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ABSTRACT

céﬁt reséarch in educational practice has
ied and empha$ized the value of connecting school
Llum to the pe:sonal experiences of the‘students,
be effécti&e, learners must posséss a collection of
Lé experiencéé the teacher éan_connect new léarnings
‘the baseline experiepcés are iacking, the

tor dould choose to‘q?eateva classr60m experience
Liéh to build additional 1earnings. The problem then

how he or she‘éaniéreaté‘thoéeveXperiences,‘given'
1 resources‘bfvtime, money(,and space.’This project
a specific bluepring‘which can be‘usedvfor the

of experiential learning lessons, describes

specific categories of experiential learning activities,

- and ex

value ¢

»lores the scientific research whichﬂexplains the

»f these activities.
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| THE NEED TO CREATE CLASSROOM EXPERIENCES

Orle day, as T was working in the teachers’ lounge at

1tﬁéisé£ v : . .

v‘éqiieag
| tﬁ%ewfa

':fand‘éol
;Obviqus
| her fad
e&ént h

- extreme

b'o#hér s
.;wéiting
. ‘_Ha‘r‘pevr
draw‘a

_knbw/zt
the cit
- herveYe

“Look,a

) H\\M

ior high school where T an employed, one of my

ues stomped into the room in obvious indignation,
iédliééfi@h;éﬁbstudeﬁﬁfdraWin§s 6n #ﬂe¥erk.tabié;; 
iépéed’iﬁtbla:éhai£ ac?6ss’théJtéﬁievffdm ﬁé}I}

lonverwhelméd;fshe s1umpeduin her,seat ahd,buriedgr

.e'in:herhhands.'WQW}3I tHQﬁght to myéelf},WhateVer_

ad:jﬁSﬁ ﬁraﬁépirédﬁiﬁ hef éléésrodm.mus£ ha§e_béén  
1&1frustraﬁiﬁgyfofbhgr; ‘

y students,"_game‘the.muffled e#asperatianffém’the',
idé éf her hanas;:§afeis¢ ;aé&.” Aﬁd withéﬁt‘v

for my response she explained, “We're reading

Léé’s Eo1kiiiwéiﬁéékin§5i#d,.anaii,askéd‘thém_to i
éiqtﬁre{§f ﬁ#e h§ﬁé Fh§vﬁwéll fémiiyUiivesin5 YOur ’-
he characters who live in the house at the edge of
Y dﬁmp;%i #néQ.,$héunéo§érea.hef face énd_rélled 
é»HeannWar§:1§Weii}? sﬁevannéuncedwith‘anngyéhcéé‘

t‘thése”dréwings! Juét:lodk‘a; them!vbisgraCeful!‘




Théééﬂkids aiqﬁ(tiQanﬁi#§f§#£T6ﬁ£ftﬁ¢ éf?¢f§;€§ d?éWvfhe:;
: EWelif$"§#@b;{g$ t£égfjus#:arégrpiﬁtUrés df;éishack‘béside‘f
- a:ﬁumpstéf; Anduﬁ§$tefl ng;kﬁow; like ﬁﬁe_kind¥Y6@ fiﬁdf.‘
"vih~a§ér;méﬁt ¢§mp1é¥e$;f:Ciééfij iﬁéenééd} éhe £h;ewvhé£‘ f>x
haﬁds ﬁp iﬁ{thefaif‘aﬁddéélérgd; “Wh5£ a:éhéﬁefglwaé;¢ ;
Of,gédd aft sﬁﬁpliég.f 
‘Iféxaﬁined}théjdﬁéWingsiShélhédthrdwn éﬁ»tﬁe té£ié;
:Thefeithey‘wéré;.Shéék5‘ahd»dﬁﬁpéteié}fﬁuét iikeféhe‘éaid,' :
ph p§Qé aftef'pégé;*Colbieé;penéiléa Of,maéiéfmafkeied".“ 
) cafdbéérd éheiters?bﬁQ§Péd'iikeleéh;tO(s'nextsﬁqme#aiic--
v}gray dﬁmp§ﬁ§f§wO§¢ffloWiﬁ§jwiﬁh garbagé’and‘tra§h;'Andi‘f':
almoét evérprictdfefshowedfajlittle'row of‘brighﬁ%red:f;
fiowersfsﬁroﬁtingfffém}thé asphalt craéks»dr in a néarby f:
'.plahtihguged},iikéitﬁeVfIbWérs”MaYEIIa ﬁWéli hédvbl;nfédh
 iﬁ‘fré#ﬁZof hérvjﬁ£k§$rd h§mé;.iheY h$dn{£ ﬁissea‘tﬁét 
v-aii—iﬁpérpanﬁ'aétéii,ﬁﬁén;théy/aﬁfééd}ﬁhat'qhaptér;" ;'
| I ,-iqéked up from the pictures to hér"i:.:at:e_,. N
COuntenancé;vygutthWiméhy}éf ybur,students ﬂa§é éQer
": éctuaily 5eenvto theﬁdﬁmp?4ii askéd_hé?; “Maybef f5f‘thesé

students, the dumpster at the apartment complex is the sum




total of their experience of 'dump-ness.’” A look of

surprise spread over'her fagé. “These picturésﬂaren’t‘the

products of lazy students,” Ijgent1yrasserted) “these

drawings are théanSt.Visual representation that your kids

could come up with, given their own experience and

understanding of dump-ness, which is different than that

described in Harper’Lee’s book.” After re-examining the

drawings, my colleague conceded this could be true.

Good teachers recognize how crucial it is to connect

curriculum to the personal experiences of students, but

the learner must possess a hook of baseline experiences

the teacher can hang new learnings onto. Otherwise, the

‘new concepts fall to the floor and lie there, inert.

For example, I was once teaching a group of students

to format disks to be used on computers. I compared a

formatted disk to a vinyl record. “A vinyl record is

separated into sections,” I pointed out, “and each section

represents one song. When you look at the record, you can

see where each new song begins. When you format a disk,

you are

creating sections on the disk that are like the



.~ sections on a vinyl record.” It’s a simple analogy, and

“5oﬁe~thé£:maKQSTsense, ifnyq_anWfWhaE é vin§lffécprd;isﬁ

But my students, whose exposure to recorded music is

’fCQmpfisédiof;cassétteéfand CD’s, didn't have;a ¢1ue:whatﬁi  

was ta

lking about. Because the students did not possess a

'baSéliné'experience7wi£thinjiﬁféédta$fliehéd~n0'héékft§f~ "

_ hang,my'diék?fdrmattingmahalbgy\bntof;and sd thé c6ncépt”I:5

wanted

‘can do

to*cbmmuniCaté’Qét“drqpped;

_When a missed connection like this occurs, a teacher =

one ofitWO'things;TThe first"WOuld:bé'té7éréatéfaf'

new analogy, based on some experience the students do -

possess. Look for another hobk,fsoftb‘speak;7For’examp1e;

1in tea
“just h

withou

ihing my'studéntsvaboﬁt formatting a diékL I could
ave easily comparéd'the'Unformétted diskﬂtofa ¢1osét' »

£ Shelves{_an& that formatting~the,disk-is like.‘.

building shelves inside the closet;‘Férmatting'¢reatesi'

sectio

It's £

‘than i

in. Th

ns On‘ﬁhe‘diSR_uPéh which infdfmation-dén“be‘stofed.
ar mdre ¢bnvenient tQ;organi2e'material on shelves
tﬂis.to just‘dpenwupfthe”chSet doorfand throw stuff

e same is true for information stored on a computer
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 experie

‘possess

hdmé. R
;he clsa
the stL
“record
Hang my

Cc
" hooks i
should
hardly
trip tc
Wdﬁmp—r
experie

novel 1

‘inée most stgaents poésessrah experieﬁce of clésetsv
lves;'they can chné¢t:tQ this analogy:
Lvsecbnd strategy‘wogld be«ﬁo-eplargevthe.stﬁdeﬁts;
xnéeé‘tovi'ncluo'vl‘e‘*‘Viﬁj}lﬁrecsrd—hess.” instiii"

a étack‘of vinyl £éC§rdsénd a.récord'piéyeiin my
.elatiVely eaéi1y I:co@ld transport.these'items to_
Lssroombfor'a deﬁ§h$t#ééi§n; thereby,éreating fo
idents the.expériénCé bf ﬁviﬁylvrecord;#ess? and
lfplayeffnéss” ;4%thé necesséfy hook‘upbh which to

, original.diskfférmétting aﬁ§l§gy;_

nstructing gXperiences for'ﬁhé'pufpo$e1of creating
s.highly desirable,,albéit‘noﬁ”aiw;yslfeésible,’and;
be designed with gréatlﬁhought énd care. I would
recommend to my cblléagué:that she Qfganiie_a.field

the dump‘to eXpand3hér students’ awareness of

less.” Rather, an excursion which would produce

nces much more crucial tovthe‘understanding_of the

small t

Crow 1la

o Kill a MOckingbird would be an expedition to a

own in Alabama during the late 1940's, when Jim

ws were at their héight. But a field trip like that




e i i S o 3
| Unguestionsbly, any piece of literature used in the
 classroom. pOtentlal 1y could span time cons lntOthepast
ér'thé fﬁtﬁré; éxpaﬁd:to'gldbai q;,inté£$£é1;5ffsettih§§;fﬁf

»encomp@sé_§ véét;$¥ray §£fdi§éf$éL¢ﬁltﬁre§; £éai §£ j;
| inasingd, and explore a myriad of sophisticated concepts
- <‘>r’v bhil OS:QVPhZie‘iS NatUral ly, én‘:veﬂ unl ifrii.ﬁ.ed‘;'»béfamé'ﬁe‘#é?‘ o

~ such as these, creating some hooks is going to be crucial =

to‘Students’”uﬁae?S&éﬁdiﬁgfhbutfﬁq;dd'éo,is going/tdlbé_ff]fﬁi,,,“

'__vefy difficult.xS§ theQessentia1iqueStidﬁ[is;\wheh'the- ;7,f'
tégéhérghasidetérminédtthét;thémbest”Wéy"tpfdemonstfate a
chosen concept is to construct an experience to create a

_ hook, how can he or she create those experiences, given

.~ the limited resources of time, money, and space in the

’"1@claSSrQom? Theig§élv§fithis‘¢ﬁfti¢u1ﬁmfpfbjéqtfis Eo*°”"

- produce some ideas and usable lesson plans in answer to -

this question. = .
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In this thesis, Chapters Two to Five present a review

of the literature related tcpexperiential education.

Chapter Two furnishes a definiticn of the termiand the
scientific research.which'justifies this instructional
approach. Chapter;Threeiektends the literature.review by
discussing some-eXamplesofisuccessful experientiali
learning activities ntilized in-current‘practice. Chapter
Four detaiisva specific blueprint whichvcanbe used fcr
the design of experiential learning‘iessons; this
'blueprint is a composite ofvideas‘gleaned from the
literature review.‘Chapter Five describeSVSpecific
categories of experiential learning activities Which were
mentioned in the‘literature readings, and_scientific
research which explains the Value-ofkthe,activities.
Chapter Six discusses the implications and concinsions
derived from the review cf~the literature. Chapter Seven
i presents the feedback offered by the readers of this
paper. Finaily, the appendixbintroduces some sample
experientiai learning iessons which follow thevblueprintb

for lesson design outlined in Chapter Four and show the




categories of the Specific’learning activities in

application.
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"?? 'CHAPTERfTWO  R

A REVIEW OF THE LITERATURE

Lg revééls_é-cOﬁéidefableidiééuésion §njthe,;f*
Lﬁce'of conﬁéctip§‘what_ﬁhe £§aéhér:is a§iﬁg invthé
.Bmitofthe persphél:experiéﬁcés the 1earﬁér al:éadyfl
'és€ This ié aa¢5ﬁ9§bt'i émbréCe Wholehea#tedly. But
:pé ¢f‘thié,£hésis;goéé beyond:thatidea,ﬂlt
iélthe,ééncept‘thdg tﬁe‘delibééate“and‘Cérefﬁi:'
rationofileérhing exﬁériénées“iéja-necessary'éndV:
lémehtgofTteachihg, bécause sUch leégning H
nces serveéévthejesSéntiai and indié?énsab1é

g blocks---ox haske-——fox additional knowledge.
Ch:aﬁ 6?¢h¢$t¥ationf0f éXperienée»is'what.ﬁas‘beenv~'”
expe;ientgél 1¢4;piﬁggor5¢gp¢riéntiaiﬁeduagtion.'
ﬁesé-ﬁérmg‘arévofteﬁ ﬁé¢dft5 1db¢l f§rméi_§r6Q¥éms"f
on-the-job training programs, internships,
\ﬁm, $ffée#§i§évléa?niﬁéé théﬁtérms_Ca@ aistbéﬁ ,v
4. to incluae less formal educhtionsl experisndes or

s, as ldng'as they cah1be‘ref1é¢ted’upon,and‘:
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Teacher
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ways of

Ur
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facts,

skills|

‘mimeti

red ae e 1ea£ning strategy (Washbourn,ﬁl996, p. 12-
1ethervformal‘or informal, the goal of experiential
lon is designed to provide stUdenﬁs ample

mities to 1earn by doing, rather than to»ingest
busly fhe.knowiedge of others.”In experiential

on, “Students make discoveries and experiment with
lge themselves;instead of hearing or reading about’
beriences of others" (Kraft and Sakofs, 1988).

s orchestrate experiences that “take information

2

page and the chalkboard and bring it to life in

1ds of students” (Caine and Caine, 1994, p. 115)..

1its also reflect on their experiences, ﬁhus

ping new skille, new attitudes, and new theories,er
thinking” (Kraft and Sekofs; 1988) .

1derstanding the true value of experiential

lon requires a redefinition of knowledge. Up until
Y., learning has been defined as the memorization of
formulas, procedures, theorems, and other specific

“Traditionally, learning has been thought to be a

¢’ activity, a process that involves students

10




repeatil

reports
p. 15).
episten

Plato ¢
knowled
fixed i
“eternec

Plato-1

acquisi

but the

kind of

such le

believi

(p. 4).

of info

connect

ng, or miming? nery:presented‘informatiqn... in
5 dr on qUizzes aﬁd:testS? (Bfooks'ahd‘Brboké, 1993,
Qu;_¢ﬁ1;uré isbgﬁill hegvily iﬁflﬁehced by this
no0logy, whiéh historically dates all the way back to
nd his philésophy of learning. Plato said that trué
lge means the mastery and memorization 6f certain
deas, formulas, and procedures---what hé calls
11 forms” (Seeman, 1988, p. 28). Traditional,
‘nspired learning eXercises Qenerally fostér the
tion of isolated and unrelated facts and skills,
34 1ea§e studénts unable to assemble them into any
COherént structure,'Cainevand‘Caine (1994) say
arnihg “...is like looking at the moon and
ng that we have'understood the solar system”
Students may successfully memorize bits and pieces

rmation, but to focus on the parts.without

ing them in some way to the whole leaves students

ill-equipped to genuinely comprehend the “big picture.”

Fu

styles

rthermore, an over-reliance on mimetic learning

often renders students incapable of transferring

11




knowledge from one situation to another, says Howard

Gardner - (Brandt, 1993, jo R 4)g’He expresses concern for

students who can demonstrate an ability to function well

on pencil and paper tests, but who do not demonstrate a

genuine undefstanding of the concepts being tested

sufficiently enough to transfer thém to new”situations.

Gardner says, “Most schools have fallen into a pattern of

gi,ving

kids exercises and drills that result in their

getting answers on'tests‘that look like underétanding.,

It’'s what I call the ‘correct answer compromise’; students

read a

text, they take a test; ahd;eVerybody agrees that

if they say a certain thing'it’ll be counted as

understanding. But the findingé'of cognitive research over

“the pas

do not

That i

in one

st 20-30 years are really quite compelling: students
understand, in the most basic sense of that term.
5, they lack the capacity to take knowledge learned

setting and apply it_appropriatély in a different

setting” (Brandt, 1993}vp; 4).

have personally observed this in my classroom. On

‘one occasion, my sophomore Language Arts students were .

12




'Watching,the video‘Fiddler‘on‘the'ROOf.’This was an

éxpansibn’of,theAplayf“Tevya and~tﬁé First Daughter” which
we had-read frém.their ;extboqk, and Was bart of a
thematic unit on‘;he'felatiénships bétﬁéen’parents and
”children. In‘the film,_Tevya’s daughtéf:TZeitleannouncés
that she and her boyfriend, Méttle; héVéngiVen each other
their pledge to mérry.;TevYaVSays;v“They’velgiven each
'otherbtheif pledge? Unheard of! Unthinkébleb” and
‘repeatedly exprés;és his shoéked diSapprové}. On watching
‘thié;“sevéfa1 of mﬁistﬁdents turned to me and aSked(‘
“What’s a pledgeé”ll was‘amaZed that:they didn’t know the .
meaniné ofvthis simple,.one—syllable wérd,éépeciaily
since théY»recite The'Piedgé ovaliegianée:eﬁeiyvday,'and
have.aone sb‘fof ményFYéarsf-Obviously, they could not
conhect thé»meéniﬁg»bf this bi§ota1 word Which they utter
daily to the same word being qSed in the video. The Pledgeb
of Allegiance constitutéd for'them merei& a paragr&ph of.
rote mémorization; it contained névﬁeaﬁiﬁg. If one of thé
signposts of ﬁrue 1éa?ning;is theiabiiity_tdvtranéfer

information or skills from one situation to another

13
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cannot
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F
teachi
'aetual

assert

(1989) |

facts
predet
things
Langer
things
uncond
mindle
truth,
for co
world
(Lange

become

riately, then’it seems cleaf;that tfue;learning

be achievedksolely by rote'memorization of facts in
ion.

urthermore, an over—reiiance on‘traditional mimetic
ng’strategies'for“prolonged,periods ef time may

iy inhibit students“futufe capacities_for»learning,
S Harvard Professor of-Peychology Ellen J. Langer
She says that‘whenvteachersipresent a set of fi#ed
and information, in a ene—track_pursuit of one
ermined outeome,"we are‘training students to view
in only one way. We are fostering inflexibility.
}contends that the style of education that presenne
single-mindedly generally presents‘things‘
itionaliy as well. “This approach encourages

ssness. If something is presented as.an accepted
alternative ways ofvthinking-de not evenvcome up
nsideration. Such a'single—minded way of viewing the
can generalizeito virtually eVerything we do”

r, 1989, p. 35). Under these conditions,vpeople,nay

fixed_in their waye~ef thinking, and neglect to or

14




refuse:

mindset
~student

Si

~surviva

-

on an 3
‘Apollo
e#ceile
onra-mi
‘equipme
déwnla]
tneir-t
excursion mndulé (LEM).‘Before:long, dangerous levels of
carbon
the ast
LEM wer
and a !
days. I

LEM fa:

filters

fd‘éonéia;iféité;nagiﬁééi'Tb promote this myopic
Whgn‘Weiknnwﬂbéttér;iSiéfgravé disservice to our
S.

ngle—minaed thinking‘méy‘also be é threat to

1. Sometimes inrnriéis‘situations,»surﬁival depénds
bility to consider alternéti&es,.Thé 1995 movie 
13, which is basedlon antrné stofy, demdnstrates,an
nt exampleiof this. Inithe movie, three astronauté
'ssion to the moén experience malfunctioning

nt in theif~épa¢e shuttle. To compensate, they shut
1 systems on their command'moduie'and relocated

:emporary‘liVing‘quarters to the adjoining lunar

dioxidé on the“LEM’were endangering the lives of
;ronauts. Carbon_dioxide filters deéigned for the
‘e intended td service‘two astronauts fot-only one
ialf‘dayS, instead of three astronautéifor four
&ttempts»to use the command moduie filters in the
1led when it waé discovered the command’mbdule

~

=

were square and the LEM filters were round. The

15




task wsa

using c

s to make a square filter fit a round aperture,

nly a pile of léftdver spacecraft supplies. “I

" don’t care what it was-désigned to‘do,”fdeclares one -

 charact

the thr
altérna
;FQrtgnE
astrona
life.

To
noné of
 life-th

frequen

er, “I care aboﬁﬁ Whét it can do.ﬁ’TheHSUrViVal of
‘ee men on board depended on the ability‘to;consider'
Lﬁiveé;‘inflexibility'cpuld‘haVé proved deadly.
tely, a workable sblﬁtion waé fouﬁd and the

uts’ lives were saved, in the video and in real

be sure, this is an extreme.example, and hopefully
our students will ever find themselves. in such a
lreatening situationg However, in life everyone must

tly face and overcome problems of varying degrees

of difficulty———problem¥solving»is a part of our every day

existen

and in

is an e

underes

brain.

ce, in the home, on the job, in social contexts,
a crisis---and an ability to consider alternatives

ssentialvcomponent of problem-solving.

Additionally, an over-reliance on mimetic activity

timates the vast and varied capacities of the

Mimetic activity is but one of the many

16




'SOphisticated processes of Whiéh fhé'human brain ;s
Capable, “Almost‘iQnOredqisfthevimmense capacity of the
brain to deal with andinatan£ly rémémbér-the moment4to;
»moment events that*éonstitune life‘experienée,” (Caine
and Calne( 1994,vp1_4); Traditional'teachingfteéhniqnés dQ .
‘not efﬁéativeiy capitalize'upon the nrainfs'innate"
‘ predilectian toaaeafChfar how_thinga nake senée;‘t§;sgan
‘far common panterns and rélatianahins, to inteérataa
, sénsorybinpup,,or_to exﬁfadt meaning ffdm e#pefiénce. To
=ausé'the brain’s inherent capacities;to the'gréateén
'“advantagé; teaching stratégies_ﬁﬁéf‘ﬁocus»anjfinaing the 
kbést wafS,ta capitalize;on_thase brain functions.‘?éachers
must useistratégies“thafido'moré than emphasizé mimetic‘>
,actiniay; théy-nu9t7orchesfraté educatiOnal’expériences
that minévstudents; prior knowieageiand experienCes;-and 
'éffeétively integrate théSe witnmeaningfnl‘new learning
_exberiéncesf Teachers must;fhelp‘laarners‘to‘internalizé
and reshapa; or;transform; new informatioh,f»(BroOks and
Brooks;1993, p- 15),f“Transf0fmation occurSfthrath-thé'v

creatian»of}new understandings. Deep understanding_

17




occurs when the presence'of new information prompts the

emergence or enhancement of cognitive structures that

enable us to rethink prior ideas” (Brooks and,Brooks,

1993, p.

It

15).

is clearly evident when students have not

competently achieved this transformation, this deep

understanding. I have heard many'of my fellow Language

Arts teachers lament that although'students have been able

to identify the correct answer on a worksheet presenting

grammar

skills in isolation, those same students’ writing

often does not reflect an internalization of those grammar

rules.
realize
tutorial
teaching
is the «
‘meaningi
| worksheets, but also becausé the supervised révision
approacl

1. allows students to integrate the ideas_they are

trying t

rhrough trial and error, many teachers have come to
that supervised revision of written Work using a

l approach is a much more powerful strategy for

y grammar than worksheets. This is becausevnot only
rontent of studeﬁts' writing apt to be more

Ful to the learner than “drill—and—kill”

0 express with the grammar rules necessary for

18




effecti

Ve communication.'simply stated, supervised

revision is better at fostering the integration of the old .

and the new. Many teachers of other disciplines have

reported that this‘phenomehonnis.evidént in their content

areas,

controv

mock trx

not as

too. For most students, reading an account of a
rersial lawsuit is not as meaningful as conducting a
ial. Studying a diagram of the anatomy of a frog is

meaningful as dissecting'a»frog.vRéading_a driver’s

education manual is not as meaningful as practice behind

‘the wheel. And so on.

Human beings are not only capable of the

transformation I am describing,'but they need and they

crave cpportunities‘to achieve this. Most learning is

practical,'purposeful, and self-directed. We learn about

things
things
reason

we beli

that interest us, and “..;generally speaking,
interest us for one of two reasons. The first
is functional and pragmatic. We learn about things

eve we need to know in order to achieve important

goals like staying alive, attracting a mate, staving off

enemies or earning respect. The second reason is more

19




personas

we alre

of self.

implies

meaning
- Experie
desirak
learner
importa
brain’s
importa
-comply

Ac

meaning

_disting

1. We ieern‘ebouf those things that build on what

eadyvknow andkthat contribute'to our growing sense -
In both cases learning is supported by and

a cognitive system\thet is meaning based and

drivenf (Curley endjWhittaker, 1996, p. 15).
ntial edUCation'is'significant, effectiVe, and

le because it is an epproach that addresses the

's conscious desire to create meaning; Most

ntly, it is an approach‘thar acknowledges the human
rules forvmeeningfuldlearniog and emphasizes the

nce of orchestratihg learning experiences that

with those rules.

cording to Caine and Cainev(l994), to orchestrate
ful learning experiences, it is important to

uish between the two types'of knowledge: surface

knowled

ge and meaningful knoWledge; They define surface

knowledge as the memorization of facts and procedures---

the mim

it is i

importa

etic activity described above---and they admit that
mbortant to do a certain amount of this. More

nt, though, is what they call meaningful knowledge,

20




- defined as anything that makes sense to the learner (Caine

and Calné, 1994,‘p.‘7). As mentioned above, meaningful

knowledge involves such mental‘functions,as 5canning for

common

input,

patterns and relationships, integrating sensory

and extracting significance from experience.

Opportunities for constructing meaningful knowledge must

be the

major thrust in curriculum design, because such

designs encourage theibraih to use and develop its innate

mental

functions. '“;..Understanding a subject-results

from perceiving relationships. The brain is designed as a

pattern detector. Our function as educators is to provide

students with the sorté‘of experiences that énable them to

perceive the patterns” (Caine and'Caine, 1994, p. 7).

Due to recent extensive research, neurologists have

been able to discover some understandings about how the

“brain perceives and records such interconnected patterns.

~As exp

“result

lained'by Caine and Caihé (l994), deep meaning 

s from the interaction of two networking cdgnitive

‘systems housed within the braini the locale system and thé

* taxon

system.'The,locale sYstem_records and preserves a

21




minute-
localev
shifts
qonte#t
constit
'is cons
princip

togethe

(p. 47).

Th
game on
- by two
man, an
comment
the pla
and acc

pitch i

ball: orx

color c

informa

by-minute reéord of physinogiéal ékperiencé, Thé
system mustdcépe with cqntinuousvand‘inS£antaneoué
in éontext_aﬁd'must simultaneOusi&vrégister the

in its_entirety.iThe taxon systeﬁ holdé'the
uent parts frbm'whicﬁ the'meaning of the experience
tructed.‘The locale:System makés use of the

ies of the faxén,sy5tem, and both systems work

r to analyze experience and generate meaning

ink of it thié‘way. If you arevwatching é béseball
_televiSionL chances are the game is being narfated
announcers: the first is known as thé play—byfplay 
d the secondrié usuallyfcalledithe:“color”

ator. As thevplayers-pitch, bat;:rﬁn),énd éatch,'
v-by-play man is'instantaneouély proViding a ciear
urate déscriétion»of each event.<Hevtells us if thev
s a fast ball ér a cﬁrve ball;-if theibitch‘is a

a s;rikew %f thé»hit-is a fair bali or a foul. The
6mﬁe§ta;q£;>ﬁéaﬁﬁhiie; is pfoviding background N

tion on the players[;callihg up statiStiCs such as

22



batting,averages and numbér“Of home runs hit this season,
reporting on the team’s‘Current standing in the league,
-and updating us on the standings of the other teams in the

league. With the cerdinatéd assistance of both reporters,

the baéeball “ekperience?vis being simultaneously
recorded, intérpreted, ahd analyzed. The l@calevand the
~taxon systems function as a coordinated team in very muéh 
the same way. The locale system functions as the play-by-
play reporter, and the taXon $ystem'serves as the “color”
‘commentator. With the two syétgmé working together, our
moment+rto-moment life expérienées are being simultaneously
recorded, interpreted; and analyéed. Just as the play-by-

play man and the color comméntator work to construct

meaning out of thé game, so; too, do the locale system and
the taxon systém wOfk to construct’meaning out of 1life
experirnce.

According to Caine and Caine (1994)( one of the moSt
important functions of the locale'system is “indexing, "
which is the ability to instantly cal; Up‘vérious

fragments of information related to a pérticular subject

23




stored

throughout the taxon system. Indexing will be swift

and efficient if there many strong connections (p. 47).

 ’Experiential education is an excellent way to form‘strong

and multiple conﬁections. Lynnell Hancoék'(1996,fp. 59)

‘describes an example of this: “Angles and dimensions are

better

-undefstood if children chuck their work sheets and

rbuild a complex model to scale. The smell of the'glﬁe

enters

memory through one sensory system, the touch of the

wood blocks. another, the'sight of the finished model still

another. The brain then creates a multidimensional mental

‘model

A\Y But , 4

of the experience---one easier to retrieve” (p. 59).

caution Caine and Caine (1994), “if the strength

and complexity of the connections is inadequate,

information can only be called up in limited ways, and in

ways that are very inflexible” (p. 47). This explains, at

the physiologidal level, what is happening when students

have memorized a formula or a rule, but cannot put it into

application.

A}

theref

A preliminary definition of meaningful learning,

Jre,lréfers to stdrage of items that have so many
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connect
accesse

Caine,

n

then, s
these r
activit
senses,
achiéve

Wk

various

‘process

to that

" from st
identic

experie

".Therefc

fragmer
learnir
ambigui

by prog

.ions{ and,are’ofsuéhiquality,»ﬁhat’théy can be
ad‘gppfébfiately iﬁ unexpected contexté;g (Caine and .
1994; p. 47)77dhe‘6f our majbr goals‘as'teachers,
héuld>be to strengthéﬁthe'number.ahdvcomblékity of
Leurolégical;connécgions. Expériential éducation
ies which»simultaﬁeouslyiengage the studehtfs
cognitiVe fuﬁétions?ipﬁySiology, and,emotiohs can .
) thisvgoél;,  ‘
1ile inaexing aliows students to rapidly call up
.fragﬁéﬁts of stored sensofy.da;a;cognitivély
that daté)vaq@.aqcessig@qtiohai responses relatiﬁg
data, the réCaliéabfrégmehﬁs‘will_of couréé differ
.udentAtorstudent. Né%tﬁ6 indiViduals, not even
:alvtwins, posséss the same'éxéct‘setuéf life
Qndes;_thought procesées,‘or emdtiohal responses.
re, the_nUmber{ strength,.and complexity of indexed
1ts canhot be'prediéted,-nor can thebresults of the
;g‘experiende‘be éontrolled. This creates an
ty which,iS‘generally;nbtvappreciated or tolerated

onents of the;traditiénalvPlatonic épistemology,

s




 Criti¢s'prefé£"£hqt‘éducatiohal"pféétiﬁighe£str?;;fiétf"‘
rthémgelveé tofschélaéfié éﬁdeévors Whi§h:résgltyin;énly
oneiright'ansWQIL{§u¢h’as“2+2:45;éndﬁﬁe&tére §eﬁeré1;y}; '
suspiéloﬁs.of;edﬁéétidﬁal"éracﬁigeégthétnérejmoyéiéﬁéh% 
ended>fthaﬁvéliéW}er"mbré ﬁhéﬁ o5éf§Qésibié;énswe£A dr1v
vthat po§s§s$ acEebEéb1e ;éspbnéés thaﬁvéte affeé£ive.§r;;
:sﬁﬁjeétive;*‘, |
| bThié very”ambigﬁity is'a.pivotai,fedtuféqf
‘_:experientigi eéucétign; préciSélyfpébauééfitiénébleskv
».ét#déﬁt$ t§1cbﬁst?uctf£héichwﬁ;meaningﬁfrqm biéhestraﬁéd‘¥"“
7éxpe#iehcéég'This éppfééchiéékﬁcwiédéeégfhaﬁfeaéhgstudént 
éﬁtérs thefciéssronxwitﬁ-hiqur‘ﬁér.oWn ihdiVidual‘ideaSk_n
beiiéﬁS{ 6pini§ns)f?ersbhaillééfniﬁg’styléé}'pridriﬁ“'
.geﬁpériehééé, éhdfsoéioecbﬁbmiqiba&kgféﬁﬁas;‘becauSéfof.’ri‘
, thls, nOStudent Wlllrespond toaclaserOm experlen ce in !
a predi ctableway ‘and no two studentswlll ,",'resp‘cnd. to e

‘éonteht in exactly the same way. ﬁindiVidualé’Create érig; SR

éonééfuétjﬁheirfdwh hewfuﬁdérstandings or knowledge

1through.tﬁéfﬁﬁféraCtién.df what they1alfeédy know and

: bélié%é"éﬁdvﬁhé”idééé}féVenﬁs,fand;acﬁiVities_with'whichfﬂ
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éltérne
"physiée
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,;indiyié
'"St%?§?1
' ;“Wﬁ;t7§
experi

There i

- experie

(Curley

teacher

- and exg

(=

(Abdal-Hagq, 1998, p. 1). Therefore,

Sﬁe7i§ ¢ontact;
e e e e
;tiVe;intéfpretaﬁionéf%ﬁéilé#le“Cbﬁcé?n;ngvﬁhé -
11*éhafacteriéfibéi§f ﬁhé aEtua;i§itu§t%§§;,ahd‘fhéf*
ions of other people wio might be involved in that
1g;e£p¢§ienéé;jog£°w$:ia?igfgnfambigﬁ¢ﬁgf¢ﬁé{in,} 
hers are few right or wrong answers” (Short and
‘19911 p;7i7x{?" |

Lvéq,thaﬁ’égudeﬁﬁs* ﬁrid;fkn5w1é§géfiﬁflﬁenqésphéif _""
ual inﬁegérétations cf ﬁew¢1e$rning'expegiénceg,jiﬁs‘““
t§ %ea$§nftha#f£§¢.reveféelﬁoﬁld aisQ be trﬁé;f“{f }Q.-
jg?kﬁ@ﬁy’bélié§ég éﬁd7§§iué c6l6fs what?Wé §
aﬁéé}Vcéﬁvefsélygvﬁn&e¥ thé'?ight:¢ohditioﬁé; Whé?f&f‘
ariengéiﬁéaifiés whét Wevkﬁow[:beligﬁéiépd §a1ué;
;5 ;"éohétéptiiptéféétion.beﬁﬁéénpmembfy;énd_
:ﬁqe-that;hggdsian;importanéfiesSpﬁ;forfteachérsk.'
’§t Qﬁfégéiiis‘£§ introdﬁ¢é student£?£§ ﬁewfidéés;‘j"L
>é?i¢ﬁ¢331f£§ipflﬁéhée ﬁhe ways iﬁWhiéh'they tﬁiﬁk '

nd understand their world. In order to do this.




‘:’effecti

E student
 ideas a

chance

reduced.

opportu

between

-ways of

assert
(1991)
that st
andvcul
inside
the pla
which t
curricu
forward

As
indispe

must va

Vely, teachers'mﬁsﬁ tap into‘the existing world
s.have aiready constructed{“If teachers preSeht_:
nd information discbnnedted from.that‘wotld, the
Qf‘fostering meahingful-leafnin§ is substantially
“Effeétive teachers provide powerfui 1earning’
niﬁies‘for their étudents by créating a bfidge
 What their’students’kﬁow-aﬁd believe and the new
thinking that their’disciblines have to foer,"
Curley and Wﬁittakér (1996, p. 15).. Short and Burke
agree. They say, “The knowledge aﬁd understanding
udents already have about life come.from the sgqial
turai communities in which they live and‘learﬁ both
and outside of school. These understandings form
tform upon which they currently étand and from |
hey will launch themselves into the future. The
lum then must always be connected to as well as go
frqﬁ students’ life experiénces”'(p.‘34~35).
ffof the affective domain, emotional responses are
nsable to the learning process. As‘teachers, we

lidate students’ feelings just as much as we
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validate their individuéi,ideas, beliefs, opinions,

personal learning styles; prior experiences, and

socioeconomic backgrounds. Recognizing the importance of

emotions not only values the learner, but also values the

learning«process.,“We-must:COnsider-notvonly7thé truth—_' 

value of prdpositions“but«the apprbpriateness of feelings

as well,” (Seeman, 1988, p. 29). §The_StUdent’stsubjective 

ComméntS‘may not be a digression_but‘may instead contain -

some important truths about the issue at haﬁd,“f(Séeman,

1988, p. 29). Seeman asserts that since feelings are often

‘critical to understanding and functioning successfﬁlly_in

the workplace———aﬁd ivwouldvadd the cléssroom;\thevhomei

in factivéVéryWhere in the world the student goes---some

knowlédge may be emOtionai, nonVerbal( even nonlogical

(Seeman, 1988, p,-29). This knowledge matters. Imagine a

vlife.thhout"emdtions; such a life would be quite

colorless, stale, sterile. Learning experiences devoid of

emotional significance would be the same. Emotions give a

sense Vitality_and authentiCity to everything we do and
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think. Feelings, far from being irrelevant, contribuﬁe to
and nourish the learning process.

" There is empirical évidencg'to‘sgpport the inclusion
of the affective domains in curricﬁluﬁ’design. Scientific
research reveals that within thé brain, the primary,
centefs of emotion are housed in thé.limbic‘system. The
limbic systeﬁ includes the amygdala, an almqnd—Shaped
gahglion adjoiningthe‘temporalilobé which is important in
Ehe‘association of evéntslwith'emotioh'(Caine and‘Cainé,'
1994, p. 62). Theamygdala.is'in-éharge of all our
‘emotional memories. “Whenever in£ormation“is'received by
the brain, the amygdala fi1ters:i£‘forvémotionéi céntent;
If the perCepfiop_has some emqtionai coﬁtepﬁ, then:thé"
amygdala précesseé that‘memoiyf,(Sprenger;;1998).

The limbic system also incluaés_fhe hiQp§campus, a
Pbrtioh:of the cerebral éortewihiCh;deals with 10caie
"memOfy‘(Caine andFCaine,:1994, p. 62). The hippocampus
does not fﬁﬁctioﬁvés §3repositoryfdf'the memories
vtheﬁééiveé,bbﬁ£ féthér’as'é édrter and cataioéer of

memories '(Sprenger},1998). More specifically, “The
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hippocar

informa

ﬁpus appears torreceive‘internally geherated

tion from the septal and other areas and externally

generated information from sensory syétems projecting to
nearby transitional corﬁicalvéreas” (Cainé”and Caihe,
1994, pl.62) .

Simply stated,'thé limbic system goVernS‘bothvthe
doﬁainé of‘emotioh énd memory, ana this suggests that,‘in
a neurdlpgigal‘way, cohcepts and emotions are inéxt;icabiy

interco

nnected. “This means more thanvthatvthey_just

influence each other. It meanslthat none qf the
_ingredients that we dealeith in educatién;:such,as
concepts andvemotions and‘behaViors,'is separate. They
influence and shépe eéch other” (Cainé‘and Caing,v19§4,v
p. 63). |

This research, then,_ackﬁbwledgesvthe impértan¢éaOf
the affective qualities of experiential lea?niﬁg;:fbr it'{

indicates that for a student to truly learn a concept, all

of the

incorpc

‘have a

elements that give the concept_meaning must be
>rated into the learning experience. “Pédplé must

way to relate to the subject in terms of what is
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persona
~ the emo

drives.

ignore

we depr

11y important,;and this means écknowledgiﬁg both
tional iméact and‘their'deeply,held needs and
our emotionslare intégral”to learning. When we
the emotional components of any subjectAwe teach,

ive students of meaningfulness” (Caine and Caine,

1994, p. 64).
Al
experie

methodology within the teaching éommunity. Shifting to

though brain‘reséarchvsupportslthe effectiveness of

ntial education, there is some opposition to this

brain-based teaching methods challenges educators to re-

evaluatle and restructure their répertoire of teaching
strateg
are based on the Platonic episﬁémdlogy, with‘miﬁetic
‘exercis
to expe
use noﬁ
uﬁfamil
iknowlédge discgssed abbvé; thiévféfévéluatioﬁ and  1
restruc

to serve as a catalyst for true learning.

32

ies. Remember that‘traditional‘teachingwpractices

es the predominant activity. In many CaséS’Shifting
riential learning strategies requiresfteachefS“tQ‘;g
traditional teaching methodS'with which they may be

iar or uncomfortable. But given thé”redefinition of

turing is absolufelyﬁessentia17if;thé'endeavor is



~ According to the philosophy of experiential

© educatipn, students are more than just empty receptacles
;’ihtbgwhich‘théﬁteachef,pQurs-prédigéstéd féctsgar; f »;}g'W

.fbrm‘.ilas . ,Stuvdérité‘; are {.mo:re'.:thaﬁv,.ajv'uSt,‘ f‘—”e'g"irgita,ﬁbfs; of B

lnformatlon . The recall ‘iéfr ’v.f‘»’?"c:tsf and -vﬁformi'%lias»_-él_fibuljaf nOt

be the end-product, but rather the means to an end.

' formulss with past experience and orchestrated experience

in otdef”that thé2,m§§Fd$_;ﬁéirgow¢ digés;iﬁg aha f'3:f3

pasgvexperience”éﬁé,agfggeﬁsA@eaFim§ gen¢rate an increased
awarenass in the minds of the students, and furthermore it
nust be perceived, comprehended, and interpreted by the

‘its affective significance. Gardnmer agrees. In his

.1..iﬁtér&3éw;with Bfandt%;ﬁéhsaysif“Whéngyouive)ehCOﬁﬁtéreaaixu:#J_

 an ides in your own way and brought your own thinking to

,,bearL :hefidea»béccméS mUCh;moré‘aﬁpa?tﬁof‘YOU:gItiisﬁ7t  ? |

. something that you read about from 3 o’clock to 3:15 and .




then'fc

1993, p.

TG

rget; it’'s a part of your own experienCe?,(Brandt}

6) . This is the essence of genuine learning.

accomplish this, the téacher mﬁst be adept at

sifting through students’ prior knowledge to find relevant

experiences to use as building blocké, and then

success

purpose

teachern

respons
words,

it. Thi

fully build ﬁpbn that prior khoWledge with new(

2fully designed orchestrated experiences. The

must be attentive,

perceptive, sensitive, and

ive to students’ updated understandings. In other

the teacher must follow the class as well as lead

s 1is especially important because each group of

students possesses different experiences, and therefore

requires different orchestrated experiences than any othér

group the teacher has'wbrkedeith} “One can certainly

underst

the class, to have to take

and the resistance to teaching this way. To follow

teaching techniques almost

diffiCL

by maki

1t than the control

ng the class f0110W:

Nevertheless, teachers who

thes,'to haﬁe to formulate

on théfspot,:ié much more

an instructor usually acqﬁires
hin’ (Seeman, 1988, p. 30).

wish td'cultivate'genuine
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learning must‘be Willing te enbraceiteadhing stfategies
that are conSiStent'Qith that“gpal.

Furthermore,‘although designing curficnlum and'
teaching for meaningful knoWledée‘is cleariy preferable,
educators attempﬁing‘ﬁp_dovso faCe a manr dilemma. Thisi
- dilemma is that almost all testing and evaluation that
occurs in schools cufrently‘is intended to_assess the
acquisition 6f surface knowledge;'l've already mentioned
that Gardner’s objection-no the “correct answer
‘compromise” is thaﬁ such tests do not measure true
learning, because of the student’e inability to transfer
vknowledge tq newisituationsi(Brandt, 1993, p. 4) . What‘
Garaner is Suggeeting, and what othef experts in the field
have expressed outright, is that such tests do not measnre_
meaningful knowledgefvStudents-may be,abie no seefe high
on tests and:evaluaﬁions:by7temporarily menorizing‘and‘“
recalling'isolatedbfactS'and‘bits ef information without
actually achieving deep—leVel‘understanding,JWithouﬁ'
vachieving the cognitive tfansfofmationicharacteristic of

meaningful knowledge. Fernlund (1995) points out that




“...néw”knOwledge‘can be memorizedvbyistudéntslgut it is
not intégrated into~their coﬁceptuél framewqus; If the
teacher‘givés_the test quibkly'enough} test résults:may‘
give the appearance that learning has takenvplace‘wheh, in-1
fact, theré‘has been no intégration of the old éﬁd ﬁew,
and the new is quickly forgotten” (p. 47).

Testihg and évaluation insﬁruments currently being
used generally do not require students to demonstrate sﬁch
integrationf There is an over—emphasis on testing for
Surfaée knowledge and an almost total absence of testing
for meaningful knowledge. It stands to réasqh that if
_teacpers are going to shift froﬁ teaching techniques that
focus‘cn surface knowiedge to techniques that engender
meaningful knowledge, similar shifts are neceSséry in at
least some of the testing ahd evaluation instruments to be
used. “Testing and evaluation will have to accommodate
creativity andfdpen—endedness, as well as measure
requisite and specifiable pérformance” (Caine and Caine,

(1994, p. 8).

36




Cr
difficu
personé
‘assessi
- measure
respons
‘can be
chbidé
cufrent
...part
determi
particu
or syll
materia
activit
emergin
particu
assessn

invite

itiCs of-experientialeducatioﬁ complain that it is
1t to evéluate'léarnipgiwhéh,the outcomes can be so -
l'and so Qériéd; they‘béinﬁlqut the difficulty in
ng the éffective domain; they;doubtﬂanveffecﬁive
ment can be devisea ﬁo appraise open-ended -

es. Competent assesSment Of:ékperientiél education
done, but it cannot be"done with the multiple

test format,‘avtraditioﬁal asééésment»tééhnique

ly heavily“favored in schools. “Tests,

icularlY'mﬁltipiefchoice tests, are structured to

ne whether,studénté’knéw informatidn felated to av
laﬁ-bédy of knowlédge?—;uSuélly a_cufriculum guide
abus. The foCus is outward, not inward, on

.1, not personél construétions... Authehtic

vies (tasks and problems already relevant or of

g relevance to étudénts)>also,re1ate to a
lar body of knOWledge,»but”rather,than’structuring-

ient around specific bits of information, they

students to eXhibit‘what they have internalized and

learned through applicétion" (Brooks and Brooks, 1993,

37




.faretmbre'accuréte and‘authénti¢7£haﬁ tr§ditiona1fmetﬁbdsliu_f_‘~

96-9

7). Clearly, then, updated assessment tools which =

must be devised to measure the kindfof‘learning that] ";” 

 results from experiential learning activities.

' Newmann and Wehlage (1993) have a plan for this. They

outline three criteria for measuring authentic

instruction---a Eérm3they'uéé7to?distihguishﬂbetWeen

‘achievement that is significant and meaningful and that

- which is trivial and useless---and these criteria can be

extended to cover eXperiéhtia17edubation; The first

criteria isfthatzStudentsvmust bonstruétnmeanihg and

ipfoduéeVRnOWledgé}fthe_Sécoﬁd»Critéfiavié,thgtIStudénts 5;;ff"‘

must,uSe,disciplihédfiﬁquiryftofcqﬁstruct meaning;‘and”théf

" third Criteria‘iscthat Studéntsﬂmﬁs; aim‘their'workv‘“:"

“toward production of discourse, products, and

perféfﬁ
" school? (p
B v

experie

in her

ances that have value or meaning beyond success in

Lis‘éritéfia”can béfapplied to an example of :'
ential»iﬁstructiOn.Ehataifhavefééen'éﬁcolleaguevuSé

sophomore classroom. The lesson was related to an




| excerpt from Thor Heyerdahl's autobiography Kon-Tiki which

- described part of this Norwegian explorer’'s adventures

. during

selecti

was ask

vely-constructed raft. After they read the

bn;ithevétﬁdenﬁéfWéféhdiViﬁédlintb_pairs f-"7

ed to draw a diagram of a raft. Using such things

' 'as popsickle sticks, bamboo shish-ka-bob skewers, string,

"“.;ahd‘liﬁéﬁjfabriéhfthé{Sfuéénté Weféfaskea;tQ;buildjéfﬁqdeifff'

- version of their diagramed raft. It took one day for the

~ students to draw their diagrams and about three days for =

’ ,them1£bfbﬁild.theiifréﬁtSEyThéﬁ-the~téacher]brought iﬁ;§‘”*

H'sﬁallr

plééti¢'SWimmingﬁprl:WHiCB he£”studén£é”setﬁupvéha f ‘

””~filled,Withfwater“éqtéidégthé?qlassrooﬁ;:The:t¢AChet“é$ked"‘

her étudénté,td”téstgtﬁéfriréftsHer,“seaWOfthihesS.” In

?7-¢;her W6rd$[?ddéé‘ifﬁfloat? FihéllY}rthe studehtsv;

f,conducted’ban rac¢sfto'seéfWHiCh]raftsaébuld_reaqhithe:uf?  

other side of the pool first. To propel the rafts,

studént§ created‘tidal;wdﬁéé in theﬁpopls'and faﬁnéd,théa

‘sails to‘simulatefwind;fShe*followéd theéefactiVitiéS with"

two assessment assignments. The first was a reflective -

CiEe

an exploratory voyage across the Pacific Ocean ona =~



writing assignment, in which the students recorded what
they had learned from the activity. The second was an .
original newspaper articie or phéto essay about the
activity. The class selected the newspaper article and the
photo essay which they‘felt were the best, énd the téacher ,‘
submitted them to the school newspaper and the'local press
to consider for publication.
This activity meéts the three criteria of authentic
assessment. The students produced knowledge of how to
design‘and construct a raft, even if it was on a small
scale; | students used disciplined inquiry to construct
meaning by testing the rafts to see if they‘would"float
and by propelling the rafts to see if they could
successfully traverse an expanse of water; and the
students aimed their work toward the production of a
product that had value beyond success in school, that is,
for publication in the newspaper.

" . But the teacher must be careful when organizing
experiences of this kind. There must be a clear purpOSe

- for the orchestrated experience. “The truly authentic
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'teachér's:claserOm'isn’t distingﬁished by clévef gimmicks o

or cute prpjects;'Instead;jit'svdistinguished:in'

differences in the approéchytaken5ﬁoﬂléarning” (Cronin,

11996, p. 74). Reading and discussing the concepts of boat-

building and‘séa—wo;thiness is a ngd'start;‘but_it was

only through the orchestrated eXperienée”organiZed'by'the

teacher that students were ablevto'buiidﬁon their prior

knowledge”of rafts by actuallY'designingvand cdnstructing,'

a raft

. It was only through the expériencé of testing

their rafts for viability and‘durability,in'Simulatéd

oceanic conditions that students were able to learn an

appreciation for seaworthiness. The orchestrated

experie

“nce built on prior knowledge and extended that

knowledge to include Heyerdahl’é unique experiment.

-authent

Cronin (1996) offers further criteria for assessing

cic learning. He says the experience is meaningful

if “students are motivated, they’'re doing good work, their

work i

5 judged by realéworld'standards, and they/rewb

working on real-world problems that don’t‘always haveijust

one ri

ght answer” (p. 74). In the Kon-Tiki example,
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’Studénté eﬁjoyedbthejaétiﬁity and were‘mbfivated, és
reported by the teacher. Théy‘did'gon wOrk;'in‘theISénsé4«~’
‘tha; they made a pian}avdi%gfam}'and completed‘the’
building of theirvraff according to their plan. Real-world
standardsvwere satisfied in the respect that-in the real
world we expect a faft to float. If it does, iﬁbhas met
the real-world standard. And there is more than‘ohe way to
construct a raft that floats, so there waé”room/for mére
than one right answer. Furthermore, in preparing their
newspaper articles and photo essays, and in judging which
products were to be submitted to the press, fhe students
used reél—world standardé for publication.

Science teachers Sandra Schnitzer and Bob Legge from
Aurora, Colorado, offer additional strategies for
assessment. Schnitzer (1993) describes the frustration she

experienced when her students seemed unable to use

previous learning to new situations, a phenomena I've
discussed earlier in this paper. Specifically, she asked

herself, “Why couldn’t they do tasks that required them to
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 teaching them ‘the thinking p2
~ order to use the knovledge.

~ Regional Educati

~which

 comparisc

induct

She says she realized one’

o work with The Mid-Continent

“(MQRelY é§sessm§ﬁt_m6délf{ j'

classification, structural analysis, supported

ion, supported deduction, error analysis, =

 _{¢§n§tquting‘sﬁppbftﬁQQXténding;ﬁdeciSiéh,ﬁéking,3 f;¥Hfa7

- Havesy

igation, systems analysis, problem solving,

‘,géxperiméntai;inquirYp and‘inveﬁtiopp(thnitZ§rv?1§9§;ffg |

'7 f SheHin¢§fPoratéd,Qne‘Of;thé;éomﬁléﬁ;thihkiﬁg 3"[fff.»”"-“"

‘proces
,%;Shé}sa
. de§igﬁ
their

“‘incorp

. ;’..
ses, decision making, into a lesson she designed.

vs she and her partner, Bob Legge, attempted to

a task that would allow students to demonstrate

biotechnical knowledge and simultaneously

orate the complex thinking process of decision

aYAFhat‘éhé'st‘ﬁéﬁl .ii:§ f7”
,sséssthqtfﬁhéyknégdéd;iﬁﬁ f;$?:“”

ad acquired” (Schnitzer. =~

identitiss fourteen complex thinking processes:



making!

sharing

She reported that, “Instead of just collectiﬁg and

y factual information with their classmates,

students needed to synthesize‘what they had learned,

integre

that de

ate it into the form of a decision, and then justify

scision to others” (Schnitzer, 1993, p. 35).

Schnitzer and Legge used the McRel assessment model to

evaluat
meet Cz

Ex
activit
of conc
exhibit
mural,
showing
another
to demc
informa
innovat

cl

works i

~

e their students, but aspects of the assignment
~onin’s assessment criteria as well.
ramples of assessments for experiential learning

ies include: projects which demonstrate application

epts, formulas, theories, etc.; simulations;

ions; performances; reflective essays; creating a
a dance, or a rap to re—present‘information; or

I, explaining( or teaching the concept or skill to
- person. Any assessment tool which allows students
nstrate how ﬁhey have assimilated presented

.tion, and how they can use these new learnings in
ive and creative ways is valid.

early, then, when the unique way in which the brain

s taken into consideration, the value of
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‘éxperiential edﬁcation’is strongly‘éupported;fMaﬁy'astUtek
and talented educators in various sﬁbject areas afe_l

already using experientiai learning in their ClasérOOms'in
some very éXCiting and produétive ways. The next chapter V

of this paper will describe some of them.
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- CHAPTER THREE

EXPERIENTIAL EDUCATION IN PRACTICE

Across the disciplines, examples of teachers -

~employing experiential education téchniqués are evident.

The fo

ilowing are but a few examp1es;

One of the most intensive uses of experiential

learning is evident in’the Foxfire épprqach'to téachingf’

based

author
Dewéy.
Labora
Chicag
educat
starte
Ybung

innate
commun
(Tanne
precep

center

ONn educatidhal principles;expréssed;by philosopher;{j
) schéol'administratbr, énd curriculﬁm_reforme¥'Johh -
Dewey was the fdﬁnder and»édministrétpf of a

Eory School ﬁnder thé:auépices df-the UniVersity of
> from 1896 to 1904, and formed much of his

ional philoséphy dﬁringvﬁhdse yeérs theré. He

d with an idea for'a”curriculum that built upon

children’s natural talents fbr imagination and their

iimpulses to consﬁruct thihQS}'tofexpiore, and to
icatelwith others,ab¢ﬁt,what they»héve fQund
r;]i999;'p;.6351'oﬁe of beweyfs.ﬁbst;devéutly—held-
ts Qés thaEvthé'stgdéﬁt shouldabé‘§i§§¢d aﬁ'the_

of learning experiences, with thevteacherlﬂ” '
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functioning as the learner’s facilitator and guide, even a
co-learner, in the learning process. Over half a century
ago, he asserted that “all genuine education comes through
experience” (Dewey, as quoted by Starnes, 1999, p. 1).

This precept, and many other principles espoused by
Dewey, have been incorporated into the Foxfire program.
Originally, the Foxfire program was established to teach
basic English skills to high school freshmen in
Appalachian Georgia. To this end, the students were asked
to produce first a magazine, and later a series of books,
recording Appalachian life, folk ways, and traditions. It
wasn'’'t until twenty years later that the teaching
approach, the philosophy and practices, which were uséd in
the program became highlighted and praised by educati#n
reformers (Teets and Starnes, 1996, p. 31). The ;
effectiveness of the Foxfire approach has been so widely
recognized that in 1998, the Foxfire program was
recognized as one of the models for the federal

Comprehensive School Reform Demonstration program,

Northwest Regional Educational Laboratory (Starnes, 1999,
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p. 3).|0One of the fundamentalvtenets‘of the Foxfire

| approaeh_is that the»most'powerful learning takes place
when students are actively engaged.inthe learning
process, a philosophy which confirms the validity of
experiential education. |

Another ekample of experiential education in practice
is fouﬁd in claszeoh lessons deeiéned by members of the
Teaching Shakespeare Institute{ sponsofed by the Folger
'ShakespeerevLibrary. Many of the leesens are modeled'afﬁer
the practicesvef.Michaei'TolaYdo, ofiSt;'Maryfs,College ef,
Maryland, and have eome te be known as the “ToiaYde o
Methodf" The‘methdd‘involves reading aloUdA diScUssing,
and performing inoﬁal sceﬁes in key Shekespeare'plays,
with e;udents partiéipating as adters ahd directorsiand
IWith only the‘most eubtle guidance from:the'teacher. QIt's
‘important.to note that when I_epeek ofvperformance,‘Ieam
not:epeaking about creating a scene for stage performance{
‘nor am| I suggestihg:that this wofk involves acting

skills), ” (Tolayde, 1993, p. 28). The distinction is an

important one._ACCording to Robbins, using perfdrﬁance in
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the classroom is often referred to as creative dramatics

to distinguish it from theater arts. Robbins stresses

creativefdramatics as a method that,fodusesvon the process

of dramatic enactment for'the sake of}the‘learner, not for

the sake of an audience (Robbins) 1988, p. 1). “Classroom

drama

is not learhing about drama; but learning through :

drama” (Robbins, 1988, p. 1), and can apply to all content

areas,

in addition to Language Arts.

As used'by Tolaydo, though,'the“proceSS requires

students to get Qﬁ their feet,'speakZShakespeare!s words,

and kinesthetically recreate the‘actionseneCeSSary‘fOr the

advancement of the plot.‘“This exercise is a learning

experience all by itself; in addition, learning in this

way can aISO,openeup~the[play'and»provide the basis‘fof

 further active exploration of plot, gharacter;’StrUCtufe],’

| 1anguagepageﬁre;qor:What”YQu Will”_(Tolaydo,vi993}fp; 28)}f

Shakespeareiinéﬁitqﬁe’s Peggy”OVBrien.agrees;fﬁMake,noi

_ﬁiéfaké:'leafnihgyéﬂakesﬁeafe throughedbingeéhakespeare

involves the very best kind of close'reading; the most -

exactiﬁg SQrthf literary analysis” (O’'Brien, 1993,
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P. xii); The undertaking of doing is experiential learning

‘in its

most pure form.

Recently, experiential education has been widely

discussed among educational practitioners in the social:

sciences. In their arti¢le “Models of Powerful Learniﬁg in

Social

Studies”, Curley'andthittaker (1996) explicate the

1994 vision statement of the National Council for‘the 

" Social |Studies (NCSS). Experiential learning’is listed“'

amongvthe'fiVe'features acknowledged by the NCSS to

contribute to powerful student learning. They define

experiential learning as simulations, video productions,

raps, game shows, newscasts, role plays, group projects,

- mock trials, and_historical journals. “Studéntsyenjoy '

engaging in such activities and many teachers agree that

they help students acquire deeper conceptual

understanding” (Curley and Whittaker, 1996, p. 14).

Léslie Hendrickson (1984), citing Dewey and Piaget as

authoritative sources, describes additional experiential

learnii

involv

ng programs in social‘studies, such as student

sment in political campaigns and work with
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1egisi;

 health

center

:,,féttitu

© figures

| prosect

f“ifA( 4

~ and use

- Writing

‘Science

science

in: whig

 build ¢

. experir

~science

~ experis

studies

includ

tors; student volunteer services, such as work in
'éligiqs,.on yéﬁtn’£5£1ipés;;égg;in;angcare{n};if<¢*'
B S IR e
les on current issues; and student internships in
i:féﬁlhéufégpef wégk é?ef$§éht Wipﬁ §Omﬁ;ﬁi£yg;:1
31sﬁchi%sfbg;i¢é 6ffi¢é£§f £iré'figﬁté£§;f  %v

itbrs;;br,welfare w@rkérs  (p; 1*é);  Sf?

Qqa;lyﬁ:?XperiéntialfédQCétiOhfis appf§priate

fﬁhefséiencés.'IﬁJher;articlef“Readingbfffﬁ"' 

j, and Experience in High School Social Studies and
éﬁ;sSturtévént (l994)fsaYS[;“MoSt~§¢i¢nce;éhd'éoéial '
é'spééialistSVValué an_iﬁgﬁi:yﬂapprbééh~£q 1§érﬁih§fg;j5fﬁ:/

:h,students~afefprbﬁidédgwith_experiéncééQWhiChﬁWi11 "?ﬁf@f

., and similarly, use of original sources, persomal

nces, and thoughtful discussion in social science” =

She cites as an example of this approach a social

s unit on the Vietnam War that would “...ide

Effeaaingzmﬁiﬁiﬁlé;inginalgscurCesvsuéhias_lettersj.'

nentation, observation, and problem solving in = = .



comparing information presented in various textbooks,

interViéwing.community;mémbérS“WHb”had;lived throughfthé»

. experience, visiting museums that contain exhibits related = =

‘to the| time period, rééding:réiated.literature,:and

participating;in reflectiVé discuséions'and”writingj -

‘related bbth;to~whé£JWas réadTand whathaS'experiéﬁéedﬂ~x B

_'(StdrteVant; i394,‘p,v96);iﬂ7”f

‘Caihefénd'Cainé (i9§4)vrepdrt that'teachér Martha H‘

’bKaufeIﬂtVOrganizes:math study into thematic:units,;She ""j;f

begins byvinttOducingvalmathemétics‘coanpt'sUch:as_

‘division to,her'StUdents;tand‘division‘bécomesJthehtheme' 

of every activity that occurs during the day . The,Students

fdivide pizzaé*at lunch, they divide theiSpace.in.their

classroom, théy divide time_ihto Specified segments_'

(p. 17

1).

At the.high school whefebl‘am emplbYed,ban' |

mexperiential-1earningfp:ogram designed by teacher'Timdthy';

fTuttle‘knoWh as_SkUll'Isgand'is availabléxto:freshﬁan‘>_

studentsQ“Théfprbgram“is 6fferéd_through:the.coordinated:ﬁ

efforts from the-departmehté‘of4L§ngUage Arts,bchiaiu‘_
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Studies, Science, and Math. The premise of the class 1is
that a group of students is hypothetically “shipwrecked”
on a tropical island. Their job is to learn about their
environment in order to “survive” and “find their way back
to civilization.” To do this, they study geological
formations and participate in a field trip to a local
inactive volcano. They study latitude, longitude, and
ocean currents. The learners conduct scientific inquiry
into flora and fauna, including a field trip to study a
local tide pool. Working in collaborative teams, they
build palm frond shelters. The students organize a
government and agree upon a system of rules for their

group. They read the novel Lord of the Flies and write an

extensive personal journal of their thoughts and
experiences with the course.

These examples are just a sampling of the many types
of experiential learning activities and programs already
found in classrooms throughout the country. The

possibilities are endless.

LK



. movemen

- have cc

. can achieve success in lesson design by giving close

1 ¥étﬁéntion tO?a:broad:SﬁedtrumféfFsfudentfhéedSQ;Cainé”éh’~“:

 Caine

- CHAPTER FOUR

' COMPONENTS OF LESSON DESIGN

As orchestraters of learning experiences, teachers =

i994)7édvi9é téa¢hérs_tof_ﬁ«;@giVé'Studénﬁéfféé}

* ;expériénCesy"ehgagingfallfthéif,SYStems énd.théifﬁihnaté;wj,'{f,~

~ curiosity and involving them in appropriate physical

~language,

 _ ﬁhefiit

| point, or central concept, for the lesson

| tap into prior knowledge

| select reading material

'”ﬁ"strate9Y }:-f

t, social interactions, practical projects, uses of

B 51). To do this

mposed a list of components based on a review of .

erature that I recommend the teacher considers:

| identify the specific area of emphasis, focal

|determine learning objectives

‘design an appropriate experiential learning

incorporate thoughtful discussion

"Lii‘ 54¥ f€f"""J



http:curiosd.ty

‘of thes

‘focal

plan for fefléctiOn‘

| devise an assessment.

Identifying thekspécifibfAféa OfvEmbhaSiS; Thé‘first_

e elements is to»identify.exaétlY»What‘emphasis,

oint, or central concépt is tQ5be eXplored.'i

Ideally, the emphasis of the‘lesson would not be a catalog

of fact

This fc

Brooks

S, bﬁt’rather a‘mainJconcept or a thematic_idea.

vsters the “wholes to parts” approach described'by'

‘and Brobksv(l§93)ﬂ They éay that “...students are'

most engaged when problems and ideas are presented

holisti
(p. 46)
learnin

séparat

able to

skills
concept
student
pérts t

this px

caily rather than in_separate, iéolated parts”

. Théy»explain that the majority of traditional_ ,

g strategies break wholes into parts and then focus_'

ely on each of the parts. But many students are not
successfully assemble the separated ideas or

from the disjoined parts to unified wholes. “When

s are presented as'wholes,'on the other hand,

s seek tovmakevmeéning by breaking the wholes into
hat they can see and understand. Students initiate

ocess to makes sense of the information. They
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construct the processband the undefstanding,rather'than

"having|it done for them” (Brooks and Brooks, 1993, p. 47).

learn

Identifying a central concept or a theme gives the

ing experience interest and appeal to a broad

spectrum of students; it invokes “universal ideas and

concepts that almost everyone can identify with

indep

p. 12

can b

theme

broad

endently of subject maetery" (Caine and Ceine, 1994,
0). Additionally,.students' differing learning styles
e accommodated’under the umbrella of a unifying

.| “Structuring curriculum around ‘big ideas’ and

concepts provides multiple entry points for

students: some become engaged through practical responses

to pr

princ

oblems, some analyze tasks based on models and

iples, and others,interpret ideas through metaphors

and anaiogies from their unique perspectives. The

envir
stude
tempe

p. 58

onment and the use of broad concepts invite each
nt to participate irrespective of individual styles,
raments, and dispositions” (Brooks and Brooks, 1993,

). Once the emphasis, or focal point, has been
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determlned,_the'teacher can specify more specificb

Object;Ves‘for the lesson.

an empl

Détermining’Learning Objectives. After deciding upon-

asis or concept for the lesson, the teacher will

- need to identify more specific learning objectives. For

example
Americé
objecti
- charact
thatvtf
leaders
Fuller.
read Ws
categor

objécti

poem ox

Transce
T

to tap

., the focal point for a paftiéular unitaﬁay be
AN Transéendentalism,‘One bf the specific“learning.
ves may be‘that students will learnvthe‘
:eristi¢s pf the mo&ement. A:sécqnd‘objective‘may be
e learﬁérs will become familiér with some of the
5 of thé méVement,vsuch as EmersOh,‘Thoreau;Land
A third objeétiVe may be fhat’ﬁheblearners will
11den Pond and explain how thé piece fits into the
‘y‘of~Tranécendentalist literature? A fourth
ve could be for'students‘to produce an original
essay that also possesses the characteristics‘of‘
ndentalist litgratupe,
1ppingzinto Priqr Knowledge. The next step would be

into students’ prior knowledge. As has been

discussed earlier in this paper, teachers need to'know
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what knowledge students alfeady possess before the lesson

‘begins

partic

and what s/he wants them to gain through

ipating in the orchestrated experience. To this end,

creating KWL charts is particularly useful. KWL charts -

show what students already know, what they want to know,

andeh
for wa
chart,
three
what s
the se
-to lea
in the
of the

inquir

at they have learned (K stands for known; W stands
pt to know; L stands for learned). To create a KWL
the student simply divides a piece of paper into
columns. In‘the first column,btheYStudent writes

he already knows about the topic under study; in
cond column the student writés what s/he would like
rn from the learning activities about to take place;
third column the student writes, at the‘conclusion

learning activities, 'what s/he has learned. from the

y. KWL charts are an excellent means of discerning

prior knowledge, setting goals for the learning

activi
S
select

includ

ties, and assessing the achievement of.thosé'goals.
electing Reading‘Material. The fourth component is
ing the assigned reading. Typically this would

e selections from the textbook, as well as any
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 oopiepmal senting maesials e seseer inczosces fnte
the lesson. The assigned reading furnishes background
' __'»:'.Lnfcrj'r‘matioﬁ abOUtthetop:Lcun derStUdy,provldesa :, "‘_ e
 '»Sprinébééra,fétkdis¢§$si§n? orfp%és§h§§ftﬁém§£i¢'i,,,f-
' per-spe_c»‘:t:iv:‘efs;‘fo\r ConSlderatlon
” DQSlgnlng an ExPer lentlal LearnlngStrategy The
" fifth domponent would be, iven the limited resources of | -
.iS‘pa‘c'e;, materlals ;- Vax;.o"l mo’nve’.y‘,f Whatstructure g e‘i“ibérﬂ_:i;enc‘e' | -
could Be orchestrated that would best enable the students
- t¢,C5ﬁS¢?ﬁ9£1T§éﬁiﬁ§Q ééﬁpié.tYpés'of7st£qétgg§a}ui‘;5 ,,w.s
. experiénééS'Wgéidi?n¢iu§?;é?éméti25?idn§!lt5taijphysi¢§igl'"
' vr‘_e.SP'on.se_ act:LVJ.t:Les, 31mulat10ns, creatlveelaboratlon, o
exhibitions, problem-solving, and real-world projects.
Each of theseW1ll .'be_' dlscussed 1n g‘vreatejj:“i detall g
“iétéxg:? *‘ | |
| Incorporating Thoughtful biscussion. A sixth
| cbmbonéﬂt which must be »'iric'iuded 1nexper1ent1al learning
= lesson de81gn is thoughtful dlscusslon“HaVlngan

opportunity to present one’'s own ideas, as well as being




,'permitt
L aﬁ enmpc
B, 108
partiét
process
_thought
lﬁhéir c
pérSpeé

re-eval

:éd §o‘héa;}aﬁd_féfle¢£fdﬁvthé1idea$ éﬁkqthéfs,‘is
>we;ing exﬁefigncefﬁ:(Brbdké’andigrooké;7l993;‘_
:‘fThe‘behefitlpf‘diséourSe‘withféfhéfs; ,ff

;1ar1y withibeeréffacilitatéslthe me§ﬁing—making»11,
;”(Brpoks énd’Broka, 1993, 5;>108)} Thr§ggh
:fulvdiscuSSion,_leérnerS-afé'reqpiied to ciéfify‘j_ﬂ
;wn’poiﬁts.of viéw’énd are invited to‘cbnsiderifhe
:tives§f others.,U1timately; they”afe:¢hallengea‘to

;uate,their‘OWn beliefs and values.vThe sharing of

ideas is essential to the learningvprqcess. Flavell

‘believe
process
equilik
'skills,
. 34).
funCti;

attenti

;s-that, “Such interéctions fééter the»cognitivel
;es‘df assimilation, accommodatidn; and 

>rati6n, as Well as thédeveiopment,of‘role—taking,
" (Fléveii,_as quotedvby>Téets-and Stérnes, 1996,
'VygqtskY‘cléiméfthaﬁ)yfaii higher~mentéi
ns;Which_ihqludévmediated pefcéptiOn( ﬁocused‘_

1on,‘délibéﬁate memdry;‘and symbolic thought,:are ‘”

' first”developed thrbugh shared-interéétidns”‘(VYgdtsky, as

vqudted:

by Teets and‘starnes} 1996,'p. 34)._

60




Planning for Refléction} A seventh_comppnent of
lesson,design;is refiection. Although'in past practice
reflection'hasvnot béen éonsidéred‘véry important, recent
research is suggesting that it is essential to thei
learning process to'provide students with opﬁortunities
for reflection. Structuringﬂa learning eXperience Without
includlng opportunitieé for -reflection is like eating a
gourmet meal without digesting itf Washbourﬁ (1996) says,
“ ..experience alone is not thé best teacher. For
experience to lead to‘learning, as several educators and
‘psychologists have observed, we must reflect on our
‘experience in a continuous process of ‘making meaning’ out
of our experiences so that they may cdntribute to our
cognitive, aesthetic, and afﬁeétive development”.(p. 12).
Reflecfion is an essential element of experiential
educatibn because it allowsvétudents to use the stfuctured
‘ experience tp‘test,‘re—evaluate, confirm,‘or reconstruct
previouSly’held beliefs énd}valueé.

AlthoUgh(refléCtioﬁ is frequently.viewed as a

culmindting activity, self-awareness of metacognitive
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develor
Blakey

learnis

oment is an ongoing proceSS. To facilitate this,

and Spence (1990) recommend thé use of journalsAor

1g‘logs, which serve as a reéord of thoughts;

perceptions, contradictions, concerns, questions,

conclus

thinkir

sions---in short, the student’s evolution in

1g as. s/he struggles to maké meaning of the'

literature{ They call this “a diary of process” (Blakey

'- éna‘Spe
in Ehir
‘ older 1
chért;h
,rgcthJ
”vmdking
be olc
makihg
and Jjou
that ir

activit

anée, 1990, p.- 2). 'Jacobs (1990)‘uses “experience‘v

' with very young students to recbrd this'evolution‘

1king, but the practice can be-eaSily‘mddified for -

learners. “Generally, the sequence of activities in

niaking i observation, discﬁssidn} dicta;ion,
Lderation,’revision, reaaingbbf>fihal‘téxt and
bersonal copies of the text to take‘hpme? (p. 117).
ler learners; for example, the activities'in Chart;
could include Summarizing,'discussing,:réflécﬁing,
Lfnéliﬁg. Short1ahd Burke (1991) deécfibé a‘strategy
1v§lvésvuéing photogfaphébtaken during learﬁing

:iés and having the learners write about what they
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were th
taken

Wh
recordi
feeling
sexperie

student

inking and doing at the time the.phothraph was
p. 66). |

;atever the preferred format} the’p;osess of

ng thoughts, impressions, resstions, Bpinions, and
S on a regular basis, whéther in'KWLscharts,

nce charts, or journals, is an important task for

s to be engaged in because “this is an inner

dialogue that allows writers to experience themselves from

mény di
student
that mi
literally’eXploring the’landscapé of their own locale
memory

De
lesson

evaluat

fferent perspectives. The advantage is that’
s ‘bring to the surface’ or ‘bring out’ thoughts

ghtinever otherwise emerge. In journals, they are

sYstem” (Caine and Caine, 1994, p.:163).
>vising an Assessment. The eighth component of
design is to determine what:assessment or

rion instrument would best document students’ .

increased understandings. As has been previously

discuss
instrun

underst

sed, traditional assessments are not the best
nents for evaluating the'complex and diverse

~andings that result from well-designed expériential
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learning activiﬁ;es,'ﬁEyaluation is part of the
curriculum;ﬂﬂot.separate7from it, and therefére ﬁeedévto
be gUidéa by thé same‘beliefs thét guide our'ﬁhinking.aéi
- we wak'with étudents tbkdevelop curricuium” (Short and
Burke, [1991,; p. 61);>Becausé meanihg—making.deVelopsIas a
result‘ofuongoing investigatioh;-experimentation, and
vrethinking,,itrwould make more sense to allow students tQ
demdnstraté‘tﬁeir newly—acquiréd un@erstandings through a
wide varietylbf means coliected throughout the course of
the orchestrated éXperiences, insteadfof just one
multiple—éhoice test at the end of the unit, as is a
typical practice in classrooms today.

Ideally, evaluations would include aspects of both
gquantitative and qﬁalitative elements. Quantitative
assessmeﬁ£s measure the amount of learning achieved;
qualitative assessments measure the kind'and quality of
meaning-making achieved. For example, assessment for a
single thematic unit could include a dramatic re-enactment
(quantitative), an example of creative elabéfation (such

as an |artistic interpretation) which shows the
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‘transference of the learned information to a new context

 (quali

‘a reflective essay (qualitative). Obviously, though, since

aspect
':éﬁberi
D
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v é9ﬁmﬁn
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,qurk;i
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Cgust ¢

respon
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‘the ramifications of a particular learning
anCe uP9n'ééch*éﬁd'evé#y}leérher:[}f'f

aépité‘#hié ambiéﬁiﬁ&{‘theré a;é‘Cfite£i§ f6¥mv;
iﬁgapbrbpriate~éﬁd?éomﬁééeﬁt‘éssesémentggsgf':
ing to Eisner, assessments should reflect real-
Qé?déé ?é§é51'h¢W é?ﬁden£SfSéi?e‘P?Obiéméé;?bffﬁﬁéﬁr_7~ 

nal answer; reflect values of the intellectual

dtbgrfbrmahéés; bﬁt féth¢f_;éqﬁire;én ébili£y £§: ;f:wi
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he parts;

Sé W¥£h WhiCh¢th9Y ar§fCCmeftable-(Eiénér, ésji

ity from Which;thé taSks:aregderivedpbnot.be*limitéd]fm;«



quoted by Hendricks, 1994, p. 2). Simply stated, an
assessment should allow learners opportunities to
demonstrate in more than one way their knowledge of
content, their complex thinking processes, and their

ability to transfer new knowledge to alternate situations.
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CHAPTER FIV#
;SPECIFIC.INSTRUCTIONAL STRATEGiES
1 designing experieﬁtial aétivitieé‘for Eheﬂpanguage
aSSroom, the téacherbmay selecffrom a”nﬁmber of
e catégories of in$tructionél‘strategies;inélﬁded
list 6f pbséible strategiés are dramétizati&né,
hysicél response activiﬁies; siﬁulations, créatiVe;
Ltidh,'éxhibitions,‘problem—solvihg?_and feal—world
s.
-amatizations. Dramatizations include Suchb
.ies;aé pantomime;ireader’s theater, choral réading,
1 énd‘pfédﬁéing theatriéal prédﬁctions, radio
1S, tele&isiéﬁ ééréen playS‘or'doéumentaries, and
he séquencé of events:ih the litefature as a
By.participating'in dramatizations, studénts tap

d explore their prior knowledge in new directions;

rity, originality, sensitivity, fluency,
lity, emotional stability, cooperation, and

tion of moral attitudes, while developing
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‘communication skill:

reﬁort

' techni

?1taughtiusing;traditiqnalﬁlécture;1discpéSion{'O?fséaEWbrk:€ 'j‘

- approaches. “Moreover, they experienced more instances of

gﬁiéher
1ﬂdé§réa
ftﬁénfé
by Rob
 appart

 the ce

_readings in more personal and more meaningful ways. =~ . .

i

© activi

naﬂéﬁbfééiétioﬁ'of'litératﬁréff;l

P

In a study published by Remee Clift in 1983, she

qﬁésTpe#fofmed‘as_well asnétudénts,thﬂhéd;bééﬁ“fyt5ff

 6fde;“thinking¢7morejtbbic—speCific emoti6#$}”?
se@jabpréhensibﬁlséhd'léss7tbpiC%irrelevanﬁfth§ﬁght' ‘
tudeﬁtSfiﬁ%thebnonldramatic mOde”if(CliftffaS”qu@tedf

bins, 1988; pffZ}, Dfamati2a£ion$,éilow $pﬁdeﬁﬁéf_:  j-’

ntralfthémeS’ahdjiSSUeS presented in the assigned =

*QtaIZPhysical RéSponséQ[Tota1 physiéaiftéSpqﬁée f  ‘

ties involve knowing something at a kinesthetic- =~

““ﬁéCt@al]léﬁellfThémasJAfmgﬁrohg'Ki993),fepbrtsfthétﬂiﬁ

'a'ancient‘timesxthewbody and'mind were seen as one. “The

Greeks prized the art of gymmastics as an important means

_of.cultivating_ﬁhefpowets Qf‘the,mind;., ﬁand) Eaétern]f‘”
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cultures pursued the devélopment of the‘ﬁind for thousands

of years through bodily activities such as YOga; tai chi,

and aikidof.(ArmStrong, 1993, p. 77-78) . Since the Middle

‘Ages,

bur own  culture, thever; has sought to separate the

body and mind. Recent scientific research has discoVered,

however, the significance of kinesthetics in learning.

“Thevtheory'of-multipie intelligencés‘seeks to heal this

rift betweenibodyfand'mind by regarding purposeful

physic
(Armst
cognit
Arms;r
having
a‘“fee
idea,

wrote

al actiVity as an.ihtel1igence_in it ié own right”
rong; 1993, p. 73).

The.body appears to be a regular baroﬁeter of
i&e'events in certain'inaividuals,” asserts

ong (1993, D. 81).vHé speaks of peqpléiwho report

a “gut,reaétibn" to‘an answer on a test or getting
ling in their bonesf»about a certain person, place,

or event. He reportsvthat British poet A.E. Houseman

about how his bddy‘manifested recdgnizable physical

symptpms‘whenever he was Struck’by a particularly creatiVe

idea (ArmStrqng, 1993, p. 81) . Total body response
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:iesrare désigned to.capitalize and expand upon this
31 way of knowing.

imulations. Simulations are another category of
ntial learning. In a simulation, the:students are‘
e} recreate}a éituatiqn or an event. Simulations
vfrom dramatizations in the’reSpect that in a
Lzation, the text is uéed as a.scripti,and in a
~ion, the text'is used as a sﬁringboard for a re-

3# that is alloWed to script itsélf.lThrough
Lpatiénfin simulaﬁions, leérners are providediwith'
1nities,to activély explore and éxperiment in

y prbblemS“which requiré the integratidn of prior
1ge, personal values, aﬁd problem-solving skills?
1tioﬁs are thought to‘be effective, ih~part, because
licit higher levels of arousal,bmoﬁivation, task
ient,»and qualityidffprOblém—solVing in students
1étldffered:by'tréaitionaliélasércom‘méthbds”
as‘quoted by‘Cairns, 1995; p, 2).

réétiﬁe Elabbratidn; Creative éiaboration;’

sizes the reorganization of experience. One of the
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keys’taleffecti?ely digestingvand‘leafﬁing from experien¢e ,
is to ielibérételyvset out to repfésent such,iéafning in ;v
differént ways aﬁd from different p5int$ ofvviewn}(Caine

- and Caine, l994, p.161). One example of creative
elaboration woula be to ask students to artisticaily
represent the:plot of a short stdry by creating a
storyboard, éf to select and illustrate thevmost important .
scene,in the story. Another would be #o ask them to
rewrite a Story from the point of view of another
character. A third example would be to ask students to
créate a pantomi@e'or a dance‘that eXpresses the same idea
presented in.a.poem,

Another'techﬁique pf’CreatiVé{elaboration'is to ask
students to formulate their own analogies,bsimiles, and
metaphors. This strategy is usefui for expioring new
materiél, but is also useful for gaining fresh insights
about content that may already‘be familiar. By explaining
“how this is like that”, students will capitalize upon the
brain’ls innate desire and ability to-éohnect new

information with somethingfalready known, thusvadapting
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and adopting new material into their existing personal
thought systems. "“In part, this is a way of generating
associations with more of what we already know.
Elaboration is also a way of recognizing and harmonizing
with our own barriers and moving beyond our mind sets”
(Caine and Caine, 1994, p. 161).

Exhibitions. Creating exhibitions present unique and
stimulating opportunities for experiential learning. When
students prepare an artifact for exhibition, they are
actively engaged in a kind of creative elaboration. The
new understandings, perceptions, and insights of each
individual learner are represented by the artifacts they
produce for exhibition. Preparing an artifact for
exhibition is a valuable means of evoking and
demonstrating new understandings, gives learners
opportunities to show that they are able to use their new
knowledge in context, and imprints the new knowledge more
permanently in the locale memory systems (Caine and Caine,

9975 .
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Furthermore, students Canvtrigger transformations in
the ways of thinking within‘the other learners in the
classiwhen‘phey share their;original artifacts. Students
need to‘kn§W'that thérébis an audience for their work
beyond the‘teacher; Teets (1996) asserts that “doing work
for a ‘'real’ audience that values and supports the
worki.;is poténtially more motivating‘than simply
reCeiving a gradé‘on a project from the teacher...Teachers
dften répbrt that‘fhe‘use of the audience core practice
improVes the quality of student work, and it boosts self-
chfidence as well” (p. 34). “The main point is that
learhers should be constructing their own artifactsvand
Sharing‘with their community” (Hung and Wong, 2000,

p. 35)
Problem-Solving. Problem;solving is»an educational
stfategy that is invaluable for helping students come to
their own understandingé. “Thréugh exploring, then
experimenting, trying out a hypdthesis; and finally,
solvingvproblems, children make 1earning personal and

meaningful” (Britz, 1993, p. 1). Problém—solving requires
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ATners to taPVintQ.persénél'reéerVoifé;éﬁ;coﬁbéptual"“
igé and:iﬁdiVidual b?oééﬁuraifstratégiéé;;iv
féCtiCe‘Wiﬁh br¢b1emf$¢l§in§,éiioWs'studeﬂtéi" >?
iﬁitiés t§?s££eﬁgtheﬁ‘their’cogpitiQe[skéllg;
.ﬁg'ﬁo>Ke£kaf(1956j,.leérne?$ th’are"asked_to soi§é?:»

s are required to use different cognitive

arable bfvthese a;é m¢tac6gnitiVé‘qr genéfa1  "
.iing pfddéSses; sﬁch és.recogniéing and'deéiﬁiﬁg’
Sbleﬁ, deciding'ﬁpbn SOIuﬁioﬁ processes,‘and\

ing processes into a strategy,Ievaluating
ﬁs,xand‘aﬁalyzing feedbéck_(?; i—3).”Thé procéssiof(  H
rvprOBlems’activates and strengthens spécifig braigk'
sﬁs tha£ideal with thése'funétions.b§Expért problem’ﬁ 
'appearlto have more acCeSSible knowledge and f,
ve skills, in paft because‘ﬁhey OrganiéeknoWlédg¢f 
éVChunks gfoﬂbed'ihto clusters, makinnghatvthey g
?e retfievébleﬁ (Kerka,‘1986, p. 1).
oblemesolvingkgives learners op?ortunitiés to  :

_te;ideas, experiment and manipulate those ideas,
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~and acéept or reject' what they have experien¢ed; Because
~of the»trial—andferror nature of problem—solving, students
may sqmetimes make mistakes. This is to be expected and
'accepted as»an'important part of-the’learning process.'
“Constructithknowledge by making mistékes is part of the
natural pr0cess‘of problem solving,”karitz, 1993, p. 1).
But even if eXperimenting with poséibié sélqtioné ieadslto‘
making|mistakes, this‘eXperience’can,be;valuable to theH
.learning prbcéss,'because Fby evaluéting the_prdblémF B
Sining PrOcess} éhildren assesé théirnchdices and
mistakes and learn té be’indééendent“evéluators of ﬁheif'
work” (Britz, 1993}.p{'3)<
Furfhérméré,Jbroblem~solving, espéciailyjif doﬁenin
 :c6liabdrati6n Withvéeers,'strengthens_important 
interpersonalvandﬁSocial'skiils: “By‘choﬁsing‘andftrying"
out a soluﬁidnf_learners devel§p:empathy,;coméfté.
;'éonsensus, and share the resbonsibility of#hendééision..-
~ These aréxvaluedslearnings»in a democratic society"

(Britz, 1993, p. 3).
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eal—Wbrld Projects. Excellent opportunities for

antial,edugqpion,can be achieved»by asking students

sue realéwdrld:projects. Teachers need to involve

studentsginweXperientialﬁlearning activities that

are complex and interactive, in learning experiences that

are dyi

assert

namic, significant, and real. Caine and Caine (1994)

that, “One function of schooling should be to

prepare students for the real world. They need to have a

sense

challe:

Real-w

student

of what will be expected of them, how they will bé
nged, and what they are capable of doing” (p. 18).
brld projects offer liberal'opportunities f@r

ts to safely test their‘abilities to cope with real-

world problems and develop viable solutions. Furthermore,

real-wc

brld projects effectively connect the content

students encounter in the classroom to the wider world in

which the student actually lives, and they can generate

enriching learning experiences that expand far beyond the

specific content of any one course.
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CHAPTER SIX
IMPLICATIONS AND CONCLUSIONS -
While educators have long believed that it is;
important to connect new 1eernings to students{ prior_
knowleﬁée, it is often difficult to accomplish this if
students’ prior exposure to relevant concepts or
information is“significantiy lacking or Severely limited.
Therefere, to be an effective educater it is imperative to
- - be adept at designing and implementing learning
experiances‘in the classroom which will serve as building
blocks upon which students can constructnew'ana
personélly meaningful qnderStandings. We must be able to
do this despite limitations in space, time, and funding.k
As a result of the research I have conducted for this
thesisj I have come to the conclusion that the ability to
successfully design and implement meaningful learning
experiences depends. upon an awareness of current
scientific research about how the brain functions, and an
understanding of how this seientific data relates to

learning. The more proficient we are at structuring
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Care must be exercised, though, when designing
experie

and int

Lonal experieﬁceS that,tap into the brainfs ipnate‘
j—making'functions, the more efficient‘and

;ful we will be és‘educational practitioneré; And,'
“he literature does not suggést»thétball‘éctivities
1céd into the secondary Lanéuage Arts clé$srobm¢
fail'into:the category of éxpériential education,

~

5 support the conviction that whereYSUCh learniﬁg
ancesvare deemed appropriaté andvdesirablevby:the
“tor, this approach can be an invaluablé strétegy
:engthéﬁing and“enhancing:meaningful learning. The
“h indicates that experieﬁtiélfeduqation is

Léant, effective, and desirable'bécause it is an
:h'that addresSes the leérnef(s conSciqus desire to
meaning, it acknowledges the brain’é.ru1es for

yful learning, and it emphasizes the importance of

~rating learning experiences that comply with those

>ntial learning activities, that there is a clear

rentional purpose for the orchestrated experiende.“
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'Experiéntial,educatiOh'should not be characterized by

“;Clevér

.gimmiCks or cute pr6jects.'instead,‘experieﬁtial

.education calls for a delibérate,and systematic'approach

to lesson design. This approach requirés a shift'away‘from

teaching strategies that rely predominantly on those

methodologies>derived from a Platonic epiétemolbgyu

" Although there is a certain amount of resistance within

" the teaching community to this Shift, the research'

suggests that educators must be willing to make the effoft

£o"do
| cataly
suppor
suggeé
-'gducat
knowle
F
activi

discus

so if their work in the classroom is to serve as a

st for meaningful‘learning. Thié assertion can be
ﬁ¢§ because the reSearch on‘how the brain:functionsv>
tsbthaﬁjFrﬁe.léérning only'occu#EVWhenxtﬁe,focus of
ional écti§ity>shif;s from mastery‘of “surface‘

dge” to mastery of “meéningful knowledge. ”
urthérﬁore, when désighing experiegtiai leérning‘
ties, there must be a provision for Ehoughtful

sion and reflection. It is also important to

acknowledge the affective domain in Qrdér to give a sense

of vit

ality and authenticity to the learning»experiénce.
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There

is empirical evidence tOISupport the theory that

emotion is essential to learning. Also, students’ prior

knowle
import
prioxr

recons

demons
demons
answer

demons

dge must béfrecdgnized’and honored; more
antly, thrdugh7brdhestrated experience, students’
knowledge can and should be expanded and modified or

tructed in positive and productive ways.

Additionally, the research implies that when students

trate their mastery of a concept, such
trations should allow for more than one right
, and they should allow learners opportunities to

trate in more than one way their knowledge of the

content, their complex thinking processes, and their

abilit
As a r
that i

which

y to transfer new knowledge to altérnate situations.
esult of my readings, I have comeito~the conclusion
n order to accomplish this, updated assessment tools

are more accurate and authentic than,traditidnal

methods currently being utilized must be devised to

measur

experi

e the kind of learnihg that results from

ential learning activities.
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T

he goal of this project is to provide a blueprint

for educators who wish to design experiential education

activi
This ¢

and so

ties for their secondary Language Arts classrooms.
an be achieved through identifying a central concept

me specific learning objectives, connecting the

educational experience with prior knowledge and an

assigned reading, identifying an experiential learning

.stratégy from among those suggested in this paper,

, designingia very carefully structured learning experience,

taking| care to include discussion and reflection, and

planni

ng an appropriate assessment which could include,

. but goes significantly beyond, traditional types of

testing.

81




“'.Threevreédets,wérevasked ﬁojevaluate_thefpapérf,The?;ffwff

*firstbreaderJWaé Dr. Dale Mitchéll;:Assistant I

-Superi

‘ Unifie

ntendentﬂbf-EduCationalRSérViées fof.théVMordhgb‘?

d School District. The second reader was Mrs. Mary =

"Anne Rasmuésén;.Department Chairq’fbr1the>Laﬁgﬁage Arts -

Depart

ment ét5Cénténnial High:Schobl,'infthé Céfonadeer'_'

’__;Uhified Schoo1‘DiStriCt;fThe.third‘reader was.Mrs;pridget

 Indivi

v-School

CoOrdinanrAOfﬂthemAVIfo(Ad§ancement7Vié 5 ‘
dual Determination) 'programvat_centénnial Highi

nyaqh df"the‘readers respondéd'td-thé follqwing SO

 'evaluation questions:

Is the‘body:of thé paper“élearly'writtenfand do¢$: 
5it fo1low a 1ogi¢a1 pr6greSsiothf ideaé?x

 DO.thewieséon~p1aQSfappear to meet the objéqtiVéé“t R

‘-.fSﬁated iﬁﬁthezbody{éf@thé”pabgr?

| Do the lesson plans seem viable for a public school

*4fLaﬂguége"Artsfciasérqqm, ahd Valﬁab1é’asvi  P

_instructional tools? =

e




'Are there any constructive criticisms or

suggestions for improvement that come to mind? H‘

All three of the readers-expresséd the opinion that

the body of the paper is.clearly written. Mrs. Rasmussen

stated, “The body of the paper is written in an easy-to-

follow| style that maintains an informative tone. It moves

smoothly from an anecdotal introduction in Chapter-One to

a scholarly review of literature to the practicalities of

designing lessons that provide experiential learning

strategies.”

Dr. Mitchell, however, expressed concern over the

structure of the chapters. He said, “Much of what is

written in Chapter Three are ideas that could have been

incorporated into Chapter Two.” In the writing of this

paper,

I deliberately separated the information from the

review|of the literature into several chapters (Chapters

Two, Three, Four, and Five), because I thought the

information organized into smaller, more concentrated

segments was easier to read. However, in response to his

concern, I incorporated a paragraph at the end of Chapter

83




vOne to describe the strﬁéture of the paper. This paragraph
should help to unify the chapters,devofed tb the
literature review.

Dr.'Mitchgii.also epreéSed a concern that some of
the referenceé in the iiterature review seem dated. He
said, "My eiperience is that references prior to five or
six years of‘publication of a Master’s or Doctoral -paper
should not be included, except under novel qr'unique
circumstances;" An analysis of the bibliography of this
paper reveals that of the 37 references cited, 16 are
dated prior to 1994. Mathematically, this‘translates to
43%. In conducting my review of the literature, I
discovered that publications related to experiential
lea;ning are scarce. This is prbbably because the
scientific research cited.in this paper which supports
experiential learning strategies is based heavily on
studieS conducted to understand brain function in general.
This research has only recently been connected to léarning
theory and has not widely been applied specifically to

lesson design. Therefore, experiential learning is an area
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of educational theory that is, to date, relatively

,IUnexpi

ored.

 VEach iéaderwbelieved Ehe'lesSbn piaﬁSjmetfthe%“

’6bjécti6és stated'in the body of the“paper."Mrs.‘Boylé '

“apprec

iated the experientiai learning strategy labels at.

the béginﬁihg of'eachf1essdn pian}_ahd ﬁfJ Mitchell

observed that at least one sample lesson for each

experi

ential‘learﬁing'strétegy identified in Chapter Five.

‘was included in the sample lessons. Mrs. Rasmussen

commended the fact‘thatkthe‘sample‘lesSdns‘Spéhhed grade

1éVelé

from 7-12.

Dr. MitéheliféXpressedvCOhdérn) though, that the

amount ijtimgldevqted'to‘the impleméntafibn‘of'these D

lessons was unclear. He commented that “significant prior

instruction will'ﬁeéd-td occur in order7foriétudént5ftorbé‘

succes
‘paper.
~well-c

'f‘teaché

Sful?during the targeted leSSons idéntified7in this
”ers.'RasmuSSen‘Said'thé leés¢n plans‘apbéérfto;be
onstructed and creative; however, she cautions that

rs need to be reminded, as previously mentioned in

‘the body of the paper, that “these kinds of lessons should
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be used purposefuily, and th to create a project—qifcus
atmosphere'in the»ciassrbom;”

 Mrs. Boyle was particularly enthusiastic about the
Beowulf lesson plans, but Mrs. Rasmusseﬁ quesfioned the
willingness of secondary students to participate in total
:physical response activities. In implementing this lésson‘
plan in my own classroqm over.a period af ﬁhreé years, my_i
experience has been that many students are willing to .
participate if‘the activityis‘preceaed by previous
 physical reSponse activities that seem less threatening to
them. I have,obéerved that if students understand early in
the course that part of the learning experience inc¢ludes
movement, they will be more willing to participate in
total physical response activities.

With regards to the viability and validity of the
sample| lesson plans, all three réaders responded
positively. Mrs. Boyle expressed a belief that most of the
activities would work better with smaller classes. In
response to this concern, I can say that I have personally

successfully used some of the lesson plans with classes of
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as many as forty students, although when the lesson plans

called

studen

for physical movement, it was necessary to move the

ts out of doors, and this situation did present some

management problems.

Lastly, Dr. Mitchell commented that, “The variety of

learning activities should contribute to a high level of

studen

t interest and meet the diverse learning needs of

students.” Each reader voiced confidence that the

learhing'activities described in the lesson plans could

make a

positive difference in a secondary Language Arts

classroom. -
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APPENDIX

SAMPLE LESSONS
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o fﬁspéqifnc Learnlng Objectlves
- m;mektract meanlng from Shakespeare s dlfflcult

7[§GradefLevelé1ldth,GradeQﬂ"kv

e _‘C‘eri:tral.j é:qnce‘p,t;; ;{'bndéif‘s_t;andi‘ng ‘Human M“OtiVat i’_'oﬁ i

‘Lesson Plan 1: Julius Caesar by William Shakespeare

tudents w1ll be able to},ﬁ‘fﬂﬁ_

j?t;:v"':;]_‘anguage Students will learn ‘the plot ;settlng,ff':‘

‘[fcharacters,,confllcts, and themes of the. play: Jullus
y‘gaesar Students 1ncrease thelr understand1ng;of“’¢
v[human motlvatlon : ' : :

iExperiential”Learningéétrategyt Dramatization,

“Probinq Prlor Knowledge In a brlef journal =students w1ll ‘3
‘7'>frécord a descrlptlon of a goal s/he has achleved and
.;tell what motlvated them to work towards the,,m;'”

achlevement of that goal Learners w1ll volunteer to

’fgoread thelr papers for the whole group

'fféSSigne
-~ ch

d Readlng 'There w1ll be three ass1gned readlngsj;k
T th1s play The 1ntroductory readlng would be aﬁf?m
Loral arrangement of Marc Antony s speech from ,
Lllus Caesar, Act IT, scene ii, llnes 74 108.. Theﬂ

L,ﬂmﬂVJS?
';fsu
'TSt

"": t‘h

oA
;;lcc

Lrpose of this lS~tO glve students practlce speaklng )
Lakespeare s words in a low—rlsk atmosphere N

llow1ng thlS, the learners would read a prose

mmary of the plot of the play In th1s way,;' ,
udents would approach the play already famlllar BN
th the plot settlng, confllcts, characters, and:ff" '

emes . The thlrd readlng would be the play 1tself;1wHMb“

red'Experlence The members of the class w1ll Be T

mpany w1ll select ‘a scene “from the ‘play to- perform;jjf
r the whole group Every member of the group must f} o
rt1c1pate 1n the productlon and each one must have,“ &

v1ded into groups, called actlng companies. Eachyy,b;‘ L



a
C

S
g

t.

C

a speéking part on sﬁage. Each group must produce a
prompt book for their scene, in which they record
decisions about blocking, stage directions,
vocalization of lines, facial expressions, and
gestures. Additionally, students can include
descriptions and sketches of set designs, costumes,

nd props. Each student adds remarks about the
haracter s/he is portraying, addressing these

questions: What does the character want in this

cene? What does the character say or do to try to
et it? After an appropriate amount of preparation
ime, learnersAperform their scenes for the entire
lass. The prompt book is submitted for assessment.

Discussion: Throughout the preparation of the scene,

a

w0

learners will engage in problem-solving dialogue.
Following each performance, students will be asked to
speak informally to the whole group about insights,
problems, or questions which derived from the
preparation of the scene. Audience members could be

ked to offer constructive comments about each

performance.

Reflection: Ongoing reflection will be evident in the
' prompt book. Additionally, students will write a

self-evaluation of their individual performance, and
the experience as a whole. Additionally, learners

will be asked to write an analysis of the character

S

he portrayed, including specifically details

relating to motivation.

Assessméht:‘In_assessing~the performance of the student in

1.

this.Structured activity, the teacher should consider
the following five areas: '

' Did the student actively participate? Did the
student portray a character with speaking lines on-
stage?
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_theﬁ
(Breen,

=u_presented in the play7 ‘ S S .
; Is.there evidence that the learner contrlbuted to 5}

.'fDld the learner adequately convey that character s |

1fpersonallty‘and motlvatlons'> Can the student
ﬂfeffectlvely communlcate verbally and/or in wrltlng_h"
‘the character s personallty and motlvatlons? v

.*aCan the student explaln how hls/her scene

“‘contrlbutes to ‘the development of the plot

~vsett1ng, confllcts, characterlzatlon,vo“ﬁthemes

the notations and dlagrams recorded in the group s
- prompt book°' ’ SRR
“How has this lesson 1ncreased the learner s

,-;aunderstandlng of ‘human motlvatzl.on'> How ¢can thlS :
"s;understandlng be applled to 51tuat10ns other than .

’the play°

ThlS lesson plan was adapted from Kathleen T Breen e
1993) ‘ o
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Lesson Plan 2: Beowulf by the Beowulf Poet

Grade Level: 12th Grade
Central Concept: Characterization

Specific Learning Objectives: Students will identify
ersonality characteristics revealed through the
escriptions of that character’s movements as
ascribedxby the author. Learners will understand how
n author can portray characterization by describing
character’s movements. Students will apply their
ncreased understanding by writing an observational
ssay which focuses on characterization revealed by
ovement . ' ’ '

80 ko o 00T

Experiential Learning Strategy: Total Physical.Response

Probing for Prior Knowledge Video clip from the
ntroductory dance number of West Side Story chow1nq
ovements of characters deplctlng comfort, fear,
hreat, unity, bigotry' and other emotions. Whole-
roup analysis of video clip. Brief whole-group
iscussion about how the manner in which an
ndividual moves leads to the formation of some
undamental assumptions about that person’s
haracter. Students may offer examples from personal
bservations. '

O Q FHEF OQ 8 -

Assigned Reading: Selection entitled “Beowulf” from
textbook Elements of Literature, Sixth Course, Holt,
Rinehart, and Winston,»Inc., 1997, pages 21-46.

Structured Experience: Students will locate and identify
descriptions of various characters from the reading.
(In the translation assigned, the characters
described include Beowulf, Hrothgar, Welthow,
Grendel, and Beowulf’s soldiers.) Each learner will
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then select one character from the list and translate
the description of that character into a kinesthetic
performance for the other students. The performance
should render character recognizable to the other
learners in the class.

Discussion: Informally, the members of the class can
verbally identify the character being portrayed, and
discuss what aspects of the performance rendered the
depiction recognizable. Students can identify and
isolate some of the specific words used by the author
to describe that movement.

Reflection: Following the kinesthetic presentation,
learners will respond in writing to the following
prompts: What do you know about the character now
that you didn’t know before? What does the author’s
description of the character’s movements reveal to
you about that character’s personality?

Assessment: In assessing the performance, the teacher will
ask the following three questions:

1 Did the student actively participate in the
activity? Was the student able to use movement
successfully to portray his/her selected
character in a way that made his/her depiction
recognizable to the other students in the class?

2. Can the student indicate verbally or in writing
an increased awareness of how characterization
can be enhanced throuch inclusion of
descriptions of movement? How can this awareness
be applied to circumstances other than this
story?

3. Can the student produce a piece of writing in
which s/he has achieved characterization
successfully by including details of movement?
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Experie

Probing

Lesson Plan 3:vBeowu1f by the Beowulf Poet

12th Grade

Grade Level:
Central Concept: Strength and Self-Defense
Specifichearning Objectives: Students will understand

owulf’s strategy of self-defense against a larger,
,ronger opponent by us1ng the strength of the
ponent agalnst him.

ntial Learning'Strategy: Total Physical Response

y for Prior Knowledge: Students will write a journal

‘topic about people who intimidate others, ‘and
speculate about how a smaller person may protect
him/herself agalnst a larger or stronger assailant.
Pair-share journals. ’

Assigned Reading: Beowulf: A New Telling by Nye,‘pgs}
37-42. ‘

Structured Experience: A local martial arts studio will be

ir
de
oV
st
w

Discuss
'

wited to give a lecture and demonstration of self-
>fense techniques that involve using an oppponent’s
m strength against him. With safety in mind, and
jpervised by the expert from the studio, students

11l be allowed to experiment with the techniques.

sion: Following the experimentation, learners will

iscuss thelr reactions to the experience 1nformally
ith classmates in pairs or small groups. ‘

Students will produce an individual informai'

Reflection:
‘ written evaluation such as a journal entry or a
response paper descrlblng the value of the
- experience. ‘
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Assessment: In appraising the quality of the learning,
the teacher will ask the following three questions:

1. Did the student watch and listen to the
demonstration? Can the student restate in
his/her own words the theory behind the martial
arts technique demonstrated?

2. Did the leaner actively participate in the
activity? Does the student indicate an increased
awareness of the physical concepts embodied in
this particular technique of self-protection?
How can this awareness be applied to contexts
other than this story?

3. Can the learner communicate verbally or in
writing a personal assessment of the value of
the experience?
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Lesson Plan 4: The Miraéle Worker by William Gibson

Grade Level: 9th Grade

Central Concept: Compassion for the Physically Challenged

Specific Learning Objectives: Learners will understand
some of the difficulties Helen Keller faced as a
blind and deaf individual attempting to negotiate her
way in the world. Students will develop an empathy
fo% the physically challenged.

Experiential Learning Strategy: Simulation

Probing! for Prior Knowledge: Whole group discussion for
the purpose of culling prior knowledge would be
useful; seek out students who may have friends or
relatives who are physically challenged, and ask them
to |share their insights.

Assigned Reading: The Miracle Worker by William Gibson, to
be |assigned following the simulation activity. ‘

Structured Experience: Learners will work in pairs. One
student portraying a challenged individual will wear
a blindfold, and the second student assuming the role
of the guide will take him/her on a tour of the
campus. The guide must make certain that the
blihdfolded student does not run into objects or
stumble. Verbal cues for the purpose of negotiating
the| terrain should be kept to a minimum, but can be
use@ to ensure safety. The guide‘should try to
include a variety of surfaces in the tour, including
cem?nted areas and grassy areas, going up and down
stairs, etc. After about ten minutes, learners will
reverse roles.
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Discussion: Additional discussion should be centered on
the activity itself; students should be encouraged to
verbalize their concerns, awarenesses, reactions,
fears, and revelations prior to, during, and
following the activity.

Reflection: Following the pair-share, students can record
their comments in a learning log or experience chart.
Students should be sure to include a reflection upon
their experience in each of the roles.

Assessment: In assessing the performance, the teacher will
ask three questions:

1. Did the student participate in the activity? Did
the student spend some time in each of the two
roles?

- What insights about the difficulties faced by

the physically challenged were mentioned in the
class discussions? What revelations are recorded
in the learning log or experience chart?

3.4 As a result of the structured experience, what
speculations can the student create about Helen
Keller'’'s thoughts, feelings, and needs?
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L SSon]Plan 5: Brave New World by Aldous'Huxley
Grade Level: 12th Grade

Centra 'ConCept:‘GOVérnment‘Control'of'Individuals('LiVes;
The Possible Detrimental Effects of Science on
‘Society. ' '

.Specific Learning Objectives: Students will be able to

ar iculate some of the issues presented by the author
in| the first five chapters of the book. Learners will
be| able to reorganize the material presented into a
new format (prose to song lyrics).

‘Expérie tial Learning Strategy: Creative Elaboration

Probing |for Prior Knowledge: Learners will Sing the song
' “I've Been Working on the Railroad”. ' ‘

Assigned Reading: Chapters 1-5 of Brave New World by
Aldous Huxley

Structured Experience: All of the members of your group
are Alphas living in the World State. You work with
Helmholtz Watson in the Office of Emotional
Engineering. Your group has been asked to create a
“Solidarity Hymn” for the World State which will be
used to reinforce some of the values of that culture.
Whe? you are ready, . your group will be asked to
perform your song for the entire class. You might
wan? to consider writing lyrics to the tune of some
familiar song such as “I’'ve Been Working on the
Railroad” or some other familiar song. Below is an
example:
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Identity, Community, Stability

(sung to the tune of “I’'ve Been Working on the Railroad”)

I'm a product of the assembly line,

Genetically engineered.

I'm number 90 in my Bokanovsky group.

By the World State I was reared.

I do the work that I was programmed for;

An independent thought has never occurred to me.
Identity, community, stability,

Thank Ford, and has been achieved.

Discussion: Thoughtful discussion could take place in two
ways. The first would be in the form of idea-
generating among the group members while they are in
the process of producing their song lyrics. The
second would be in the form of evaluation which would
take place among the members of the whole class while
critiquing the finished products.

Reflection: Each learner will write a short paper in
which they list and explain each of the references
from the novel used in their “hymn”.

Assessment: In evaluating the finished product, the
evaluator (which could be the other students in the
class and/or the teacher), the following four
questions could be asked:

1. Did the group complete the assignment?

2 Does the “hymn” reflect the issues and values
described by the author in the book?

34 If asked, can each member of the group verbally

explain each reference in the song. (For
example, in the example above, could each group
member define “Bokanovsky group”? Could each
group member explain the reference to “Ford”?

29



Did each member of the group complete the

reflection assignment? Does the paper reflect a
knowledge and understanding of the major issues
presented in the novel? How can this knowledge
be applied to situations other than this novel?
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Lesson Plan 6: Poet’s Corher[

Grade Level: 7th thrbuéh‘i2th’Grades

Central Concept: Recognition of Great Poets and Authors

Specific Learning Objectives: Learners will select a poet
they admire or consider to be great and prepare a
p'esentation and display about that poet for others
iﬂ the class. Students will use research skills to
locate biographical information about their chosen
literary figure. Learners will select an example of
their poet’s work to be shared orally with the whole
gr%up. Finally, students will prepare a visual
dilplay to be mounted on the classroom wall as part
of| a class exhibit imitating Poet’s Corner in
Westminster Cathedral, England. If the course is
American Literature, learners could be asked to
Co?sider American poets only; if the course is
British Literature, learners could be asked to
coﬁsider British poets only. The visual display could
take the form of a mural painted on butcher paper, an
arrangement of clay tiles, or gquilt squares.

Experiential Learning Strategy: Exhibition

Probing |for Prior Knowledge: The teacher could ask
students if they know of any monuments that have been
created to honor categories of famous people. Sample
responses from students could include Mann'’s Chinese
The%ter in Hollywood or Mount Rushmore in South
Dakhta. The teacher will then ask students if they
hav% traveled to Westminster Cathedral in England to
vis(t Poet’s Corner there. Those who have done so

will be invited to describe their visit to the whole

group. The teacher could prepare a slide presentation
of ?hotographs of Poet'’s Corner'in Westminster

Cathedral, and identify some of the famous literary
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figures buried thére, asking students to indicate
those with whom they are familiar.

Assignﬁd Reading: The poetry collection found in the
textbook.

Struct redhExperience: After students'haVé decided which
poet they wish to contribute to the class display,
they will spend several days in the library to
‘conduct background research and to select a favorite
poem. Next the learners will sketch their

. cohtribution to the wall mural, the clay tile

,dinlay,‘or quilt square. The‘sketches Should include
a likeness of the poet, the poet’s date of birth and
date of death (if applicable), and perhaps the poet’s
place of birth, or any other biographical information

' deemed pertinent. Additionally, the title of the poem

selected by the student or a famous line or phrase
(such as “Nevermore” from Poe’s “The Raven”) could be
included. Students will then prepare their individual
portion of the exhibit, and then the individual
contributions should be assembled into a cohesive
'whole} Finally, in an oral presentation, the learners
wodld introduce théir poet to the rest of the class,
giwing biographical information and reading the poem
they selected aloud,_and explaining why they selected
that particular poet to be included in the class
exhibit. B | |

*DiScussiQn: Student interactioh_will take place as the
lea&ners‘organize and arrange the component parts of
the| display. Students could also be encouraged to
ver ally react to the selections prepa:ed by their
classmates. '

Reflecti n: Learners can be asked to produce a’KWL‘chartk

for| their chosen poet. The KWL chart would include
‘what they knew about their poet prior toAthe
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structured experience, what they wanted to know, and
what they learned as a result of the activity.

Assessment: In assessing the learners’ performance, the
teacher will ask the following four questions:

1. Did the student prepare a contribution for the
class exhibit? Does the choice of the student’s
contribution fit the parameters of the
assignment?

' 4 Did the student participate in the organization
and arrangement of the individual contributions
into a unified whole?

3 Can the learner accurately communicate
biographical information about his or her chosen
poet?

4. Did the learner select and read a poem written

by their poet before the whole group, and
explain why s/he chose that particular poem?
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Lesson Plan 7: “The Cask of Amontillado” by Poe

Grade Level: 9th Grade
Central Concept: Resolving Conflicts

Specific Learning Objectives: Students will be able to
summarize the plot of Edgar Allen Poe'’s short story
“The Cask of Amontillado”. They will also be able to
identify the setting, the theme, the characters, and
the man-versus-man conflict present in the piece.
Learners will devise a viable strategy for resolving
conflicts. o | '

Experiential'Léarhing'Stfategy: Problem-solving

Probing for Prior KnoWledge: Students'can'be asked to make
a list of facts about the author Edgar Allen Poe.

‘Assigned Reading: “The Cask of Amontillado” by Edgar Allen
Poe, to be read following the structured experience.

Structujed Experience: The teacher will arraﬁge for a mock
argument to be dramatized before the entire class.
This will probably work best if the members of the.
class are unaware that the conflict is staged. The
gist of the argument should be that one person
accuses the other of continuocusly insulting or
offending him/her, and this behavior should stop.
Following the argument, learners will be encouraged
to discuss what they have witnessed with a neighbor.
Students could be encouraged to talk about conflicts:
they have personally witnessed or experienced outside
of this incident, and how those conflicts were
resolved. The teacher could then ask students to form
task groups of about three"to four students and
brainstorm a workable and acceptable strategy for how
confilicts of this kind could be resolved. Students
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could be asked to select a spokesperson for their
group to share their strategy with the whole group.

Discussion: On the teacher’s direction, informal
discussion will take place between students
immediately following the incident, and more formally
within their task groups. Additionally, discussion
will take place as the task groups share their
devised conflict-resolution plans.

Reflection: Each learner will be asked to write an article
for the newspaper in which s/he describes their
conflict-resolution strategy. The best-written
article could be submitted to the school newspaper
for possible publication.

Assessment: In assessing the performance of the learners,
the teacher will ask three questions:

g

Can the student retell the plot of “The Cask of
Amontillado” adequately to someone who is not
familiar with the story?

Is the student able to identify the man-versus-
man conflict in the story, and the action taken
by the character Montressor to respond<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>