are recorded for each flerm on master
list,

7. ldeas racaiving the most points are discussed,

Quist Meating 16-~60 minute period of reflection and limited verbal expression

(Quaker Meeting) | by group membars; periods of silerice and spontangous verbal
contributions,

Self-analysis Time allocated for personal reflection and opportunity to relax
and Reflection | and examine leaming alone,

further study: 7, 11, 37, 38, 140, 150
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F. Instructional Devices '

1. There are many instructional devices (also called instructional aids
or instructional materials) available today, ‘ o

2.  Beloware grouped such devices from the most concrete and experien-
tial, in directly involving the learner, to the more abstract, relying on
verbal symbols (words) alone. . :

3. Note that audio-visual aids are not more effective than experiential
devices,

INSTRUCTIONAL DEVICES .

CONCRETE
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® Worksheets, observation guides, manuals, workbooks
* Models, mock-ups, objects, specimens

¢ In-basket exercises, structured experiences, games, critical inci-
dents, case studies

® Stem sentences, discussion starters, discussion guides

Skits, plays, puppetry, simulations
Video-tapes, television
Films, slide films with sound

*

Audio-tapes, 'records, radio, recording and playback devices .
Slides, film strips, projected stil] pictures

Overhead Projection, opaque projection of charts, diagrams,_
graphs, photographs, ete.

Photographs, maps, posters, drawings, charts, etc.

Chalkboards, cork boards, flipcharts, flannel boards, hook and
loopboards :

Information hriefs, summaries, handouts, study guides, program.
med texts

Publications, books, pamphlets, newspapers, magazifles, articles,
anotated reading lists

L

| JAudio-visual| |  Experiential

| Written ||  vVisualoraundio

funtner study: 108, 150
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H. Onthe Use of Questions .
There are three types of questions that may be asked in a classroom or

1

ion group context.
Questions of Fact

® A question of fact requires a factual answer; there is one "right”
answer to such a question.

® Such questions are used to check knowledge of the facts.
Questions of Interpretation

® A question of interpretation asks for meaning, What does this
statement mean? It may seek
—the meaning of a phrase.
—the meaning of a sentence
—the meaning of some action or event
~-the meaning of a writer

® These are "why” questions, about which there may be several
opinions. There is no one correct answer, These are questions that
can be discussed,

¢ Such questions are used to understand meaning,
Questions of Evaluation,

® A question of evaluation asks the student to ;vhat; extent tha ideas
under discussion have application to his own life, his own personal -
experience, and his standard of values.

® Questions of evaluation differ from interpretive questions in that
they ask the student for his own viewpoint rather than to interpret
what an author means.

® These are “what would you do?” or “"what would you have done?”
Questions.

¢ Such questions are used to encourage application.

L. On Group Discussions

1.

Three uses of discussion

L Gathering information

¢ Exchanging ideas and viewpoints

® Solving problems :

Suggestions for group discussion leaders:

® Arrange group in circle, soeach person cansee every other person.

® Let all stay seated during discussion, including leader, Keep it
informal,

o See that everybody knows everybody else, At first gathering, go
around the circle, each introducing himself, or have members pair
off and introduce each other. As a newcomer Jjoins group later, -
introduce yourself'to him and him to the group.

further study: 7,9, 11, 35, 106, 120
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Have chalkboard, chalk and eraser or flip chart ready for use in
case of need, Appoint a "chalk Secretary” if the subject-matter and
occasion make jt desirable, '

In opening, emphasize: Everyone ig to take part. If one single
member’s view fails to get out in the open, to that extent the
iscussion falls short,

Emphasize_: Ng speeches, by leader or group member, No monopoly,
T opening statement, limit individual contributions to a mj.
nuteorso, .

Make your own Preparation for the discussion, Think the issues
ugh in advance, Aim to establish connections between ideas of

background materials, and experfence and ideas of group
members,

At outset get a sharply defined question before the group, Have

three or four alternatives put on board if you think thig will help,

ch do you want to start with?” “Is this question clear?”

In general, don't Put questions to particular group members, un-
less you see that an idea is trying to find words there anyway:

. Brown, you were about to say something.” Otherwise; “Let’s
have some discussion of this question. , " "What do soma ofthe rest
of you think about thig?” "We've been hearing from the men. N ow
how do you women feel about thig?” "What's been the experience of
you folks in your community in thig connection?” Etc.

Interrupt the “speech maker” ag tactfully as possible: “While we're
on this point, let’s hear from some of the others, Can we save your
other point 'til latex?”

Keep discussion on the track; keep it always directed, but let the
group lay its own track to a large extent. Don't groove it narrowly
yourself, -~

Remember: the leader’s opinion doesn't count in 5 discussion, Keep
Jourown view out of'it, Your job is to get the ideas of others out for
an airing,

If you see that some important angle is being neglected, point it
out: “Bill Jones was tellng me last week that he thinks. . , Whatdo
you think of that?”

Keep the spirits high, Encourage ease, informality, good humor,

Let everybody have a good time, Foster friendly disagresment.
isten with respect and appreciation to all ideas, but stress what is

important, and turn discussion away from what is not,

Take time every ten minutes or so to draw the loose ends together:
t's see where we've been going.” Be as fair and accurate in

summary as possible,

Close discussion with sumrmary--your own or the secretary’s, Call
attention to unanswered questions for future study or for reference
back to speakers, Nourish a desire in group members for continu-
ing study and discussion,
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CHAPTER 8

TEACHING TECHNIQUES

- Hazel Mitchell and Lynda Corby

The nature of the job of an extension educator puts
you in a very unique, exciting, but challenging po-
“sition — that of influencing change in people’s
. knowledge. attitudes, skills and practices, How suc-
cessfully you bring about change will be, to a large
extent, dependent upon how effective YOou are as a
change agent,

In choosing instructors for adult learners, a basic
error in assumptions Is frequently made — some-
one who possesses a great deal of knowledge In a
subject area will be able to teach it to others. In
reality, the attempt to teach doas not constitute
teaching. The effective teacher or change agent must
not only know his subject but must also consider and
utilize the factors that will promote change in indi.
viduals.

People Need Time to Change

Stop and think for a moment about a recent learning -
event in which you participated that caused you
to change your behaviour, Was the change Something
that happened overnight? Not likely! You probably
went through a relatively slow process, moving at

a decision on whether or not you even wanted to
change. '

Most people go through a similar Process before they
change. too. As an educator, if you don't recognize this
fact and allow sufficient time for change to oceur, this
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may be one of the reasons why your program |s (o¢- to go through nine steps before they actually make a
caslonally) less than effective, change In behaviour, The discovery process comes with
" Patrick Borich, an extension expert at the University of  new knowledge. and discusslon and dialogue with others
Minnesota. has called the step-by-step process that peo- will strengthen or weaken the desire to change, Finally,
ple go through in making decisions to change “the natural personal reflection will result in refection or acceptance
Inquiry process," The process Is summarized In Figure 1, of the information at each of the Inquiry levels.

- On the left side of the chart, Borich has identified three Let's look at this process as it applies to a real exam.
levels of inquiry that he Suggests people go through ple — that of educating women about breastfeeding.
when they receive new Information. The first step is to Perhaps a youngwoman has always thought that when
answer the question “|s this applicable to me?" If the she has chitaren she will bottle feed her babies, She has
answer is *No," the person will tune out the message, always thought that bottie feeding is just as nutritious
no matter how relevant the educator may percelve it to as breastfeeding, that It is convenlent and that It wou|d
be. ) be best for her, When she becomes pregnant, she is

Secondly, Borich Proposes that once a person feels immediately in a different knowledge sphere. She listens
the new information is applicable, he is likely to seek to more Information; she hears more things about
out more knowledge on the topic from what he considers - babies; she Is more opento the baby's immediate future,
to be rellable sources, He will find out what other people Perhaps in discussion with a co-worker or friend she

are practising. finds that the Indlvidual breastfed all her children, found
Finally, the individual wi| assess what this Informa. It convenient not to have to Prepare formula, and found
tion means to himself In terms of changing. it a pleasurable closeness with the baby. In fact her doc-

In moving through these levels of Inquiry, people tend tor had recommended it as best for the baby, Qur young

Fig. 1 = The Natural Inquiry Process

Inquiry Functions

Levels of Inquiry Discovery Interpersonal Dialogue Reflection and

(Well, I'l (What Do You Think ?) Assessment
Be Darned!) _ (Let Me Seel)
1 2 3
Personal Knowledge .
About Self in the Confirmation sedm Verbalization of Thobghts —- fdentily Problems

Situation (Does
This Apply To Me?)

q 5 6
General Principles Explore ' Identity Purposes
From External Know. Es:)ablished —r— Vert?alize and Reflect . Xr irati
ledge (Others Have Against Problem Spirations
Walked This Path Knowledge . (Re-Appraisg
Before) Problem)

7 8 ' 9

[
’ Cv‘;'a'é‘;"lji‘;pagj'w“" Set Individual |  Verbalize Growth Tasks Accomplish
Env);ronment (I've Growth Task = For Appraisal and =t  Changed
(Objectives) Revision Behavlour

Got to Change)
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woman has obtained new information. She is at inquiry
level one, She wiil now likely discuss this with her hus-
band and perhaps her mother, to get the opinlons of
significant others, WIll her husband feel left out? Would
he consider It convenient or acceptable in public? How
did her mother find the experience?

Once she has this Information, step three becomes
Introspective. She will think specifically about how
breastfeeding will affect her. Perhaps she wants to go
on working — will It be easy to go home to feed the
baby? Can she bring the infant to work? Then she may
remember frlends who had trouble breastfeeding and
who quit. She needs more Iinformation on their ex-
periences so she is ready to move to level two in the
inquiry process - that of exploring more established
knowledge. She may read books, talk more to her dog-
tor, the public health nurse, or home economist. She
will seek out those whom she perceives as valld sources
of knowladgs. Armed with factual inputs she will now
talk this over with her husband again and finally assess
It as It applles to herself,

At this polnt she may be convinced that she will give
breastfeeding a try, and she moves to inquiry lavel three,
She now asks "what do | need to do to prepare for
breastfeeding?" She will set the objectives or tasks that
will prepare her to breastfeed, and she actually begins
to breastfeed once the infant Is born, At this point she
will reappralse her decision as she may encountar prob-
lems, but if there is sufficlent support to get her through

TEACHING TECHNIQUES

the time when her breasts are sore or until the time
when she establishes sufflcient milk supply for the
baby, she will continue to breastfeed, thus adopting It
as a behavior changs.

What is the Educational Objective?

Ongce the educator has accepted and allowed for the
time required to bring about change, he or she can
utilize the natural Inquiry process to establish educa.
tional objectives based on the level of Inquiry of the

learners. The educator must establish whether the .

learning experlence should develop new knowledge,
understanding, awarsness — provide for the acquisi.
tlon of new skllls or behaviour — or change attitudes,
values, or priorities.

Whatever the objective, it Is good strategy to utilize
a combination of presentation methods to achieve the
objective, as this will have a greater impact in bringing
about change in people (Alberta Agriculture, 1981a)..Use
Figure 2 to determine which techniques are most suit-
able for your objectives. Some of the ideas listed will
already be part of your repertolre — we all have old
standby techniques with which we are most comfort-
able — like our favourite slippers that are well worn,
It's easy to continue to use these strategies to the ex-
clusion of ones that might do & better job at achieving
objectives, New techniques are part of the growing pro-
cess of an educator.

Fig. 2 — Appropriate Teaching Techniques for Deflned Objectives (Renner, 1980a; McLagan, 1978a: Frewin, 1976a)

Levels of Educational Objectives

Knowledge/
Awareness

' Teaching Techniques

Understanding

Skills/ Values/
Behavior Prioritles

" Attitudes

Assigned Reading
Brainstorming

" Buzz Groups
Case Studles
Circle Response

. Contracts
Demonstration/Practice
Discussion
Experiments

., Field Projects
Field Trips
Games/Simulations
Learning Log
Lecture
Media
Pane)
Programmed Instruction
Role Play
Student Teach
Values Clarification
Workshop

XX X X > XX X

X XXX XXX

> x>

> X

x KX XX KX XXX XXX XK X X >
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How do your Participants prefer to learn?

Just as teaching techniques need to match the educa.
tional objective, so should they be chosen with the

“learner in mind, Adults have definite preferences for

slons, lectures, or by the use of audio tapes or books,
Others prefer an observed experience such as a demon.
stration, a flim, or a field trip. For those who would
rather be Involved in active experimentation, the use of
games, role play exercises, case studies, and tests may
be more appropriate. Application in a real-lite setting
can be done through applied projects, self-analysis, and
checklists. The more methods that can be Incorporated
Into a presentation, the more likely participants will
experlence some of thelr preferred learning styles,
McLagan (1978b) recommends using symbols to desig-

nate each method used In a lesson plan as a quick

@ abstract thinking

A observed experience
[} active experimentation
9 application to real life

The conditions under which adults tearn wil| also have
an influence on their satisfaction in the experience,
Some learners like a very structured environment, They
want 'everything “laid on," that is, they prefer the
instructor to make the decislons about what |g to be
learned and how it will be presented rather than to par.
ticipate in the development of the objectives and the
learning technlques. Some like to work closely with
people while others prefer to learn alone, Some want
a lot of Interaction with the subject matter specialist
while others don't care about direct contact, Feedback
vla tests and checklists may motivate some, while
others are rewarded by the learning itself (McLagan,
1978c).

To assist you in planning a program that will most
closely meet student objectives and learning prefer-
ences, you might circulate g questionnaire to tegls-
trants, This questionnaire could address the topics,
issues and skills that will be used in the class. People
can then choose the topics they prafer by using a check,
torate or rank them in order of the significance to them,
This approach gives the Instructor a quick feel for his
audience but does not require the learner to identify
what he feels he needs to know.

It this cannot be donein advance, You might collect
this information at the first meeting with a group
through a similar questionnaire or by simply having
participants put their expectations down on a blank
piece of paper, If you wish more structured responsss,
use questions such as:

What would you like to learn during this course in terms
of skills and information?

What kinds of activities would make this course most
enjoyable for yoy?

What kinds of activities would you prefer not to get
Involved in?

How can the instructor be most useful to you In your
learning? .
What contributions do you think you can make to the
learning of others in the class (Renner. 1980b)?

When such feedback is requested at your first class,

be prepared to be flexible in your plans — a true test -

of an extension agent!

his learning during the course,
With the participants ldentifying their Interes_ts and
needs, they can watch for thelr probiems and issues

. during the course. They can see how an otherwise im.

personal course becomes a tearning project specifically
tailored to meet their needs,

How many people will attend the Learning Event?

The number of participants involved in a program will
be another determining factor in your selection of
teaching techniques. It would be very difficult to dem-
onstrate sewing technlques to a group of fifty: on the
other hand, you likely would not show a slide set to an
Individual — the yse ofhand cards ora Pamphlet might
be more appropriate,

There will be timss when the Instructor does not
know how many participants may attend, However, the
teaching techniques selected may be adapted appro.
priately, as long as the’Instructor is flexible. For
example, If you intend to use bralnstormlng at the
beginning of your session and you have too many peo-
ple to get active Participation, break the large group into
smaller groups and usea report back system,

What will the Facilities be like?

Communities in which You teach offer a wide variety

"of facliities for group presentations — some excellent, -
“others conslderably lacking. Your job will be to make

the best of the situation confronting you. Prior to your




2

TEACHING TECHNIQUES

session, find out as much as you can about the facility
80 you won't be surprised, o

Is the room comfortable? Are the chairs large enough
for adults? Are the temperature and ventllation satisfac-
tory? Is the lighting adequate? Is it nelither too crowded
nor too spaclous for the number of participants? Are
you able to move the furniture around so as to achleve
the greatest interaction between the participants and/or
the instructor? Is your room suited to the teaching
technique you plan to use?

It would be very difficult to use group discussion In
a room with chairs secured In rows, but.your partici-
pants could discuss with the person beside them In a
buzz group.

Finalizing your Cholce of Techniques

Once you have answered the above questions to your
satisfaction, you will have a good profile of the learn-
ing event from which you can make decisions on the
most effective teaching techniques to use. Each of the
techniques outlined in Figure 2 should be assessed for
its advantages and disadvantages in light of this profile.

Assigned Reading

Adult learners have a wide variety of educational back-
grounds, experlence, current sltuations and aspirations.
One way of accommodating these variations is to sug-
gest or assign reading to be completed on an individual
basis to supplement what the instructor can cover with
the group. This allows those with greater interest in a
subject the flexibllity to pursue further reading whereas

others may choose to opt out of such outside work. Cur- .

rent news articles or research materlal Interject current
happenings into a subject, making the materia! more
relevant to the group.

Reading material that Is essential to developing
understanding of a concept must be chosen at an
appropriate reading level and must also be readily ac-
cesslible to participants, The purpose of the assignment
should be clearly outlined then followed up wlith the
group through discussion. Clarification of issues and
Implications Is also essential.

A disadvantage of assigning reading outside of class
is that many adults do not have, or ars unwilling to
commit, additional personal time to do extra reading.
Consequently, as the instructor you cannot rely on this
form of Instruction when the information Is a pre-
requisite to what will be covered with the total graup.

_ Brainstorming

The goal of brainstorming Is to generate as many Ideas
or solutions to a problem as possibie within a given time
frame (Leypoldt. 1976a). Generally, as the group offers
ideas they are recorded on a flipchart or blackboard as
one idea may spark another. Initially, no criticism of
anyone's idea is allowed. Sometimes an idea may

sound crazy but It could be the beginning of a practical
solution, The emphasis Is on creatlvity and quantity.
Once several solutions or ideas have been put forward,
they can be analyzed critically by the total group or a
smaller committee, and a practical solution can be
determined. '

Another version of this activity Is “Idea charting”
where group members individually record their ideas
onto small cards or pleces of paper — with sach
thought on a separate card. The leader then categorizes

the cards and places them on a wall or bulletin board °

for group review, This is a good technique for obtain-
Ing group Input Into planning course content as It is
readily apparent when several participants are in-
terested In similar subject matter. Whereas verbal
brainstorming often Inhibits less vocal group members,
Idea charting discourages a monopoly on the idea ex-
changs and each individual has the opportunity to
contribute. Both brainstorming and idea charting are
excellent techniques for bringing out creativity in both
large and small groups.

Buzz Groups

Buzz groups are useful In faclilitating discussion in large
groups. The main group is divided Into subgroups con-
sisting of three to six people for a brief period to discuss
a topic or solve a problem. An indlvidual may be selected
to record the discussion and report back to the main
group. People often participate more readily in small
groups allowing participants to relate their own ex-
periences to classroom theory. In utilizing this tech-
nique, the leader should make the purpose of the buzz
group clear, preferably by writing down the problem or
Issue to be solved. As instructor, you are then free to
float between groups to determine progress or assist
If needed. This technique can be useful as a warm-up
activity to get people acquainted with each other In
smaller groups and to list expectations of a sesslon:
It can also be avaluable evaluation tool if buzz groups
are asked to identify strengths and weaknasses of a
presentation or course. While individuals may be' re-
lictant to offer honest criticism directly to the instruc-
tor. a spokesperson for each group may be more at ease
in reporting comments if he speaks on behalf of a group
{Renner, 1980c), : ]

The buzz group Is most useful for situations which
call for qulck reaction to a simple assignment. It Is also

much better for raising problems than for solving them

(Potter and Anderson, 1966a),

~ Case Studles

Through case studies, Information regarding a real-life
sltuation can be presented In written form to group
members, who in turn can analyze varlous aspects of
the problem and offer solutions. This approach is useful
on an individual or gioup basls in that each group
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member can analyze the case study. followed by group

.discussion. The case can also be dealt with in small

groups, with the solutions recorded and reported back
to the main group.
Case studies are of value in developing critical think-

‘ing on the part of participants. They learn how to

analyze a situation, prescribe a sound and workable
solution, and understand the basic problems involved.
This Is also & useful evaluation technique for the in-
structor to assess how well students can apply new in-
formation. However, a drawback to the approach is that
people often have difficulty transferring this approach
to their own real-life situation because such decision-
making Is not usually based on a carefully designed
case nor Is the input of other “critical minds" avaliable
to assist In the sotution (Potter and Anderson, 1965b),

Circle Response {or Small Circles of Knowledge)

This technique is useful with a small group of twelve
or fewer participants, glving all people In the group an
opportunity to contribute thoughts and ideas to a sub-
Ject that has been previously presented. or to obtain
input on a new issue (Renner, 1980d). Participants
should sit in a circle facing each other so that all can
be heard. The leader should state a question or issue
to the group, and pose it in such a way that it cannot
be answered “Yes' or “No."” Ask each person to then
briefly give their position, feelings, or opinions. With
larger groups, this same technique can be used by
dividing the maln group into subgroups. A recorder
should be appointed in the latter case and should report
back to the main group. With this technique. no person
may skip his turn or contribute untll it is his turn, No

.one |s allowed to criticize anyone's contribution.

For this technique to be successful, all group mem-
bers must feel comfortable contributing.

Contracts

A learning contract Is a simple but explicit agreement
specifying and ratifying mutual expectations between
two people (or one person and a group of learners)
(Renner, 1980c¢). Its value lies in its formality, in that
contracted learning or behaviour Is then considered im-

" portant, falir, and possible. Behaviour change required

in weight loss programs or money management are
areas where contracts can be partlcularly useful. The
contract must specify:

The goals to be accomplished.

Agreed-upon steps to reach the goals.

The time frame in which the goal will be achleved.
Mutually agreed-upon consequences or penalty of
not achieving the goal.

Cal ol

Both parties between whom the contract Is made must
sign and date the contract.

A contract places a great deal of responsibility on
the learner but has the advantage of clearly defined
expectations,

Demonstration/Practice

For learning that invoives skill development, demonstra-
tion and practice are essential, A good step-by-step
demonstration gives participants first hand observa.
tional experience in how to carry out a new skill.
Demonstrations can enhance learning since two senses
are involved as observers watch and listen.

To enhance the effectiveness of a demonstration,
careful planning will ensure that all needed materlals
are on hand, that sufficient time, space, and equipment
are avallable, and that physicat arrangements permit
all group members to see and hear well.

For the demonstration to be effective, participants
must have the opportunity to practice the new skill and
receive feedback on their performance very soon after
a demonstration. Key steps should also be provided in
written form to aid the learner in following the new
procedure on his own,

Discussion

Discussion Is a technique to cooperatively pool knowl-
edge, Ideas. and opinlons about a subject in order to
learn new informatlon or to solve a problem (Stephens
and Roderick, 1971a). For best results, discussant
groups should be limited to no more than six people.
This allows for maximum participation — in groups
larger than this some people will not participate
(Reeder, 1963). Similar to the buzz group, discussion
groups need a leader. a recorder, a well-phrased ques-
tion or problem to tackle, and a report back to the main
group. Unlike the buzz group, more in-depth response’
is expected; consequently a longer period of time Is
generally required,

In deciding whether to ulilize discussion as a teach-
Ing strategy, consider these points (Potter and Ander-
son, 1966¢):

1. s the problem or issue of real significance to the
group and controversial? Problemns that relate to heaith,
interpersonal relationship, farming practices, and social
issues materially affect people’s lives and are therefore
meaningful subjects for discussion,

2. Is the problem suited to the group? Age. sex, educa-
tional level, experience, and training are a few factors
to consider here.

3. 'Is the problem adaptive to reflective thinking? If
there is no need to explore possible solutions or i
everyone agrees on the information, there is little need
to discuss it. Likewlse, It students possess no previous
knowledge of the subject matter, It is pointless to
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expect them to learn from each other by pooling their
knowledge and Ideas, '

4, Is there sufficlent time to effectively handle the
Issué? If inadequate time Is available. no real solutions
can ba put forward and the group will develop a sense
of frustration at not accomplishing anything,

Effective discusslon requires adequate preparation,
perhaps even mors than other teaching strategles. The
physical set-up in the room must be considered as well
as the group interaction and its effect on learning
(Stephens and Roderick, 1971b). By considering the
possible points of view that might be raised during
discussion, the effective leader can decids In advance
how to best get fair consideration of each point,
perhaps by posing appropriate questions.

Experiments

Experimentation is useful as a follow-up for demonstra-
tions or as a method to discover a solution to a problem
(Spitze, 1970a),

Depending on the nature of the experiment,-a wide
variety of equipment may be necessary and a great deal
of time needed in order to obtain results, Experimenta.
tion should always be followed by discusslon, interpre-
tation of results and correction of any misconceptlons
developed. i

Field Project

When a class is too large to participate in a fleld trip
or when time Is a constraint, fleld projects may be more
appropriate. This allows for a number of places to be
visited by various class members who report back on
their experiences, thus increasing the opportunity
to learn from others in the class, Group members may
also choose their own site to visit, providing more
flexibility In the lsarning experience. They can also
visit the site at their own leisure, thus saving on class
time.

Fleld Trips

A useful technique to enable learners to observe first-

hand a process, procedure, or event Is the flald trip.

In making advance preparation for the fleld trip, the
leader should clearly describe the purpose to the tour
guide to ensure that observations provided are appro-
priate.

The group should be given a ciear understanding in
advance of what they are to observe. Advance reading
may be appropriate and ald in preparation of potential
questions, Each participant should be encouraged to
Jot down pertinent facts about the trip for later dis-
cussion and interpretation. Use of cameras and tape
recorders should be encouraged too.

The limitation of field trips Is often group size: too
many people In a group make observations difficult. and
explanations unwieldly. The additional time and ex-
pense Incurred for fleld trips may also make It an
impractical teaching strategy.

Games and Simulatlons

One of the most successful, action-orlented teach-
ing techniques is the use of simulatlons and games
{NAPCAE, 1972a), Simulations and games are experien-
tial exercises — thelr use. Is based on the theory that
wa learn differently (and perhaps more) from doing than
from being told (Zllmer and Zilmer, 19823), When we
also have fun in an educational setting, learning Is
enhanced evan more, Games can be used to stimulate
interest, to evaluate application of knowledge, to gain
information, to analyze situations and to make judg-
ments, depending on the way the games are structured
(Spitze, 1969). Games are self-judging; a player can
gauge his own success and the teacher Is no longer
the critic (NAPCAE, 1872b),

The success of simulations and games depends upon
a determination of educational goals, careful Introduc.
tion to the activity, the experlence of the activity, and a
discussion of the experlence and its application to real
life (Zilmer and Zilmer, 1982b; Boocock and Schild,
1968), In judging games as a teaching technigus, one
might consider the following questions (Spitze, 1970b);

1. How will an adult learner respond to learning
through games? WIll he perceive this as a valid way to
learn? Introduction of the game objectlves must be very
clearly outlined, o

2. How mugh time s available to play the game? Does
it take a great deal of explanation of rules and proce-
dures of play or can players get Into the game quickly?
Is the amount of time needed to play reasonabls, given
the amount of learning that will take. place?

3. Is the subject matter preserved? In other words. Is
there any misinformation portrayed?

4. Is the game flexible enough to be adaptable to dif- .

ferent learning abilitles and situations?

5. Does winning require knowledge rather than luck?

8. Is competition friendly and does it foster goodrela- -

tionships among learners?

7. Does'the game aidin skill deviopment, knowledge,
improved attltudas to learning, help in clarifying values?
In-other words, does it fit in with your objectlves?

A newer educational strategy, computer assisted learn-
Ing. is actually a form of simulation that Is proving to
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be fascinating to the public. "'Budgeting classes sound
pretty dull to the general public, .. computers sound
exclting. When you decide to use computers to teach,
the news media quickly pick up on the idea, special
interest features appear In the lifestyle section of the
newspaper and local television talk show hosts and
hostesses rush to book you for an early morning pro-
gram. Publiclty is easy to get and.audiences come to
see what.the. computer.can. do. for. them.” (Carmack.

T 1979), :

Computers are useful as a teaching strategy in three
main areas. They can help people make decisions by
providing a wide variety of posslble alternatives for pro-
ductive planning in agriculture or family living. They are
extremely useful in Informatlon storage and retrieval,
and if properly utilized they can help people learn new
things at their own pace In a classroom setting, at home
or in the reglonal Extension Office (Douce, 1979). Cur-
rently thelr disadvantage lies in thelr cost and in the
equipment needed. Depending on the program, Canadian-
oriented software may not be avallable and personnel
may not be adequately 'trained.

Adults often have difficulty seeing the educational
usefulness of a simulation or game. Your ability to plan
for their use and to carry out an actlvity wheraby the
student has more control over his own learning wlll
determine whether you will use this type of teaching,
strategy (Zilmer and Zilmer, 1982c).

Learning Log

A learning log can be utilized to help learners keep track
of experlences through a course ot workshop or to col-
lect Information on themselves in order to apply course-
refated information to thelr personal lives (Renner,
1980f), Materlal recorded In the log can be kept private

or individuals may be encouraged to share thelr com-

ments with the entire group. Entries may include im-
presslons, experiences, discoveries, and questions that
arlse as the course progresses.

Lecture

The lecture Is likely the teaching technique with which
adults are most familiar. Unfortunately, it can be one
of the least effective ways of providing Information.
Materlai may lend Itself to a lecture format if your main
concern s to provide information that is for short reten-
tion only or where the group Is too large to utilize other
techniques.

Fortunately, there are ways of making lecture ma-
terlal more meaningful and involving to the learner other
than as passive note-takers (Renner, 1980g).

Provide a road map or outline to indicate to your
listeners where you are going, how you are going to get
there, and how long it will take. The iistener can then
anticlpate events and prepare for a change in pace or
techniques.

Follow a logical sequence, relating tamiliar informa-
tion to new materlal. Include examples from students'
personal experiences, readings, or previous discussion,

Provide well-organized handouts or structured notes
consisting of the key points you will cover, Leave space
on the notes for participants to add their own detalls.

Use other techniques along with the lecture to main:
tain Interest and attentlon: change pace, move about
the room, use gestures to emphasize Important points,
change your style from questioning to problem solving
tasks. from discussions In buzz groups to demonstra-
tions,

Utllize appropriate visual aids such as overhead
transparencies, slides, films.

Train yourself to speak from key points rather than
reading verbatim from a prepared text. If you are simply
going to read to the class what you have written in front
of you, perhaps it would be Just as well to hand out your
lecture notes and cancel the ciass!

Media

News articles, radio spots, television programs and
quarterly magazines are often not viewed as teaching
strategies in the same way as lectures, discussions and
so on. Yet they are techniques for reaching a large
number of people in theirhomes so that they can learn
on theif own time. Their use often means reaching peo-
ple who never attend extension courses or mesetings,
such as young homemakers with children who cannot
make babysitting arrangements, the elderly or handi-
capped who may be homebound, or individuals with
lack of transportation, . :

Two recent evatuation studles conducted in Manitoba
illustrated the effectiveness of a weekly television pro-
gram and of a quarterly news bulletin at providing new
knowledge to hormemakers.

In a telephone survey, of the 294 respondents who
had seen the television program "Take Time," 192 (65%)
sald they had learned from the program, Of the 192 peo-
ple who felt theyhad learned something, 134 (70%) were
able to state 14 examples of what they had learned.
Forty-four people (23 %) who sald they fearned from the
program were able to cite 1-3 examples of practice
change.

Surveyed readers of the quarterly news bulletin
“"Around Home In Ten" are learning new information,
Ninety-five percent (211) stated that they learned new
information from reading the quarterly. Seventy-three
percent (154) of those who learned new information
gave 1-4 examples of what they had learned. Eighty-one
percent (159) of those who {earned new tnformation

, stated they had changed some of their homemaking
practices. Sixty-one percent (102) of those wers able to
cite 1-3 examples of practice change. (Manitoba Depart-
ment of Agriculture evaluations, unpublished, 1982.)

When television or radlo media are utilized as an
extension teaching technique, adequate publicity is
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Important to ensure that the intended viewing or listen-
ing audience is Informed of the timing. Often the
educator does not have a say on the playing time which
is one of the disadvantages of this technique,
Combining home study courses with television media
Is a practical adaptation of this teaching approach,

Panel

Panel discussions have the advantage of bringing
several “'experts” to a group to present a varlety of view-
points on a selected Issue. It Is necessary to meet with
panel members In advance to discuss the topic and the
types of information that you want discussed, Audience
Involvement can also be brought In by providing for buzz
groups to generate questions of the panelists or to
direct audlence-to-panal interaction. I this latter step
Is not taken, panels can be very dry events,

Programmed Instruction

The Idea of programmed Instruction may summon up
in one's mind a picture of sallvating dogs or pecking
plgeons responding to rapetitive learning tasks stimu.
latad by a ringing bell or flashing light. However, pro-
grammed Instruction does have many plusses to add
to the adult teaching environment.

Material designed in programmed format is organized
into short progressive steps graded In difficulty so that
the learner Is motivated to continue because of success
gained In each step. Confidence is a most Important
-aspect of learning. The reinforcement and encourage-
ment provided through programmed learning makes the
student eager to continue (Stephens and Roderick,
1971¢).

Because each learner works at the materlal on his
own, he can begin at a place suited to his knowledge
and skills and proceed through It at his.own pace. He
not only determines the speed of progression but Is also
actively Involved in recording answers or checking from
a group of possible answers. Ample evidence Is avail-
able on the value of such active Involvement In learning.

Immediate feedback afforded by this technique has
the positive benefit of correcting wrong concepts and
reinforeing accuracy.

On the negative side, some learners find this tech-
nique boring. There are also limited materlals available
In programmed Instruction format and these may be
designed at an inappropriate reading level,

Role Play

Role playing Is a vartation on simulation. It is a drama-
tization of a situation to show reactions and behaviour.
Generally there Is no rehearsing and all lines are com-
posed on the spot. It is especially useful in examining
attitudes and interpersonal relationships. It encourages
active involvement of participants and its novelty often

draws comments from those who are less vocal In the
group. It Is best used In sltuations where a problem Is
clear-cut rather than complex,

The major steps involved In staging a role-play situa-
tion are defining the problem and establishing the situa-
tion. determining the rolas to be played. casting the
characters, briefing participants, acting out the scene
and discussing and analyzing the outcome (Stephens
and Roderick, 1971d).

Poor role playing and unsultable players can actualily
destroy the learning Intent. Role playing should never
be used where anxlety or fear would develop in the
group.

Student Teach

As mentioned previously, adult learners bring a wide
range of knowledge and expertise to the classroom
which can be utilized-to teach others in the group. This
is particularly useful in a skl development program
where more advanced learnars can be teamed with the
less exparienced, on aone-to-one or small group basis.
This also serves to strengthen the self-concept of the
student teacher by giving recognition to his skills and
knowledge.

Values Clarification

The technique of values clarification deals with making
cholces, welghing the consequences, experimenting,
and perhaps making new choices (Engs-and Wantz,
1978). As an example, couplas who share In the alloca-
tion of their financlal resources must be able to ver-
balize and discuss life cholces of value to them and
then come to a compatible declsion, Otherwise, little
satisfaction will be obtained from their money, An
educator can facilitate in the identification of values
and goals and can also provide the factual Information
from which sound declisions can be made. Critical to
the success of avalues claritication exercise Is a non-
Judgmental, psychologically safe environment,

Workshop

The goal of a workshop approach to tearning is to gain
information through experience and sharing. It usually
consists of common interest groups who, under direc-
tion of a leader, participate in learning actlvities such-
as demonstratlon, problem-solving, discussion and

experimentation. In short, it combines many of the

previously discussed teaching strategies to meet the
needs of the interest group.

Teaching Alds
Factors which affect the selection of teaching alds are

very similar to those which affect the choics of teaching -

strategles. Appropriate alds enrich the learning ex-
perience immensely, butremember that they are aids —
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they do not teach on their own. Always provide a clear
introduction to alds such as flims. slides. or audlotape,
and outline the objective for their use and what the
learner should watch for, Foliow-up discusslon will aiso

. relnforce the learning.
Experiment with a varlety of alds to Increase your skill

in their use, When making selections. be sure to preview

materials well in advance to determine their sultabllity
for achieving your objectives or supplementing other
matetials. in determining its appropriateness, consider
the type of equipment necessary for the facllity in
which you will be using the ald, Advantages and dis-
advantages to various teaching alds are outllned in

Figure 3.

"Fig. 3 — Some Characteristics of Successiul Alds (adapted from Frewin, 1976b)

Advanlages

Disagvantages

Ciippings (i.e,
newspaper,
magatines, ads}

1. Timelinass ~ can be sppiied
to a specilie sliuation

. Readily availsble and

[neapensive.

Easy to updale material,

e »

1. Taxes lime to ting

Comic books!
cartoons

Highly visua) content,

2. Can edd humot and fun 1o
learming, paiticularly when using
an idaniifiable character,

Tho sligma stiached to
tanding comics may havs
AN adverse eflecl on iis
value as an sducational
tool (he, “comics are for
kids*)

Requires time to hind
earloonn that ilusirate
points,

3, Comles can be coslly to
dsvelop,

Fllmsteips

Ate oasy to siore and always in

Proper sequence,

2, Cant be vaed In conjunciion
with other alds,

3. Canbe reproduced in quantity,

4. Presentalion rate can be
conltolisd by user,

§. Can be used Individually

of in groups,

1. Requirs soml-darkened
room,

2. Very ditticull for teacher
1o prepare himselt,

3. Ditlicult to repalr it broken
ot damaged,

4. Sequance or canten|
cannol be changed tor
varying uses,

Games (exampies -~
putzles,
crosswords)

1. Can be used Individusliy In &
selideaching shuation or with

large groups to telntorce

leatning,

Can readlly be saspied 1o the

teaching situailon,

Generally Inoxpensive to

produce,

1. Taxes ime to develop
or modlly lar use with
appropiiate group,

Handcards

-

Good Jor one Lo ane or small
group teaching.

Wusteative materisl can be
Presented on the front lor
pariicipanis, and key notes
outlined on the back of the card
for the instruotor,

»

1. Limltation in size of group
that they can be used
with,

Molion Pictures

Excellont lor aesoriblng molion,
growih, showing relalionships,
and giving impaol to topic,
. Can be used Individustly
or with any size group,
Can hava & wide varisilon In
longth and subjeci matier,
Extenalve fitm libraring ate

fble t

ERE Y

3. Can have & mocerate
lending cosl.

2, Musl ususlly be ordersd
wall in advance of
showing,

3. Requlires some skill In
operating equipment,

4. Wide veriatlon in quality
and useful

0 most i

. Can be expensive to
produce focally,

Mulirmedia

+ Can provide vareiy of

. ReQuIfe caralul pianning,

s show
ant have gres! Impact,
Can Involve ali the learner's
senses,
Can be used by individusls or
small groups in rotation,

» »

use and |°I(ov;"up.

2. Can be used as & gimmick
rather (han an ald.

3. 5kl usually involved In
squipment use,

Adunitages Duidvamnpu

Overnead 1. Permib insiructor to tace 1. Complex or mullicotor

[ teainers, \ransparencies raquire

2. Permit belore-hand preparation apeclal praparalion,
of dngeams, notos, eic, skllls end squipment,
3. Veary fiexible, .
4. Canbe usad withou! datkening
a8 room.
5. Canbe used Io show saguances
andrelallonships,
6. Equipmenl easy to use
aspecially with large groups,
7. Large number of iransparencies s
688y 1o carry and mal

Pamphlets . Provide a comprahensive 1, When handed oul at a
roferance on’ a spacific 1ople at class without support
an sppropriate teading level, tenching, participants

2, Lends iisel! 10 one lo one, ofien do nol resd the
smill group or large graup mnln'vul.
instiuction, 2, May be costly 10 proguce,

Pholographs 1. Permit cletalled study at the 1. Not adaplable to Jarge
learner's own pace. groups,

2. Requlre no equipment lor use, 2. Preparation requires skl
3. Cante used tfor disolay, and squipment,
Individual or group work,

Puppels 1. Puppetry ¢an be used In piace 1. Stigma of being a chlid:
of tols play whars sdulis may be lke 1echnique may have
refuctant lo assume a rolo, an adverse elfec) on

2, Yochnique is th learning,

~the puppet can take on 2. Takes lime to create

cerlsin characteristics that may the puppats,

be ijplcal of group members, 3. Works bas! in small
groups particularly whan
you know the participanis
well. ,

Recordings 1. Easyto prapare with regular 1. Danger In ovstuse I used

lape tecorders,

2, Wide variely of applioations
In most subjec! areas,

3, Equipment pasy to use and 10
opetale,

4. Csnbe used by Individuals,
groups, or In conjunctian
with other alds,

5. Canbe used almost everywhare
wlith batvery |

as alisrnative to live
spasch or lsclure,
2. Some learners may find it
boting or of timlted use,
Special squipment needed
tor smplitication with
Iarge groups,

Lol

Samples (wesd
identlticetion,
sewing samplos,
food products)

1. Dirsct spplication and readlly
observable,

2, Canbe tallored to specific
teaching point,

3. The "ea) thing” «~ not relying
on pletures or descriptions,

4. Lends ltsell 1o display for &
largersudisnce,

,2. Time frame oiton requires

1, Time consuming 1o find,
prepate of produce,

lat-in-advance preparation,

1. Requires semi.datkened

Slides 1. Can tesuli In targe, colpriul
toproductions, ' reom,
2. Ensllyrovised snd up-dated, 2. Requires some skill in
3. Enslly handied, storad end photography for
allered tor varlous uses, proparation,
4, Can bs combinad wih other 3. Requires same ype of
8lds Jor mote eliscti lor use,
. Adaphble for group or 4. Can geot out of sequence,
indlviduat use, be damaged, or shown
8. Prosentation rate can be varied, Ingorractly It handied by
Indlvigust
Téarsheets 1

1, lnexpansive method of

Limited In smount of
inh

provlding VAL
oA 8 apectile vople,

2. Good lor individuals not gesred
lo reading; otten pictorial,

3. Lendsitseli 10 on 1o one, smali
Qroup or large group Instruction,

tion that can be
provided,




Putting it all Together ;

Once you have Identiflad the audience, prepared in-
structional objectives. and selected the techniques and
aids that will be used. you are ready to pull the learning
experlence together.

It is time to develop a plan to gulde you In presenting
your material.

The order in which you utilize the selected teaching
techniques is important to ensure that the learning
experience has continuity, appropriate sequence, and
Integration of the course content (Alberta Agriculture
1981b),

Knowles (1980) describes four organizing principles
that help educators develop course blans to ensure a
loglcal progression for learning,

The first takes the participant from the simple to the
complex, the second from the known to the unknown,
the third from the whole to the partand the fourth
considers the chronological sequence,

These principles have been applied In the lesson plan
on meating management outlined in Figure 5.

The Simple to the Complex: Working with a simple
point form agenda and then progressing to an agenda

Fig. 4 - Lesson Plan

TEACHING TECHNIQUES

that employs the use of objectives -~ deflning the
discussion and decisions to be made,

The Known to the Unknown: Identifying the reasdns
that you dislike attending meetings can provide sofu-
tions for the identified problems. .

The Whole to the Part; Viewing the discussion of
the film “How to Conduct More Innovative Meetings"
takes the participants from the whole to specific parts,
letting you look In detall at particular concerns,

Chronological Sequence; Ptanning the agenda so
that Important items are discussed when participants are
fresh, or planning itemsin a logical order so that deci-
sions that must be made at the beginning of the meeting
will not be dependent upon items later In the agenda.

A Suggested Lesson Plan

Although you may have a plan for presentation of a
topic clearly in mind, take the important step of writing
It down. A lesson plan is a checklist for you, Have you
put all the pieces in place? Considsr using a lesson plan
format similar to that outlined in Figure 4,

Teaching _ : ,
Objectives: (written in behavioral terms of the learner).

1

2

3

4

Timing Obj. Activity " Resources

Time | Mins # Format Content Instructor | Participant . Needed
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Fig. 5 — Example use of L.esson Plan

Teaching Objectives: Following participation in a 3 hour workshop on conductlng effective
meetings the participants will:

1. provide solutions to common meeting problems
2, write agendas using objectives ~

Obij. Format Content Activity Resources
# ' Instructor  Participant Needed
1 ‘ introduction;

*idea charting: 5 things explain write down { 5 index
you dislike about meetings | “idea one idea cards per
" | charting” on each person
index card | pencils
1 A fiim — How to conduct introduce | watch film | film
innovative meetings film and projector
~ look tor key ideas points to screen
- areas of concern look for
— how to solve problems in film
0 discuss film -~ answer fead
questions discussions
2 ’ Agendas - evaluate 3 evaluate 3 prepared
agendas agendas/ agendas
® — Lecture - report back
prepared agenda by :
: using objectives lecture
| case study ~ prepare work on .
an agenda for a meeting case study | case study
described in the case -~ prepare - describe
study, an agenda meeting,
- discuss but no
agenda
2 - ] Mesting problems - describe role play role play
role play various problems situation situation
and solutions to be role written on
played sheets of
. paper

Once the lesson Is completed, you may wish ta write a few notes on the reverse side of
the lesson plan. You might define the audience and how they reacted 1o the techniques
you used. What are your overall impressions of the session? These noles may be very
helpful when you later present a similar program,
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What Skills Do You Bring '

to the

Learning Situation?

So far

vironmental factors,
skills as a learning f
subject, your attitude toward learning,
interact with the learners,

we have concentrated on

. participant and en-
But what about your particular
acilitator? Your expertise In the
your ability to
and your personality are all

contributing factors to the learning process. By Ident-
fying your strengths and building on them, you will
enhance the experlence for your group.

The next time you are presenting to a group, ask a

Flg. 6 — Self Evaluation of Presentation

TEACHING TECHNIQUES

colleague to come along to observe. Choose someone
for whom you have respect as an educator, from whom
you would feel comfortable taking some constructive
comments, Ask him to objectively evaluate the way you
use teaching aids, the varlety of teaching techniques
employed. your volce inflection, faclal expression, and
the clarity of your speach. How dlid the observer feel
about the climate developed between you and the aud|-
ence? What could you have done to encourage more
group Interaction and participation? The checklist in
Figure 6 will help to gat you started on a self svalua-
tion. Add any otherpolints that you feel would be helptul
to you. .

Check

Comments

-

The method of INTRODUGCING THE CLASS stimulated group
Intereut In the rest of the class,

2

The AUDIOWVISUAL alds used helped clarily and emphasize
the lacture,

3

The AUDIO-VISUAL ald(s) used were; ~ Introduced
~ discussed later

LIFEH

4

Throughout the class the speaker varied the stimulus
situation,

= gostures (expressive, dramatic)

- pausing techniques

.= movament (left to right In room)

- tocusing (drawing partlcular attentlon)
~ shifting sensory channels (listening, sesing, touching)
- ropetition

[SESEOREISER]

[}

Malerials and Ideas presented In fanguage understandable to
the participants,

11

8

Organization: Explanations glven for;
=~ purpose of lecture

~ inain content

~ summary of main points

111

N

lons and ts was

Speaker's resp to qu
ENTHUSIASTIC,

i}

Speaker's response to partlcipatlon was POSITIVE In.
comments and gestures, Speaker was contident In thalr
prosentation,

8!

9

Good use of EXAMPLES

~ start simple

= relevani to participants

- telaie to principle or idea

= asked group to give example

Hinnn

10,

The group had ample {ims 10 ask QUESTIONS,

1",

Speaker asked QUESTIONS requiring more than a superflcial
answer to assass whether the participants had the same
undetstanding as intonded,

~caude and effact (what would be the result , . J IMPACT

- solulion (how would you solve . , ) APPLICATION
~Inference (why does this happen.,, )

= comparison (Is lruit julce the sema as frult drink , . )

= avaluatlon (which Insecticide is betler . , W)

12,

Qood EYE.CONTACT with total group,

Tarnnrig

13,

The speaker established a good RAPPORT with the group, ..
~oarly In clags
~ malntained throughout

aa

14,

The speaker was sensitive to olass Interest lavel and
modilled presentation if appropriate,

0

1

o«

Speaker heiped participants apply the information to their
own sltuation,

B8

1

o

Speaker REVIEWED major potnts and Ideas throughout
lasson,

17,

Summary and conclusion of class handled smoothly,

tifel

1

=

Used techniques approprlale tor nasessing whather
aducational objectivas wera mot,
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TEACHING TECHNIQUES

In summary. adults enjoy and benefit from a variety of
teaching techniques, Your effectiveness as an educator
will be enhanced If, when choosing teaching strategles,
you consider the following points (Spitze, 1970c):

" 1. Involve your fearners in choosing the techniques;

they will be more accepting of the situation.

2, Choosereal life or simulated learning experiences;

‘learners will see them as being more relevant and be

more eager to learn.

3. Involve your learners mentally. emotionally, and physi-
cally; interest will be greater, learning more |ong-term.
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EDUCATICNAL TECHN]CUES

Developed In this form by
Or. John A. Henschke

An attempt is made below To develop a typology or categorical check |lIst of
the wlde range of techniques avallable for helping adults to learn.

The task of selecting the right technique for the right cccasion can be fraught

with difficul+tles.
regard to techniques.

For one thing, there ls a curlous tendency toward faddism In
During the 1930's discussion was the "in" technique; durlng

the 1940's there was a wave of Interest in presentation techniques supported by
audio-visual aids; during t*he 1950's T-group tachniques were fashionable; in the
1960's simulation was king; In the 1970's multi-media systems took the day; and, -

in the 1980's, electronlc medla Is and will be In the frontseat.

For another -

thing, there Is a tendency on the part of Indlviduals fo go overboard on new
techniques they have just mastered and fo want to use them on every occaslion;
although the opposite tendency of Indlividuals belng reluctant to experiment with
new techniques Is probably even more prevalent.

Take a few moments and Indlcate with a check (X) the technlques you have already

used In your role as teacher.

" Now go back over the |lst and Indlicate Ql+h a clrcle (0) the ones you would like
to (consider or commit yourself to) develop and/or use In your role of teachling.

1.} Presentation techniques
lecture )
television, videotape
debate
dlalogue
Interview
sysposium
panel
group Interview
.demonstration
col loquy
motion picture
slldes
dramatization
recording, radio
oxhlbits
trips
reading
audlo-cassette
programmed Instruction

[T

LT

2.) Audlence-participation techniques
(large meetings)
questlon~and-answer perlod

forum

| Istening teams

reaction panel

buzz groups

audlience role pilaying
expanding panel

111

3.) Dliscusslon techniques
gulded discussion
book=based discussion

Socratic dlscusslon
problem~solving discussion
case dlscussion

— group~centered discussion

4.) Simulation technlques
role playing
¢ritical-incident process

—_ case method
In=basket exercises
games
action maze
particlpative cases

5.) T-group (sensitivity)
6.) nonverbal exerclises

7,) skl |-practice exerclses, drill,
' coaching

8.) muiti-medla systems

9.) learhlng contracts

- more -~



Knowlna , . couple hurzers
beok report ' debate forum
lecture depth bitlz encounter
panel. expanding i¢3nel
question and answer _ film talk-back
research and report - gallery conversations
screened speech _group discussions
sympos|ium group drawlng

group response team
‘ group writing
Ooing Inductive bible study

demonstration ~ work group Interview forum

field +rip lecture forum

work groups listening teams
workshop music forum

panel forum

Feelln play-reading talk-back
bralnstorming . reaction panel
buzz groups .. role playlng
case study seminar
chaln~reaction’ forum sermon forum
circle response : symposium forum
colloquy ‘

symposium dialogue

L

omramre—
cov———ay
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EV IDENCE FOR DIFFERENT OBJECTIVES

reports of knowledge acquired, as In
essays
: examinations
\‘ oral presentatlions
audlo-visual presentations

E3
2 .
2
D
X

. Understanding- examples of utllization of knowledge In solving problems, as In
) critical Incident cases :
simulation games
' proposals of action projects : :
research projects with conclusions and recommenda+tion

Skills = __. performance exerclses, with ratings by observers

attitudinal rating scales )
performance in role playing with feedback
critical Incldent cases f* from observers

Attltudes

simulatlion games
sensitlivity groups .
Values - value rating scales -
’ : performance in value clarlfication groups ? with feedback
critical Incident cases . ¢ from observers
simuiation games /i :

w—r




"AS WE LOOK AT THE EVALUATI
BEHAVIOR, AND RESULTS, WE C
TO OBTAIN THAN PROOF., IN

ON OF REACTION, LEARNING,
AN SEE THAT EVIDENCE 1S MUCH EASIER
SOME CASES, PROOF' IS IMPRACTICAL
AND ALMOST IMPOSSIBLE TO GETI”

EVALUATING
TRAINING
PROGRAMS:

E

BY DONALD L.
KIRKPATRICK

From the courtroom we can take a
~ lesson regarding evidence vs.
proof. A defendant is not judged
“guilty” unless the evidence is so
strong that there is no “reason-
able"” doubt. The word “reason-
able"”, of course, still creates a
problem. What is a “reasonable
doubt™? Is it the same as "a shadow
of a doubt"? Probably not. But the
intent is that a person is innocent
until proven guilty. And attor-
neys, juries, judges, reporters,
witnesses, court observers and
newspaper readers will continue to
argue about the “guilt” or “inno-
cence” of a defendant,.

Let's apply these words, “evi-
dence” and “proof” to the evalua-
tion of training programs, In pre-
vious articles I have divided the
evaluation process into four seg-
ments or stages as follows:

1. Reaction: How do the partici-
pants feel about the program they
attended? To what extent are they
“satisfied customers"?

2. Learning: To what extent
have the trainees learned the in-

20

formation and skills? To what
extent have their attitudes been
changed?

8. Behavior; To what extent has
their job behavior changed as a re-
sult of attending the training pro-
gram?

4. Results: To what extent have
results been affected by the train-
ing program? (Results would in-
clude such factors as profits, re-
turn on investment, sales, produc-
tion quality, quantity, schedules
being met, costs, safety record,
absenteeism, turnover, grievances
and morale,)

Let's analyze each one in terms
of evidence vs. proof.

Reaction

In measuring reaction, we can
ask the participants what they
thought of the program (subject,
leaders, schedules, facilities,
meals, etc.) The key question here
is whether people give honest
reactions, If, for example, they
must sign their reaction forms and
they have a fear of being critical,
then the reactions are only evi-
dence of the feelings of the train-
ees. If on the other hand, they are

Reprinted from Training and Development Journal

VIDENCE VS. PROOF

completely candid and honest,
then the reaction sheets are proof
of the feelings and satisfaction of
the participants, This factor of
honesty is one that is readily con-
trollable and therefore proof of
reaction is relatively easy to get.
For example, forms should not be
signed and should be handed in or
collected in such a way that there -
is no way to identify the person
who completed it. If this is made
clear to participants, honest reac-

tions can be obtained and we do
have proof of the reaction. ‘%’ /NG')
In measuring the learning o

knowledge, skills and ‘&ttitudes, it
is relatively easy to obtain evi-
dence but more difficult to obtain
proof. For example, if we teach a
class in “motivation,” we can ask
the participants “what did you
learn?” The responses might vary
all the way from "nothing” to *I
learned how to motivaté my em-
ployees.” This kind of data, whe-
ther we get it orally or in writing,
is strictly evidence. If we are going
to get proof, we must measure
learning on an objective basis by
comparing their knowledge, skills,
and attitudes before the program

C&y



change, In order to eliminate other
factors that could have caused the
change, we must use a control
group. This means that the control
group must be equal to the experi-
mental group regarding any fac-
tors that could cause changes in
behavior. And we must measure
the control group as well as the ex-
perimental group on a preprogram
and postprogram basis to deter-
mine behavior changes that are
caused by factors other than the
training program. These changes
must be subtracted from changes
in the experimental group to de-
termine the behavior changes that
resulted from the program,

This three-step process becomes
complicated, time-consuming and
expensive. But it must be done to
produce proof instead of evidence.

Resuits

.The evaluation of results is simi-
lar to the evaluation of behavior.
We can quite readily obtain evi-
dence regarding the effectiveness
of training on results. For ex-
ample, if we instigate a new or-
ientation and training program for
new employees, we can measure
turnover on a preprogram and
postprogram basis,

We could probably obtain evi-
dence that the program is effective
‘because turnover has been re-
duced. However, in order to prove
that the training program reduced
turnover, we'd have to eliminate
. other factors that could have
caused reduction in turnover,
Some of these factors are: increase
in pay, better selection methods,
fewer jobs available in the com-
munity, a seasonal situation, im-
proved working conditions, change
in management, improved security
in the company, better working
conditions and improved benefits,
Again we need a control group to
eliminate these other factors,

As we look at the evaluation of
reaction, learning, behavior, and
results, we can see that evidence is
much easier to obtain than proof.
In some cases, proof is impractical
and almost impossible to get.
Therefore, what do we do?

Let's shoot for proof but be sat-
‘isfied with evidence. In most
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cases, our superiors would be more
than satisfied with evidence, par-
ticularly in terms of behavior or
results. It's certainly a lot more
than most of them have been get-
ting now.

If you have a boss who insists on
proof of what you are doing, you
must do one of the following:

1. Provide the proof at all costs.

2. Convince your boss that ev-
dence is good enough and that
proof is either impossible or at
least impractical,

Recently, a friend of mine called
me to New York to help him con-
vince his boss that it was impracti-
cal (if not impossible) to prove in
dollars and cents that a certain
leadership training program was
achieving more benefits than it
was costing, Both my friend and I
were convineed that there was no
way to prove this, So we proceed-
ed to try to educate the boss re-
garding evidence versus proof,

Learn all you can about evalua-
tion, Next, gather evidence that
your programs are effective. If
they are not, don't broadeast the
evidence, Just work at improving
your programs so the evidence will
be positive and then communicate
it to your superiors, Most super-
iors will be most happy and will not
ask for proof. However, as time
and money permit, gather proof of
the effectiveness of your pro-
grams. And if the proof shows an
effective program, broadeast it
around the world.
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with their knowledge, skills and
attitudes after the program,
Therefore, we need some kind of a
pretest and posttest to obtain this
data. )

At first look, this would seem to
provide proof except for one fac-
tor. We aren’t quite sure whether
the change in knowledge, skill, or
attitudes came from the training
program or from some other
source. For example, a higher
score on the posttests may have
been due to such factors as the
very process of taking the test
twice or things that were learned
outside the training program.
Therefore, the difference between
pretest and posttest scores pro-
vide evidence and not proof.

In order to get proof, we need to
eliminate all the other factors that
could have caused changes in post-
test versus pretest scores, This
can be done by using experimental
and control groups. The experi-
mental group is the group that at-
tends the training program. The
control group is a like group that
does not attend the training pro-
gram.

For example, we may have 50
production supervisors in our or-
ganization, These could be divided
on a random basis by alphabetical
order with every other one in the
experimental group. Or, they could
be divided on a systematic basis so
there ‘are 25 in each group with
similar education, experience,
jobs, age, and any other factors
that would affect their test scores.
Both groups would complete the
pretest and posttest at the same
time. The average scores would be
compared,

As an example, a course on “Hu-
man Relations” is to be presented
to supervisors, Half of them (25)
will form the experimental group
to participate in the program. The
other half will be given the course
- at a later date, so they become the
control group. The “Supervisor,
Inventory on Human Relations”
(80 items) will be used as the pre-
test and posttest.

Let's suppose that the average
scores were:

PRETEST

Experimental Group 61.4
Control Group 62.7

The course was then given to the
experimental group. At the com-
pletion of the course, both groups
again completed the test with
scores as follows;

POSTTEST
Experimental Group 69.9
Control Group 69.8

In this example, the gain for the
experimental group was 8.5 (69.9-
61.4). The gain for the control
group was 7,1 (69.8-62.7), The dif-
ference between the gains was 1.4
(8.5-7.1) in favor of the experi
mental group. This is the net score
attributable to the course because
all other factors were the same for
the experimental and the control

" group, Therefore, the gain due to

the program was only 1.4 which is
not significant. Therefore, we don't
have proof that significant learning
has taken place,

If we hadn't used the control
group, the gain of 8.6 for the ex.
perimental group was highly sig-
nificant. This would have provided
good evidence that learning had
taken place. But we had to use a
control group in order to eliminate
the other factors that could have
contributed to the gain. If we had
discovered that the posttest and
pretest scores for the control
group were 63.6 and 62.7 (gain of
.8) instead of 69,8 and 62.7 (gain of
7.1), then the difference between
the gain of the experimental and
control groups would have been
7.7 (8.5-.8) which would have been
highly significant. Then we would
have had proof of the learning.

Behavior

1t is relatively easy to obtain
evidence of behavior changes that
oceur in participants because they
attended a program. All we have
to dois to ask them. Three months
or three days or three weeks after
a program we can interview parti-
cipants and ask “What are you do-
ing differently than you were
doing before you attended the pro-
gram on human relations?" The
answers might be:

‘I'm telling people when they do
a good job, " ‘

“I'm listening to them and
getting to know them better."”

“I'm letting them know what I
expect."”
‘I'm rewarding them for per-

formance, "

ideas.”

“I'm making their jobs more in-
teresting and challenging.”

We might even go to their boss-
es and ask, "Have you noticed any
change in the behavior of your sub-
ordinates since they attended the
human-relations program?” The
answers might vary from:

“No, I haven't seen any change"
to: .
“Yes, he's sure treating his sub-
ordinates e lot better.”

The responses from the partici-
pants and their bosses would pro-
vide some evidence of the effec-
tiveness of the program in terms of
changes in job behavior. However,
these kinds of responses would not
provide proof.

How could we get proof? This
requires aresearch approach which
would do the following:

1. Measure behavior before the
training program was given,

2, Measure behavior after the
training program was completed.

8. Prove that any changes in be-
havior were due to the program
and not to other factors such as
salary adjustments, coaching from
the boss, influence from other peo-
ple inside or outside the organiza-
tion, reading of books or articles,
or an experience the participant
had.

It's difficult to do the first one,
measure the behavior before the
program. We would have to do it
enough times to be sure the behav-
ior is typical, We'd have to do it in
such a way to be sure the measure-
ment is accurate.

The second step is more diffi-
cult, For one thing, we'd have to
wait long enough to measure the
behavior to be sure that the parti-
cipant has had an opportunity to
change behavior, This may be one
week, one month, or three months
and it would vary for different peo-
ple. And we might have to mea-
sure it several times (one month,
three months and six months)to be
sure that any change in behavior is
permanent.

When we compare the posttest
behavior with the pretest behavior

and find a change, we must be sure
that the program caused . the

21
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Evaluation

Donald L. Kirkpatrick

Donald L. Kirkpatrick is Professor of Management at the University
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Aerospace Division and training supervisor with Intemational Minerals
and Chemical Comp. He served on the National Board of Directors of
the American Soclety for Personnel Administration and was national
president of ASTD, He has written six management books including
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modern management, He received B.BA, MBA., and Ph.D. degrees
from the University of Wisconsin, Madison, His dissertation was entitled
“How to Evaluate a Human Relations Training Program.” Kirkpatrick is
an elder in his church and a member of Gideon's Intemational,

Effective training directors will make an effort to evaluate all their training
activities. The success of these efforts depends to a large extent on a clear
understanding of just what “evaluation” means. This chapter will attempt to
accomplish two objectives: (1) to clarify the meaning of evaluation and (2) to
Suggest techniques for conducting the evaluation.,

These objectives will be related to “in-house” classroom programs, one of the
most common forms of training. Many of the principles and procedures can be
applied to all kinds of training activities such as performance review, participation
in outside programs, programmed instruction, and the reading of selected books.

-

Lo . ' . ) - 301




302 /! Program Design and Development

The following quotation from Danie] M. Goodacre III is most appropriate as an
introduction:

. Managers, needless to say, expect their manufacturing and sales departments to yield a
good return-and will 80 to great lengths to, find out whether they have done so. When
it comes to training, however, they may expect the return—but rarely do they make a
like effort to measure the actual results, Fortunately, for those In charge of training
Programs, this philanthropic attitude has come to be taken for granted, There is certainly
no guarantee, however, that it will continue, and training directors might be well-
advised to take the initiative and evaluate their programs before the day of reckoning -
arrives,! ' '

v

Evaluation Clarified
Nearly everyone would agree that a definition of evaluation would be “the
determination of the effectiveness of a training program.” But this has little

which are ineffective, The problem is how to begin, ‘ '

Evaluation changes from a complicated, elusive generality into clear and
achievablé goals if we break it down into logical steps. these steps can be defined
as follows:

Step 1: Reaction. How well did the conferees like the program?

Step 2. Learning. What principles, facts, and techniques were learned? What
attitudes were changed? -

Step 3: Behavior, What changes in job behavior resulted from the program?

Step 4: Results, What were the tangible results of the program in terms of -
reduced cost, improved quality, improved quantity, etc.?

With this clarification of the meaning of evaluation, training directors can now
begin to pinpoint their efforts at evaluation. They betterrealize what they are doing,
and they recognize the limited interpretations and conclusions that can be drawn
from their findings. As they become more experienced and sophisticated in
evaluation design and procedures, they slowly begin to obtain more meaningful
results on which future training can be based, :

These four steps will now be defined in detail with examples and suggested
guidelines. it is important to stress that the described procedures and techniques can
be used in almost any organization. It is also important to stress thar the results from
one organization cannot be used in another organization. Obviously, there are
many factors that would influence the results, These variables include the group,
the conference leader, and the approach to the subject.

Step 1: Reaction A
Reaction may best be defined as how well the trainees liked a particular training _';."é;
program. Evaluating in terms of reaction is the same as measuring the feelings of P

vy
the conferees. In fact, it is measuring “customer satisfaction.” It is imnortant to0 13
emnhacize that 6 daan oo s 2 s
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Guidelines for Evaluating Reaction

- Determine what you want to fing out, '
Use a written comment sheet covering those items determined in Stép 1,
Design the form so that the reactions can be tabulated and quantified,
Obtain honest reactions by making the forms ar_xonymoﬁs.

Encourage the conferees to write in additional comments not covered by the
questions that were designed to be tabulated and quantified.

b2~ UV T NG S,

Summer institute that was planned and coordinated by the staff of the Management ~.
Institute, University of Wisconsin. ~

ASTD INSTITUTE
Leader Subject

Date

1. Was the subject pertinent to your needs and interests?

D No D To some extent D Very much so
2. How was the ratio of lecture to discussion;
D Too much lecture D O.K. ' D Too much discussion

3. Rate the leader on the following:

——————

Very :
Excellent good Good Fair Poor

——

A. Clarifying objectives

B. Keeping the session alive
and interesting ‘

C. Using audiovisual alds

D. Maintaining a friendly
and helpful manner

E, Hlustrating and
clarifying points

F, Summarizing

What Is your overall rating of the leader?
D Excellent D Very good D Good [___] Fair D Poor

4. What would have made the session more effective?

—————
—
———

Signature (optional)
M o -

Figure 16.1. Reaction form.
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Those who planned this ASTD program were interested in reactions to subject,
technique (lecture versus discussion), and the performance of the conference

leader. Therefore, the form was designed accordingly. The conferees were asked to -

place a check in the appropriate spaces so that the reactions could be readily
tabulated and quantified. ~

In question 3, concemning the leader, it was felt that a more meaningful rating
would be given the leader if the conferees considered ftems A through F before
checking the overall rating. This question was designed to prevent a conference
leader’s personality from dominating group reactions.

Question 4 encouraged the conferees 10 suggest any improvements that came to
mind. The optional signature was used so that follow-up discussions with conferees
could be done. In this ASTD summer institute, about half of the conferees signed
their names. With this type of group, the optional signature did not affect the
honesty of their answers, in all probability. It is strongly suggested that unsigned
sheets be used in most in-house meetings, however.

In most cases, a simpler comment sheet is sufficient. Figure 16-2 shows a form
that obtained significant information on reaction and requires minimum time from
participants. This form can be used for each leader. Of particular importance is the

separation of ““subject”” from ‘’leader.”

To evaluate a total program that includes a number of sessions, a final comment
sheet (Fig. 16-3) can provide additional valuable information for improving future
programs. So that “’standards of performance”” can be established for the quality of
instruction, the reactions can conveniently be converted to numerical ratings. For
example, on the forms shown in Figs. 16-2 and 16-3 the following ratings can be
used: excellent = 5, very good = 4, good = 3, fair = 2, and poor = 1. An example
of reactions from 27 participants might be:

@ Ny

@&

_——

10 Excellent 10 X 5 = 50

10 Very good 10 X 4 = 40

5 Good 5X3=15

_1 Fair I X2= 2~

_1 Poor Ix1=_1

27 Total participants 108 Total points

Dividing 108 (total points) by 27 (total participants), we get a rating of 4.
Experience in a particular organization can provide data for the establishment of a
standard of performance for all instructors.

I firmly believe in getting a comment sheet on each subject and each leader. In
the case where the same leader is conducting a series of meetings with the same
group, it may not be necessary to get reactions after each session. In a nine-session
program, for example, it may be sufficient to obtain reactions after the third, sixth,
and ninth sessions. A final comment sheet should also be used to get an evaluation
of the entire program. , . '

It has been emphasized that the form should be designed so that tabulations can

be readily made. In my opinion, too many comment sheets are still being used in .
which the conferees are asked to write in their answers to questions. A form of this

kind makes it very difficult to summarize comments and to determine pattems of
reaction, :

-low to Supplement the Evaluation
of the Conferees

4
At the Management Institute of the University of Wisconsin, sessions are always
evaluated in terms of the reactions of the conferees, Occasionally the coordinator of
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REACTION SHEET

Please give us your frank reactions and comments. They will help us evalyate this program lor possible
improvement in future programs,

Leader Subject Date

1. How do you rate the subject content?

[J Excellent COMMENTS:
{0 Very Good
[0 Good
[ Fair
(J Poor

2. How do you rate the conference leader?

O Excellent COMMENTS:
[J Very Good
0 Good
J Fuir
- O Poor

3, \tht benefits do you feel you got from this session?

[0 New knowledge that is pertinent, .
(J Specific approaches, skills or techniques that { cun apply on the job.
(3 Change of attitude thut will help me in my job.

OTHER:

4. What would have made this session better? (Use other side if necessury.)

Figure 16-2. Reacﬁon form.

the program felt that the group reaction was not a fair evaluation of the
effectiveness of the program. Sometimes the conference leader’s personality made
such an impression on the group that this person received a very high rating, In
other sessions, the conference leader received a low rating because he or she did not
have a dynamic personality. Therefore, some members of the Management
Institute adopted a procedure by which the conference leader was rated by the
Coordinator as well as by the group. The form shown in Fig. 16-4 was used,
This procedure in which the coordinator of the program also evaluates each
"ference leader was also used in an ASTD sumumer institute, It was found that a
-Ordinator’s rating was usually close to the group’s-rating, but in some instances
it varied considerably.
It is suggested that the training director in each company consider this approach,
A trained observer such as the training director or another qualified person would
. “
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FINAL REACTION SHEET

NAME OF PROGRAM DATE

L. How would you rate the overall program?

O Excellent COMMENTS:
[J Very Good

0 Good

O Fair

O Poor

2, To what extent will it help you do a better job for your organization?

(0 Tou large extent
(J To some extent
O Very little

COMMENTS:

3. What were the major benefits you receiveq? (Check as many as you wish,)

[J Helped confirm some of my ideas,

(] Presented new ideas and approaches,

0 Acquainted me with problems and solutions from other companies,
(J Gave me a good chance to look objectively at myself and my job.

Other benefits:

4, How were the meeting facilities, luncheon arrangements, etc?

L) Excellent COMMENTS:
O Very Good
- O Good
0 Fair
J Poor
(OVER)

- ‘Figure 16-3. Flnal reaction sheet.

- fill out an evaluation form independent of the group’s reactions, An analysis of the
‘two would give the best indication of the effectiveness of the program.

Conclusions about Reaction

The first step in the evaluation process is to measure the reactions to training
programs. It is important to determine how people feel about the programs they
attend. Decisions by top management are frequently based on one or two
comments made by people who have attended, A, supervisory training program
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5. What would have improved this progrum?

6. Would you like to attend future programs of a similur nature?

0O Yes —
O No .
[0 Not sure

7. Other comments and suggestions for future programs:

Signature (optional)

—

Figure 16-3. Final reaction sheet (continued),

may be canceled because one superintendent told the plant manager that “this
Program is for the birds.” ' _ ' o

Also, conferees who enjoy a training program are more likely to obtain
maximum benefit from it. According to Spencer, ““for maximum learning you must
have interest and enthusiasm.” In a talk given by Cloyd Steinmetz, of Reynol«%s
Metals and a past president of ASTD, he stressed: “It Is not enough to say, ‘here is
the information, take it?” We must make it interesting and motivate them to want
to take it.” '

To evaluate effectively, training directors should begin by doing a good job of

Measuring the reactions and feelings of people who participate. It is important to do

this in an organized fashion, using written comment sheets which have been
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COORDINATOR'S RATING OF LEADER
Name of leader, : Subject..._

Date

Very much so | Tosome extent | No

A. PREPARATION
1. How well prepared?

2. Preparation geared to group?

B. conpbucting
1. Held interest of group?

2. Was enthusiastic?

3. Used audiovisual aids?

4. Presented material clearly?

3. Helped the group apply the material?

6. Adequately covered subject?

7. Involved the group?

8. Summarized during and at end?

C. CONSTRuCTIVE COMMENTS '
What would you suggest to improve future sessions?

D. ADDITIONAL COMMENTS

-~

Figure 16-4. Leader rating sheet,

designed to obtain the desired reactions. It is also strongly suggested that the form

be so designed that the comments can be tabulated and quantified. In the ‘

experience of the staff of the Management Institute, it is also desirable to have the
coordinator, training director, or another trained observer make his or her own
appraisal of the session in order to supplement the reactions of enrollees. The
combination of these two evaluations is more meaningful than either one by itself,

An instructor who has effectively measured the reactions of conferees and finds
them to be very favorable can feel extremely proud. However, the instructor should
also feel humble because the evaluation measurement has only begun. Even
though he or she has done a good job of measuring the reaction of the group, there
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Step 2: Learning

Ll
It is important to recognize that a favorable reaction to a program does not assiure
. learning. All of us have attended meetings in which the conderence leader or
speaker used enthusiasm, showmanship, visual aids, and illustrations to make a
presentation well accepted by the group. A careful analysis of the subject content
would reveal that the speaker said practically nothing of value—but said it very

‘well. It is also important to recognizé that an unfavorable reaction probably assures
no learning. It takes effort to learn, and “turned-off” participants won't try.

Learning Defined

For the purpose of evaluation, learning is defined as follows: attitudes that were
changed, and knowledge and skills that were learned. It does not include the
on-the-job use of the attitudes, knowledge, and skills. This application will be
discussed later in this chapter in the section on behavior,

Guidelines for Evaluating in Terms
of Learning

Several guidelines should be used in measuring the amount of leéming that takes
place:

1. The leaming of each conferee should be measured so that quantitative results can .
be determined.

2. Abefore-and-after approach should be used so that any learning can be related
to the program.

3. Where practical; a control group (not receiving the training) should be
compared with the experimental group which receives the training.

4. Where practical, the evaluation results should be analyzed statistically so that
leaming can be proved in terms of correlation or level of confidence,

These guidelines indicate that evaluation in terms of leamning is much more
difficult than evaluation in terms of reaction, as described earlier. A knowledge of
Statistics, for example, is desirable. In many cases, the training department will

have to call .on the assistance of a statistician to help plan the evaluation -

Procedures, analyze the data, and interpret the results, .

Suggested Methods

Classroom Performance. It is relatively easy to measure the learning that
takes place in training programs that are teaching skills. The following programs
fall under this category: job instruction training, work simplification, interviewing

S Z/

~~~~~~
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skills, reading improvement, effective speaking, and effective wriing. Classroom
acrivities such as demonstrations, individual performance of the skill being taught,
and discussions following a role-playing situation can be used as evaluation

techniques. The training director can organize these in such a way that he or she.

will obtain a fairly objective evaluation of the learning that is taking place.

For example, in a course that is teaching job instruction training (JIT) to
supervisors, every supervisor will demonstrate in front of the class the skills of JIT.
From their performance, the training director can tell whether the supervisors have
learned the principles of JIT and can use them, at least in a classroom situation. In
a work simplification program, the conferees can be required to fill out a “flow
process chart,” and the training director can determine whether they know how to
do it. In a reading improvement program, the reading speed and comprehension of
the participants can be readily determined by their classroom performance. In an
effective speaking program, each conferee is normally required to give a number of
talks, and an alett training director can evaluate the amount of learning that is
taking place by observing the individual’s successive performances.

Thus in situations like these, an evaluation of the learning can be built into the
program. If it is organized and implemented properly, the training director c¢an
obtain a fairly objective measure of the amount of learning that has taken place. He
or she can set up before-and-after situations in which the conferees demonstrate
whether they know the principles and techniques being taught. In every program,
therefore, where skills of some kind are being taught, the training director should
plan systematic classroom evaluation to measure the learning.

Paper-and-Pencil Tests. Where principles and facts are taught rather than
skills, paper-and-pencil tests can be used. In some cases, standardized tests can be
purchased to measure learning. In other cases, training directors must construct
~ their own. ‘ :

To measure the learning in human relations programs, for example, the
Supervisory Inventory on Human Relations might be used. Sample test iterns are listed
in Fig. 16-5 (answered by circling A for “agree” or DA for “disagree’’).

SUPERVISORY INVENTORY ON HUMAN RELATIONS

1. Anyone is able to do almost any job i he or she tries hard enough. . A DA
2. Intelligence consists of what we've leamed since we were bormn. A DA
3. If 3 supervisor knows all about the work to be done, he or she is

therefore qualified to teach others how to do it. A DA
4. A well-trained working force is a result of maintaining a large training

department. A DA
5, In making a decision, a good supervisor is concerned with his

employees’ feeling about the decision. . A DA
6. The supervisor is closer to his or her employees than to management. A DA
7. The best way to train a new employee is to have him or her watcha

good employee at the job. A DA .
8. Before deciding on the solution to a problem, a list of possible ‘

solutions should be made and compared. A DA
9. A supervisor should be willing to listen to almost anything the

employees want to say. A DA

Copyright © 1983 by D. L. Kirkpatrick. Published by Dr. D. L. Kirkpatrick, 1920 Hawthorne
Drive, Elm Grove, WI 53122. ’

Figure 16-6. Test to measure learning.
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Standardized tests are also available in such areas as communications, time
management, managing change, modern management, and safety. In following the
guidelines that were suggested in the beginning of this chapter,, this kind of
standardized test should be used in the following manner, . '

1. The test should be given to all conferees prior to the program.

2. If pracrical, it should also be given to a control group which is comparable with
the experimental group.

4. After the program is over, the Same test or {ts equivalent should be given to the
conferees and also to the control group. A comparison of pretest and posttest
scores and responses to individual items can then be made. A statistical analysis
of these data will reveal the effectiveness of the program in terms of learning.

One important word of caution is necessary: Unless the test or inventory
accurately covers the material presented, it will not be a valid measure of the
effectiveness of the learning. Frequently a standardized test will cover only part of
the material presented in the course. Therefore, only that part of the course covered
in the inventory is being evaluated. Likewise, if certain items on the inventory are
not being covered, no change in these items can be expected.

Many training directors and others responsible for programs have developed
their own paper-and-pencil tests to measure learning in their programs. For
¢xample, the American Telephone and Telegraph Company incorporated into its
Personal Factors in Management program a short test measuying trainee sensitivity
and empathy. First, each individual was asked to rank, in order of importance, 10
items dealing with human relations. The participants were then assigned to groups
which worked 15 minutes at the task of arriving at a group ranking of the 10
Statements. Following this 15-minute “heated discussion,’” each individual was
asked to complete a short inventory, which included the following questions;

1. a. Were you satisfied with the performance of the group? Yes __No ___
b. How many will say that they were satisfied with the performance of the group?
2. a. Do you feel that the discussion was dominated by two or three members?
Yes  No .. .
b. How many will say that they thought the discussion was dominated by two or
three members?
3. a. Did you have any feelings about the items being ranked that, for some reason, you
felt it wise not to express during the discussion? Yes .__No ___
b. How many will say that they had such feelings?
4. a. Did you talk as often as you wished to in the discussion? Yes .. No ___
b. How many will say that they spoke as often as they wished?

The successive class sessions then attempted to teach each conferee to be more
Sensitive to the feelings and ideas of other people. Later in the course, another
“empathy”’ test was given to see whether there was an increase in sensitivity,

" In Morris A. Savitt’s article entitled I Management Training Worthwhile?”*2 he
described a program that he evaluated. He devised a questionnaire which was given

at the beginning of the program “to determine how much knowledge of manage- -

ment principles and practices the conferees had at the beginning.” At the end of the
10-week program, the same questionnaire was administered to test the progress
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made during the course, This is an example of a questionnaire tailored to 3 specific
program.

Paper-and-pencil tests can be used effectively in measuring the learning tha,
takes place in a training program, It should be emphasized again that the approach
to this kind of evaluation should be systematic and statistically orienteq, A
comparison of before-and-after. Scores and responses can then be made to prove
how much learning has taken place. :

Conclusi_ons about Learning

where the program is aimed at the teaching of skills. Where attitudes, knowledge,
and skills are the objectives of the training program, it js advisable to use 4
paper-and-pencil test, Where suitable standardized tests can be found, it is easier 1o
use them. In many programs, however, it is not possible to find a standardized test,
and training directors must use their skill and ingenuity in devising their owp
- measuring instruments, -

If training directors can prove that their programs have been effective in terms of
learning as well as in terms of reaction, they have objective data to use in selling
future programs and in increasing their status and position in the company,

i

Step 3: Behavior

A personal experience may be the best way of 'introducing this section, When
Joined the: Management Institute of the University of Wisconsin, one of my first
assignments was to sit through a one-week course called “Human Relations for
Foremen and Supervisors.” During the week 1 was particularly impressed by a
foreman named Herman from a Milwaukee company. Whenever a conference
leader asked a question requiring a good understanding of human relations
principles and techniques, Herman was the first one who raised his hand. He had
all the answers in terms of good human relations approaches. I was very much
impressed, and I said to myself, “If I were in industry, I would like to work for a
man like Herman.”

It so happened that I had a first cousin who was working for that company. And
oddly enough Herman was his boss. At my first opportunity, I talked with my -
cousin Jim and asked him about Herman. Jim told me that Herman might know aJ)
the principles and techniques of human relations, but he certainly did not practice
them on the job, He performed like the typical “bull of the woods” and had little

and using them on the job.
Five requirements must be met for change in behavior to occur:
1. Desire to change |
.2, Know-how of what to do and how to do it /
3. The right job climate
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4. Help in applying the classroom learning
5. Rewards for changing behavior

The third requirement refers primarily to the boss of the person being trained. If
he or she established a preventive or-discouraging climate, no change in behavior
Is likely to occur even if the trainee is anxious to change and has acquired the
necessary knowledge and skill. If the climate is neutral or encouraging, the change .
in behavior is apt to take place.

Several guidelines are to be followed in evaluating training programs in texms of
behavioral changes: '

1. A systematic appraisal should be made of on-the-job performance on a before-
and-after basis. . :

2. The appraisal of performance should be made by one or more of the following
groups (the more the better):

a. The person receiving the training

b. The person’s superior or superiors

¢. The person’s subordinates

d. The person’s peers or other people thoroughly familiar with his or her
performance.

3. A statistical analysis should be made to compare performance before and after
and to relate changes to the training program.

4. The posttraining appraisal should be made 3 months or more after the training
so that the trainees have an opportunity to put into practice what they have
learned. Subsequent appraisals may add to the validity of the study.

3. A control group (not receiving the training) should be used.

A “Supervisory Skills” Institute3

At the Management Institute, University of Wisconsin, a 3-day institute called
“Supervisory Skills” was evaluated. The institute covered six topics: order giving,
training employees, appraising employee performance, preventing and handling
grievances, decision making, and initiating change. A questionnaire was completed
by each supervisor who attended the institute to obtain information on the
participant, the company, and the participant’s relationship with his or her

Immediate boss. Specific information was obtained on:

l. The participant: job, experience, education, age, reasons for attending the
program, and what he or she hopes to learn

"2, The company: size, type, and climate for change

3. The panicipaht's boss: years spent as boss, the climate he or she sets for ch'ange,
and involvement in sending the person to the institute

Interviews were conducted with each participant within 2 to 3 months following
the institute, The Interviews were conducted in the participant’s company to obtain
information’ regarding changes In behavior that had taken place on the job. In
addition, interviews were conducted with the participant’s immediate supervisor as
another measure of changes in the participant’s behavior.

Examples of specific questions are shown in Fig. 16-6. In addition to measuring
changes in behavior, an attempt was made to determine what results were
achieved. Questions asked of both the participant and his or her boss are shown in
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Training employees Yes No Not sure

4. Since the supervisor
attended the program, are

his or her new or .
transferred employees
better trained? .
Participant Participant Participant Participant
Training method always usually sornetimes I " never
b. Before the program, who
trained the workers?
¢. Since the program, who '
trained the workers? '
Does Some- Some- :
Progress in training not [ Much| what No | what | Much Don't
effectivess ‘ apply | more | more change | less | Jess know

d. Since the program, if
someone else trains the
employees, has the
supervisor become more
observant and taken a more
active interest in the '
training process?

e. Since the program, if the
supervisor trains the
employees, is he or she
making more of an effort in
seeing that the employees
are well trained?

[ Since the program, is the
supervisor more inclined to
be patient while training?

4. Since the program, while
teaching an operation, js
the supervisor asking for
more questions to ensure
understanding?

h. Since the program, is the
. Supervisor better prepared
" to teach?

i Since the program, is the
supervisor doing ‘more
follow-up to check the
trainees’ progress?

Figure 16-6, Examples of supervisor interview questions in Kirkpatrick study.
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Fig. 16-7. Although the design of the evaluation was relatively simple, it provided
data to indicate that significant changes in both behavior and results were.achieved.

Conclusions about Behavior

The future of training directors and their programs depends to a large extent on

their effectiveness. To determine effectiveness, attempts should be made to measure-
in objective terms. Measuring changes in behavior resulting from training programs «

involves a very complicated procedure. But it is worthwhile if training programs are
going to increase in effectiveness and their benefits are to be made clear to top
management. '

It is obvious that very few training directors have the background, skill, and time
to engage in extensive evaluations. It is therefore frequently necessary to call on
industrial psychologists, research people, and consultants for advice and help.

Step 4: Results

The objectives of most training programs can be stated in terms of results such as
reduced turnover, reduced costs, improved efficiency, reduction in grievances,
Ancrease in quality and quantity of production, or improved morale. From an
“evaluation standpoint, it would be best to evaluate training programs directly in
terms of results desired. There are, however, so many complicating factors that it is
-extremely difficult, if not impossible, to evaluate certain kinds of programs in terms
of results. Therefore, it is recommended that training directors evaluate in terms of
‘reaction, learning, and behavior first and then consider results. -

Certain kinds of training programs, though, are relatively easy to evaluate in
‘terms of results. For example, in teaching clerical personnel to do a more effective
typing job, you can measure the number of words per minute on a before-and-after
basis, If you are trying to reduce grievances in your plant, you can measure the
number of grievances before and after the training program. If you are attempting
to reduce accidents, a before-and-after measure can be made. But a word of
caution: A difficulty in the evaluation of training is evident at the outset, technically
called “’the separation of variables”; that is, how much of the improvement is due
10 training as compared to other factors? This is the problem that makes it very
difficult to measure results that can be attributed directly to a specific training
" program. - :

A “Cost-Reduction” Institute

A number of years ago, two graduate students at the University of Wisconsin
altempted to measure the results of a cost-reduction institute conducted by the
Management Institute. Two techniques were used. The first was to conduct depth
interviews with some of the supervisors who had attended the course and with
their immediate superiors. The other technique was to mail questionnaires to the
emaining enrollees and their supervisors. Following is a brief summary of that

study:
Depth Interviews

Interview with Trainees

1. Have you been able to reduce costs in the few weeks that you have béen back
on the job?
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1. To what extent has the program improved the supervisor's working relationship with his boss?

(3 Toalarge extent
O To some extent
(O No change

(O Made it worse

2. Since the program, how much two-way communication has taken place between the
participant and his subordinates? . '

Much more
Somewhat more
No change
Somewhat less
Much less

Don’t know

odoooo

3. Since the program, is the participant taking a more active interest in employees?

- Much more
Somewhat more
No change
-Somewhat less
Much less
Don't kniow

ooooao

Figure 16-7. Interview questions for supervisor and boss in Kirkpatrick study.

" Replies: 13 — Yes
" 3—No
2 — Noncommittal or evasive
N 1 — Failed to answer

2. How? What were the estimated savings? Different types of replies indicated that
the 13 people who said they had made cost reductions had done so in different
areas. But their ideas stemmed directly from the program, according to these
trainees. -

Interview with Superiors. " Eight of the cost-reduction actions described by the
trainees were confirmed by the immediate superior, and these superiors estimated
total savings to be from $15,000 to $21,000 per year. The specific ideas that were

“"used were described by superiors as well as by the trainees, :
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4. On an overall basis, to what extent has the supervisor's job behavior
changed since the program?

. Much Somewhat No Somewhat Much Don’t
Supervisory Areas Better - Better Change Worse  Worse Know

. Order Glving

. Training

Decision Making

. Initiating Change

. Appraising Employee Performance

Preventing and Handling Grievances

. Attitude toward Job

FTIRIMIoe a0 ot s

. Attitude toward Subordinates

-

Attitude toward Management

wy

+ In regerd to the following results, what changes have been noticed since the participant’s
attendance in the program? '

Much Somewhat No Somewhat Much  Don't
Performance Bench Marks Better  Better Change Worse  Worse Know

Quantity of Production

Quality of Production

Safety

Housekeeping

Employee Attitudes and Morale

Employee Attendance

wmje iR s|s

Employee Promptness

. Employee Turnover

—

Figure 16.7. Interview questions for supervisor and boss in Kirkpatrick study (continued).

Mailed Questionnaires. Questionnaires were mailed to those trainees who
were not contacted personally. The results on the questionnaire were not nearly as
specific and useful as the ones obtained by personal interview. The study concluded
that it is probably better to use the personal interview rather than a questionnaire
1o measure results from this type of program.

Conclusions about Results ‘

The evaluation of training programs in terms of “results” is progressing at a very
slow rate. Where the objectives of training programs are as specific as the reduction
of accidents, the reduction of grievances, and the reduction of costs, we find that a
Number of attempts have been made. In a few of them, the researchers have
attempted to segregate factors other than training which might have had an effect.
In most cases, the measure on a before-and-after basis has been diregtly attribu.ted
to the training ‘even though other factors might have been influential. An article

@
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called “Evaluating Training Programs: Evidence vs. Proof” describes a philosophy
and approach that are appropriate for most programs,

Summary

One purpose of this chapter is to stimulate training people 1o take a penetrating

look at evaluarjon, Their own future and the future of their programs depends to
a large extent on their ability to evaluate and use evaluation results,

Another objective has been to clarify the meaning of evaluation, By breaking it
down into reaction, learning, behavior, and results, the training professional can
begin to do something about it and can gradually progress from a simple subjective
reaction sheet to g research design thar measures tangible resuls,

Articles on evaluation will continue to appear in the Training ang Development
Journal and other magazines. Some of these articles are well worth studying
because they describe effective principles, procedures, and methods of evaluation,

This chapter has not provided the answers to the training director's problem of
evaluation. It hag attempted to provide an understanding of principles and
methods. Better understanding will come from continued study of new principles
and methods that aye described in articles written in professional Journals, Needless
to say, skill in using proper evaluation methods can come only with practice.
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EVALUATION

REACTION SHEET

Please give us your broad reactions and comments: They will help us evaluate this
program for possible improvement in future programs.

Leader: Student: Date:

1. How do you rate the Subject Content?
() Excellent COMMENTS:
() Very Good
() Good
() Fair
() Poor

2. How do you rate the Conference Leader?

() Excellent COMMENTS:
() Very Good

() Good

() Fair

() Poor

3. What benefits do you feel you got from this session?
[ ] New knowledge that is pertinent
[ ] Specific approaches, skills, techniques that I can apply on the job
[ ] Change of attitude that will help me on my job

[] Other

What would have made this session better? (Use other side if necessary)

Figure 16:2 Reaction Form
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CRITICAL INCIDENT PROCESS

DEFINITION ~ A crisis situation is deliberately created in the midst of a
group learning experience (course, workshop, conference, etc.), which the
group or an individual becomes responsible to handle. As they work toward
solution, additional information in bits and pleces about the situation is
glven to them a number of times which influences their subséquent actions.
At the completion of their handling the situation, an analysls and evalua-
tion of the group's behavior is conducted.

CRITICAL INCIDENT SEQUENCE

You are in the midst of an inservice education conference on "Designing
Learning for Adults." The next step in the process 1s that many learning
techniques will be conducted live by the facilitators. These techniques
will be used in concert with the needs of the learners in this conference.
However, at the moment this 18 to take place, the facilitators have been
called home and are unable to complete their work with the participants.
How are you as a group going to organize yourselves to manage and respond
to this crisis?

15 minuteé later.

The word has come that one each of your bosses will be attending this
program at 1l A.M., Friday, February 24 and want to experience what you
have learned thus far in this conference. What will you as a group do to
prepare yourselves to conduct this learning experience with their partici-

Eatiqn?

15 minutes later.

The word has now come that your boasses will use this learning experience
you will conduct with them as a basis to evaluate you and possibly recommend
a salary adjustment ox continuing employment.

Make your final preparations for their arrival. Then be ready to conduct
the learning experilence.




CASE METHOD - Information regarding a real life situation is presented to

the group members, who analyze all the aspects of the situation and offer

an alternative or solution.

CASE:

The current University Extension Inservice Education Conference

list was provided to extension professionals. Designing Learning for

Adults is one conference you elected to attend. You received a general

outline of the csnference. The topics of how adults learn, principles‘
of design, and techniques for conducting adult learning are included.
Given the facts that only part of the conference has been conducted,'
you will have opportunity to design or redesign one of your educational
programs and have it critiqued by supportive colleagues. Please
respond to the following:

- What are the strengthé thus far in the program?

- What elements do you hope will be included in the remainder of

the program?



THE MODERN PRACTICE
OF ADULT EDUCATION

From Pedagogy to Andragogy
REVISED AND UPDATED

Malcoim S. Knowles

Large Meetings

The large meeting is without doubt the one most widely used format for potential
learning—defining “large meeting” as any assembly, regardless of number of people
involved, in which the basic relationship is between platform and audience, Think of
all the large meetings taking place this minute across the country—in the form of
lecture sessions in schools and universities, congregational meetings in churches,
weekly or monthly luncheon or dinner meetings of fraternal, civic, and professional
associations, membership meetings of labor unions and voluntary associations, staff
meetings in industrial concerns, government agencies, and hospitals, and meetings of
dozens of other kinds, If it were possible to tally the total attendance at all such
meetings fn the course of a year, the figure would no doubt turn out to be several times
the total population of the country, since each of us attends many large meetings each
year. But I purposely qualify this method as a potential format for learning because I
am convinced that relatively few of these meetings as they are now conducted produce
much learning, Most of them consist simply of stereotypic speeches, occasionally with
a formal question-and-answer period that usually falls flat,

I think that this is a situation that exists principally because the planners of large
meetings don’t have a good theory of large meetings, and that therefore it is a situation
which could easily be remedied by the promulgation of an educational theory of large
meetings. Accordingly, I should like to present a theory of large meetings as a format
for adult learning,

Theory of Large Meetings

The basic premise of this theory is that the educative quality of a large meeting is
directly a function of the quantity and quality of interaction in the meeting, This is to
say, bluntly, that the more and better the interaction among the various elements of a
large meeting, the greater the learning is likely to be. The second premise of the theory
is that there are three loci or fields in which interaction can be manipulated; 1) the
platform itself, 2) the audience itself, and 3) the relationship between platform and
audience. Let us examine the possibilities of each in turn,

()
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Interaction on the platform and between the platform and the audience is at its
lowest ebb with a single speaker or film:

B
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Lecture + Film + Audiovisual Presentation

The quantity of interaction on the platform (and, it is hoped, the quality, too, with
good planning and coaching) can be moved up a notch by introducing a blackboard,
flip chart, filmstrip, or some other visual aid for the speaker to interact with, Note,
however, that the interaction between the platform and audience is not itself affected:
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The interaction strictly on the platform can be moved up a further notch by

introducing one other person, so that two people are interacting before the audience in
debate, dialogue, or interview:

:I:
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Debate + Dialogue * Interview

A

A next-higher level of interaction can be achieved by introducing two or more
additional people to the platform in a symposium (series of statements), panel discus-
- sion, group interview, dramatic presentation, or demonstration:

O+O{ J=-0=0
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Symposium « Panel + Group Interview » Dramatic Fresentation
(Role Playing, Skit, Demonstration, etc.)

So far, the interaction between the platform and the audience and among the
members of the audience has remained constant,

Interaction between the platform and the audience is at its first level up from
passive with the invitation to the audience to ask questions of the speaker or other
platform resources, as illustrated in the case of multiple platform personalities: *
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Symposium « Panel » Group Interview « Dramatic Presentation
(Role Players, Skit, Demonstration) with questions from audience
directed through chairman or directly to panel members, etc.

A still-higher level of interaction between the platform and the audience may be
achieved by bringing representatives of the audience onto the platform to serve as
reaction or watchdog teams. An audience-reaction team is asked simply to listen to the
Presentation and then to give their reactions either in a series of statements or through
panel discussion., A watchdog team is asked to listen for language or concepts they
think members of the audience might not fully understand, and to interrupt the pre-
sentation at any time and ask for clarification. To the extent that the people selected to
serve on the panels are truly representative of the main characteristics of the audience
(age, occupation, special interests, sex, geography), to that extent will the audience
psychologically identify with the interaction on the platform:
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Audience Reactlon or Watchdog Teams

T,

;N
™

NN
_|i§

g/

f



148 THE MODERN PRACTICE OF ADULT EDUCATION

Interaction among the members of the audience (which, incidentally, also further
increases the interaction between the platform and audience) can be promoted in
several ways, The audience can be asked to pair into groups of two, or get into a triad
of three, or form buzz groups of from four to six persons without moving from their
seats and perform any of several functlons: 1) before presentation, they can be asked to
identify problems or raise questions they would like the speaker to talk about, thus in
effect outlining the speech for the presenter (which I refer to as an “inductive lec-
ture”); 2) before a presentation the audience can be divided into four geographical
sections and be asked to serve as “listening teams” —one section to listen to the presen-
tation for points requiring clarification, another for points with which they disagree,
another for points they wish to have elaborated on, and the fourth for problems of
practical application they wish discussed. After the presentation, the teams are asked

*to “buzz” for a few minutes to pool their thinking about the points they want raised
and select a spokesperson; then the spokespersons are called on to present the ques-
tions or issues to the speaker; 3) following a presentation, the audience can be asked to
form buzz groups to discuss for a few minutes how they are going to apply the informa-
tion contained in the presentation, and then a sample of the audience can be called on
to report the ideas generated in the discussions.

Probably the highest level of interaction between all elements of a large meeting

can be achieved by not having predetermined platform personalities at all, but by
having the audience meet in separate rooms as work groups or committees to work on
some common assignment and then come together in a meeting hall, with spokespeo-
ple for the groups (or a sample of them) going to the platform to report and pool their
findings. The most effective device for accomplishing this composite reporting is not a
series of separate reports, but an “inquiring reporter” interviewing the spokespersons
as a group and polling the audience by a show of hands on issues and conflicts arising
from the interview. '
This optimal interaction pattern is portrayed graphically as follows:

Triads

Buzz Groups Discussion Groups
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LISTENING TEAMS

DEFINITION - Three to five members in each of a number of groups in an
audience listen for pre-determined specific categories of things in the
presentation (lecture, film, etc.)., After this each group generates those
different categories of questions to be askeq and responded to, one at a

time in turn, by the presenter, who 1s knowledgable in the subject presented.

CATEGORIES OF QUESTIONS

1. What points in the presentation need to be clarified?

2. What are points in the presentation with which you disagree and/or
would like to take issue? |

3. What points in the .presentation do you wish to h;ve elaborated on?

4. What problems of practical application of the material from the

presentation do you wish to have discussed?

SEQUENCE

- Presentation
~ Teams asked to "BUZZ" for a few minutes to pool their thinking about

the points they want raised

Each team select a gpokesperson

I

Spokespersons are called on to present, one at a time, the questions or
issues to the speaker,

- Speaker responds till all questions or issues are exhausted,



AUDIENCE PARTICIPATION

TECHNIQUE - GROUP INTERVIEW FORUM

—

Opinions and facts are glven spontaneously by a group of persons
selected from the audience and interviewed. Questions asked relate

to any aspect of the Previous presentation: the content and/or

the process. Questilons prepared by a designated person-or spontaneous

from the audience or leader.

Subsequently, the remainder of the aud;ence 1s asked to form small
buzz groups to discuss for a few minutes how they are going to apply
the information contained in the presentation and the first group's

response.

Buzz groups select a spokesperson,

A sample of the spokespersons from the buzz groups can be called

on to report the ideas generated in the discussions.
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GUIDELINES FOR USING EDUCATIONAL TECHNIQUES

1. How does your selection and use of a particular educational technique
fit into your understanding of the way people learn or change (learning
theory)?

2. What position does this educationa
learning objectives toward which
experience (learning design)?

1 technique hold in the context of
you are working in this educational

3. What immediate and observable needs d

oes this educational technique
meet at this time with these particip

ants (specific relevance)?



SUPPLEMENTARY ADDITIONAL MATERIALS
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