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Over the past decade, remedial and special educators havc increasingly become aware
of the need to identify and use instructional techniques and curricula that promote thclr stu-
dents’ independence and success in the academic and social realms. Many educators have
begun teaching their students strategies as a primary means for achlcvmg this goal. A strat-
egy is an individual's approach to a task; it includes how the person thinks and acts when
planning, executing, and evaluating performance on a task and its outcomes (Deshler &

- Lenz, 1989). Many types of strategies are required for an individual to effectively and effi-

ciently. complete the array of academic tasks encountered in school. The use of specnﬁc
learning strategies helps an individual approach the lcarning tasks. .

For examplc. one might use the learning strategy Multipass (Schumaker, Dcsh!er .
~Alley, & Denton, 1982) to learn the important information in a textbook chapter. LnkeWme

a student might use Error Monitoring Strategy (Schumaker, Nolan, & Desh]er. 1985) to° ﬁnd
and correct errors in a written product.

Leamning strategies such as these have been designed to enable students to effecuvely
and efficiently meet the academic demands they encounter in their school environments
(Deshler & Schumaker, 1988; Putnam, 1988). Many studies have demonstrated that learning
disabled and other low-achieving students are able to master various learning strategies and to
independently apply them to meet the demands of elementary, secondary, and postsecondary
settings (e.g., Deshler & Schumaker, 1986; ?rns & Graham, 1985; Palincsar & Brown,
1984; Pressley, Goodchild, Fleet, Zajchowski, & Evans, 1989; Wong & Jones, 1982).

Although several approaches to teaching learning strategies have been described and

many appear promising, exactly what constitutes a set of “best practices” for facilitating

acquisition and generalization of strategies by students at various age and performance lev-
> { . .
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els has remained unclear. To address this issue, researchers at
the University of Kansas Institute for Research in Learning

. Disabilities (KU-IRLD) have spent the past 12 years focus-
ing on the specification of a set of best practices for teaching

strategies- to adolescents who are'not succeeding in school
settings. This research has been conducted primarily with
adolescents with learning disabilities and other mildly handi-
capped populations, and the major goal associated with the
research 1fas been to teach strategies that these students can

jccessfully apply to classroom assignments in ‘secondary
n"lainstream settings. . | > : :

| Instead of focusing on teaching simple strategies that can
be applied to laboratory tasks, KU-IRLD research has
facused on teaching “strategy systems” for approaching the
complex learning tasks encountered in mainstream settings.
Each strategy system|is a collection of simple strategies

integrated into one in§tructional routine that a student can-

use to effectively meet a curriculum demand (Deshler &
Lenz, 1989). One example of a strategy system is the
RST-Letter. Mnemqmc Strategy (Nagel, Schumaker, &

_ Deshler, 1986), which includes strategies for creating lists of
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_information and memorij,ir'\g those lists in preparation for a

test. Naturally, the notion of avhat constitutes effective learn-
ing strategy instruction has evolved as more and more of
these strategies have beer created, as additional research has
been conducted.,and as more than 25,000 teachers have
taught these learpmg stfategies to students and provnded
feedback about the procefs

Two |mportant domam» that can have an effect on the ulti-
mate success or failure of strategy training are: (a) astudent’s
knowledge of critical skills and information related to strate-
gy use including the student’s motivation to learn and use the
strategy, and (b) general instructional principles that have
been found to be important in teaching learning strategies to
students. A working model of the instructional methodology
that has emerged|and that reflects a series of instructional
stages will be presented here. The term “working model” is
appropriate becapse of the continuing evolution of ideas
regarding the instructional process related to learning strate-

‘'gies. An earlier version of this model first appeared in Desh-

ler, Alley, Warner, & Schumaker (1981). Although the
instructional proceduree described in this earlier work have
been found to be effective for many students, much has been
learned about the ‘techhology involved in teaching learning
strategies that car] potentially increase the likelihood of strat- .
egy acquisition %d generalization. The model presented in

this article represents the evolution of the original model'to
this pomt in time and Will be used as a framework upon
which future KU- IRLD@esearch regarding methodology for
teaching leammg strateg;es will-be based.

“ o

)
CRITICAL FACTOH%AFFECTING
STRATEGIC PERFO MANCE

For training in the u§§ of learning strategiessto have a sig-
nificant impact on stu@pnt success, the instruction must be
intensive and extensn;"_ (Pressley, Goodchild, Fleet, Zaj-
chowski, & Evans, 198/; Slavin, 1989). Of the many factors

© that may affect the ul] mate success or failure of strategy

training, two important;lomains are: (a) students’ knowledge
of critical skills and inf&rmation that are potentially related to
a strategy’s use, and (b “students’ motivation to learn and use

‘the strategy. Figure 1 provides a summary of what a number

of professionals (e.g., Pressley, Snyder, & Cariglia-Bull,
1987; Swanson, 1989: Wong, 1985) view as the essential
components of these two domains.
With regard to these two domaé this ﬁgure summarizes
the critical types of knowledge and skills associated with

.learning and using a new strategy. In addition, it highlights

some of the teaching behaviors that characterize the instruc-

. tional practices emphasized by less effective strategy teach-

ers and.more effective strategy teachers. |
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Critical Factors Affecting Strategic Performance ’
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The Knowledge Domam

s Successful leamlng and’ perfon'nance are contingent on the
type and level of knowledge a student possesses across four
areas. These areas include: (a) process knowledge, related to
the essential cogmuve and ‘metacognitive strategies requrred
for problem solving, (b) semantic knowledge, related to what

the student already knows and can automatically access for .

use in problem solving, (c) procedural knowledge, related to
- how skills and strategies are organized to promote successful
‘task completion, and (d) conditional knowledge, telated to
_judging when and how strategies should be applied. :
: \
Process K n'owledge

To effectively employ a learning strategy, students must
possess essential process knowledge. Process knowledge

includes knowing how to perform specrﬁc cognmve strate- .

gies (e.g., summarizing, question generating, predicting, mon-
itoring to-confirm) that might be required when performing a
specific step of the learning strategy. For example, in the
reading comprehension strategy ‘called the Paraphrasing Strat-

egy (Schumaker, Deshler, & Denton, 1984); illustrated in Fig- -

ure 2, the sécond step of the strategy, “Ask yourself, “What
were the main idea and details in this paragraph?’” cues the

student to use a self-questioning cognitive strategy after a

paragraph has been read to identify the main ideas and details.
- Process knowledge also involves knowing how to use the
metacognitive self-regulation processes associated with

effective application of these cognitive strategies when per- -

forming a specific step of a learning strategy. For example,
- metacognition comes into play while applying self-question-

ing (a cognitive strategy) within the second step of the Para-

phrasing Strategy. Students may check the first sentence of
- the paragraph, generate a hypothesis about what they believe
is the main idea, and then skim the rest of the paragraph to
confirm their hypothesis. As new information from the para-
graph is gained, however, students, realizing that what they
thought was the main idea is not, modify the hypothesrs to
conform with what they have learned. This process, monitor-
ing the accuracy of the hypothesis and modifying it as neces-
' sary, illustrates metacognition in action. Thus, a student who
possesses this type of knowlédge has a repertoire of cogni-
tive and metacognitive processes and knows how and when
to appropriately apply them. -

Unfortunately, many teachers are not taught to think about
how their students process information, and they often are
unaware of their own mental processes (Pressley et al.,
1987). Thus, when attempting to teach a new strategy, less
effective teachers often fail to adequately model the critical
cognitive and metacognitive processes involved when per-
| forming a specific step of a learning strategy. Instead, they
. tend to model self-instruction at the most rudimentary level.

Read a paragraph

As you are reading the paragraph, look for a topic .
sentence or clue wordd that reveal the main ideas and
delalls

Ask yoursel f,f“What were the .
main idea and details in this
paragraph?” |

Ask yourself, “What Was ‘this paragraph about"’ and
“What should I remember about rt""

Put the maln idea and detalls

‘into your own words

Say, “This paragraph is about

, FIGURE 2
The Paraphrasing Strategy

For-example, the teacher might say, “Let’s see. the next
step of the RAP Strategy is ‘A'—Ask myself, ‘What were
the main idea and details in this paragraph?’” and then jump
to naming a main idea (*‘Let’s see, one main idea is that you

. should travel light when backpacking.”). Here, the teacher

modeled self-cuing of the next step of the strategy but failed
to model any of the cognitive and metacognitive processes
involved in determining the main idea. ;

An effecuvd-slralegy teacher would perform aloud all of
the processes involved in asking oneself questions, review-
ing the topic sentence, forming a hypothesis, checking the -
remainder of* q\e paragraph to conﬁrm or reject the hypothe-
sis, and recychng the processes when necessary, as well as
stating the outcome of the processes (naming the main idea).
To be effective strategy teachers, then, covert thinking pro-
cesses should ;e overtly modeled and mental “leaps” should
be avoided. :

* Semantic Knowledge

In addmon|to kpowing how to perform cognmve and
metacognitive| strategies. a student must possess semantic
knowledge, toimma ly master a ney learning strategy and to
subsequently -employ the strategy to meet the demands of
mainstream environments. One aspect of semantic knowl-
edge concerns|students’ mastery of prerequisite skills neces-
sary to perform the strategy (e.g., prior to teaching students

[an error monitoring strategy to use in correcting mechanical




errors in their writing, the teacher must ensure that they have
knowledge of key capitalization and punctuation rules). One
of the critical features of an effective learning ‘strategy is that
. it enables students to strategically apply krown skills or pro-
* cedures. As a result, students must have the necessary skills
in their repertoires before they can learn how torstrategically
apply them.
Unfortunately, when teaching a new strategy, less effective
teachers often attempt to teach ‘these prerequisite skills and
-the strategy simultaneously. Other less effective strategy
teachers fail to even identify the required prerequisite skills,
and thus they entirely ignore teaching them during the
instructional process. Attempting to teach a strategy at the
same time as teaching the prerequisite skills or ignoring
these skills altogether often results in frustrated students and
discouraged teachers. For strategy instruction to be efficient,
students must have mastered these skills-before strategy
" instruction begins. )
A second aspect of semantic knowledge concerns the

degree of acquired knowlddge (content-area in_formalion)‘

students should possess before attempting to apply a new
learning strategy. For example, application of thefParaphras-
ing Strategy for enhancing reading comprg¢hension is
extremely difficult when the material the student is reading
addresses a topic about which the student has little semantic
knowledge’ a strategy for writing well organized paragraphs
is of little use when attempting to write on a topic about
which-the student knows very little; a strategy for identifying
words when reading is of little use when the word to_be iden-
tified is not in the student’s listening vocabulary.

The implications associated with these pmblem§ are three--

fold. First, teachers must ensure that instruction is continuous-
ly provided, building the student’s background knowledge in
the content areas in which strategies will be employed so the
student can benefit from the application of strategies. Further-
more, instruction in the content areas must facilitate students’
connection of new information they are taught with the infor-
mation they already- possess. Apparently many' teachers pre-

sume that students will automatically mhke these associations, *

but many students do not (Lenz, Alley, & Schumaker, 1987).

cond, students should be expected to learn content and
meet the demands of, content learning situations in order to
practice and perfect strategy applications. Removing students
from learning situations or reducing content learning
demands inhibits the potential for both strategy and content
“acquisition (Ellis & Lenz, 1990).

Third, support-class teachers and content-area teachers
must define their roles and responsibilities concerning
responsibility for content and ‘strategy acquisition. The
appropriate personnel should discuss and assume the respon-
sibilities associated with employing specific procedures for

promoting strategy acquisition and generalization, as

described in this article, as well as the responsibilities associ-
ated with strategically enhancing content delivery (Deshler
& Schumaker, 1988; Ellis & Lenz, 1990; Lenz & Bulgren,
1990; Lenz, Bulgrep, & Hudson, 1988; Sclgumaker Deshler,
& McKnight, 1989)

" By addressing these areas, students will more likely. retain
more information and subsequently will be able to indepen-

dently learn more content when using learning strategies. If -

these areas are not addressed, students will retain less of the
information, which ‘in turn will limit the efficacy of the strat-
egy. Students will know less and, thus, will be less able to
apply the strategies they know. ' 4

Procedural K nou Iedge

“Having process knowledge and semantic knowledge is not .

sufficient to enable a student to successfully perform a strate-
gy. Students also must possess procédural knowledge, which
concerns what students know about the specific pracedures,
or routines, to be used when perforrning a strategy. Procedu-
ral knowledge is related to how familiar students are with the
specific steps of a given strategy, how they are sequenced,
and why each step is essential to completing the learning
task. Procedural knowledge also includes the skills involved
when employing self-instructionto use the strategy steps
when encountering a barrier to task completion. During

instances such as'these, students’ procedural knowledge :
allows them td regulate their use of lhe strategy steps in solv-

ing the problem before them.

Less effective strategy teachers tend to limit the mfonna-
tion they communicate about a strategy by only rudimentari-
ly addressing procedural knowledge at the expense of facili-
tating comprehension of the procedures and communicating
information about the thinking processes required. Often, the
focus is<on rote memorization of the strategy steps rather
than on promoting the student’s understanding of what each

step entails and why the steps are imponant to the.overall -

problem- solvmg process.

To facilitate acquisition of procedural knowledge‘ more

effective teachers prompt students to verbally elaborate on
the strategic process, both on a global level (e.g., they ask
students to describe what the overall procedure is designed to
do and why) and on an atomistic level (e.g., they ask students
to specify the overt and covert behaviors that each step in the
procedure is designed to cue studerits to use and why these
are important to the overall problem-solving procedure). Stu-
dents should be able to describe, in their own words, what
they are generally doing when they perform the strategy and
what they hope to accomplish as a result of using it. In addi-
tion, they should be able to describe each step of the strategy,
what it is designed to do, and why it is lmportant to the prob-

* lem-solving routine.
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€ onditional knoﬁfledge

Many students demonstrate high levels of %:ompctency

" when applying a new learning strategy while interacting with
* | training materials, but they rarely, if ever, use it to meet the

| learning demands outside of the remedial §ettihg. In short,

they may have gained‘ process, semantic, and procedural

- know]edge, but they have not gained enough, conditional

knowledge to make the strategy a functional problem-solving |-

tool inthe “real world.” Conditional knowledge isthe infor-

- | mation students usqto recognize a match or mismatch
I

between the critica

eatures of a given problem.and the
capability of a specific strategy to solve the problem. For
example, they may not recognize that the critical features of
a task related to writing a current-event report for.a social
studies class (e.g., explaining one’s reaction to a news item)
match a strategy for point-of-view writing (Ellis, Courtney,
& Church, in press). Thus, leaming a new strategy involves

" learning the conditions under which the strategy should be

used. Students must learn to recognize the naturally occur-

ring cues in the environment that signal opportunities to use -

the new strategy. : |
. Students also must be able to adapt a learned straiegy to

-match different but similar demands. For example, when the

teacher directs students to write a book report using their
own words to describe the book, they should bé dble to adapt
the Paraphrasing Strategy (a reading comprehension strate-

_gy) to translate infermation into their own words for the

book report. Unfortunately, although many tqachérs value
strategy instruction enough to devote some instructional time
to it, they often sacrifice instruction related ;6 promoting
conditional knowledge so that they can proceed to instruc-
tion in other strategies, skills, or content-area information. -
Sadly, the net result is often a total waste of time because stu-
dents never learn how to generalize the strategies they have

" ]éarned, and thus rarely use the strategies in the situations for

which they had been taught and do not adapt them for use in
other situations. / ,

To expand conditional knowledge so that generalization is
more likely to occur, a number of instructional initiatives on
the part of the teacher appear desirable: i

+ Conducting guided and independent practice accompa-

nied by individual feedback on a wide variety of stimu-

lus materials with varying levels of difficulty.

+ Providing opportunities for students to discuss and
elaborate on use of and adaptation of the strategy.

« Facilitating goal setting related to generalization.

« Establishing the expectation of generalization:

« Structuring specific and varied transfer activities.

* In summary, when teaching learning strategies to students,
four types of knowledge must be addressed if they are to be |

expected to effectively {eamn and apply the new stmtegies to
meet the demands of mainstream settings. Process knowl-
edge enables students to perform the necessary cognitive and '
metacognitive strategies included in a learning strategy.
Semantic knov;;edge enables students to gerform other neces-

sary skills involved in the strategy and provides them with a
knowledge base upon which strategy use can build. Proce-
dural knowledge enables students to put together the cogni-
tive and metacognitive strategies -and other nonstrategic
skills into a fluid sequence. Conditional knowledge enables
students to adapt the learning strateg'j where .necessary and
to apply it in appropriate situations outside of the remedial
setting. |

The Motivational Domlain

The seco;@ domain :bf critical factors affecting strategic
performance concerns sfucents’ motivation to learn and use a
strategy. Student motivation can play as critical a role in the
learning process as varyi‘i:}g levels and types of knowledge.
Typically, students targeted for learning strategy instruction
are the same students wha have been described as unmotivat-
ed and inactive paﬁicip?ui\:s in the educational setting (Desh-
ler, Schumaker, & Lenz, { 984). Unfortunately, many educa-
tors identify fixed person?'ity traits, such as temperament, as

. the cause of mo;ivation;l problems and. thereby preclude

intervention in the motivational domain. A more profitable
approach to the motiva@l(mal problem considers students™
belief syst and their use of self-motivation techniques as
importarit targets of the ifistructional program.

Belief Systems

What students believe about themselves, the problems or
tasks they encou_nfer, the underlying principles to which |
they attribute the occurrence of certain actions or outcomes,
and the effectiveness of the problems-solving strategies
designed to address these problems can have a significant
impact on their receptivity to learn and subsequently
employ new strategies. For example, some students who
have experienced a history of failure and who view. them-
selves as incapable are skeptical of interventions designed
to enable them to become capable. Many of these students
have a tendency to rely on others for direction, goal-setting,
and reinforcemen& '

Students’ beliefs about the reltive merits of performing
academic tasks naturally impact the extent to which they are
willing-to exert energies to undertake the tasks. For example,
if they do not value th¢ content they are learning in science
elass (i.e., do not beli¢ve the knowledge will be helpful to

_them), they will be less likely to complete science assign-

ments and less likely to'apply strategies to those assignments.
: ; a
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Likewise, students’ beliefs in their old learning haQWill
have an impact'on their willingness to learn new way
approaching academic tasks. Many students seem to-be thor-
oughly committed to using less efficient or effective strate-
gies when learning or performing and are thus less willing to
learn or use new strategies.

Some teachers seem to be intimidated by what they per-
ceive to be students’ beliefs. They perceive the student as
resistant to learning, in general, and to strategy instruction,
in specific, and consequently teach pew learning strategies
in a rudimentary or nondemanding fashion so that their rap-
port with studentsis not jeopardized. This instruction is less
than effective because students do not receive the corrective

feedback necessary to master the new-strategy, and they.

often do not receive sufficient opportunmes to practice
using the strategy.

Effective strategy teachers use a variety of téchniques to
help their students alter thefr belief systems with regard to
- academic performance and use of strategies. First, they engi-

neer instructional arrangements to promote agd reinforce
indepéndence on the part of students. The more(that students
find that they are able to independently make ‘choices and
proceed through the learning process, the more likely they
will adopt beliefs that are congruent with the notion that they
can be effective learners.

Second, they communicate high expectations for lhenr stu-
dents through their words and actions. Students are more
likely to believe that they can achieve challenging goals if
others in their environment believe that they can achleve
them as well.

~ Third, they helphaems identify and analyze behefs that
underlie their behavion as ineffective learners. The Control
Model, developed by Bennett (1987), provides a framework
for teachers to use in}mel;iing students identify the underlying
beliefs they have adopted to meet certain needs (the need to
feel important, of to haye self esteem, the need for varjety,
the need to love and be loved, the neéd for survival, and so

sof. .

~

on), which ultimately govern much of their behavior. -

Tl'lrough discussion of this model, teachers can, if necessary,
help students understand how their beliefs might be function-
ing to undermine thelr success.

Fourth, they help students dlscard unproductive beliefs
through a variety of means:

¢ They carefully orchestrate the types of assignments ,4

given to individual students. Thus, each assignment is
carefully planned so that the student is afforded an
* opportunity to connect success with use of the strategy.
Through a series of successes, students can begin to
discard the belief that they cannot be successful and to,
adopt the belief that they can be successful when they
use the strategy.

St

* The teachers tune into their students’ verbal and physi-

cal behaviors so that they can identify students whose
. belief systems are mcompauble with successful strategy
usage.

_» Once students are |denuﬁed eﬂ'eclwe leachers spend
considerable time prompting the students’ verbal *
expression of negative beliefs, discussing the impact of
these beliefs on performance, modeling positive self- *
talk, prompting positive self-talk, and provxdmg feed-
back about self-talk.

"« The teachers permeate their strategy instructiofi with
rationales and statements that connect use of the strategy
with benefits the students can achieve for Khemselves

« When success has been realized, these teachers spend
time with the studems comparing current performances
with previous ‘performances and celebrating the
progress students have made. A major aspect of this
comparison process involves helping students discover
and articulate how their beliefs about themselves, their

“environment, and the strategies they have recently
acquired have changed over time.

In short, through an emphasist on student beliefs, teachers

help students see their surroundings and themselves within
those surroundings in‘a significantly different way. Seeing

'lhings (or oneself) in a “different way” has been referred to

as a “paradigm shift.” Kuhn (1970) referred to the power of.

“paradigm shifts in science that have enabled researchers to

break with tradition and their old ways of thinking and to
enable them to make new discoveries and breakthroughs as a

result of their new or altered paradigm. Similarly, Covey

(1989) has argued that the effectiveness and productivity of
individuals can be greatly enhanced if they shift their
paradigm concerning their beliefs about their potential for.
learning and their abilities to successfully cope'wuh setting
demands, given their mastery of an array of learning and
sociat strategies. -

Se[f Mom'anon Techmques

« To mdyﬁendemly employ leammg stratcgles to meet the .
demands of mainstream classes, students must be sufficiently
motivated over a sustained period of time. Within a learning

strategies context, McCombs (1984) has addressed the

notion of sustained motivation through a concept called
“continuing intrinsic motivation to learn.” This:concept has
been defined ‘as “a,dynamic, internally mediated set of

" metacognitive, cognitive and effective processes that can

influence a student’s tendency to approach, engage in,
expand effort in, and persist in learnihg tasks in a continuing,

self-directed basis” (p. 200). This definition implies that stu-.
dents must know themselves as learners and realize that they

b
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are reponsible far their own learning. McCombs further
argues that the overriding purpose of self-motivation training
is to promote in students a perception of self-efficacy and
personal control.
to take positive s¢lf-control and change negative attitudes

- and orientations toward learning.

Capable leamer$ seem to employ a number of motivation

- strategies, including self-coping and affirmation statements,

establishing their jown goals, and reinforcing themselves.

Ultimately, students mastering the use of a new strategy also

must master the use of self-motivation strategies. Regret-

* . tably, many teachers take on the responsibility for motivating
* students rather than teaching students to motivate them-
- selves: For example, some'teachers employ. only extrinsic

motivational systems to motivate students. Such systems
focus on the teach¢r establishing goals for students, awarding

"the students tokens or points for completed work, exchang-

ing these tokens for extrinsic reinforcers, and delivering
exaggerated prais¢ in conjunction with appropriate perfor-
mance. Although use of extrinsic reinforcement often pro

- duces immediate short-term benefits, some authors have sug-

gested that its use|in isolation from other motivational tools
ereates dependency in students and tends to reinforce exter-
nal lecus-of-contrgl beliefs rather than to facilitate indepen-

" dence (e.g., Ellis| 1986; Ellis, Lenz, & Sabornie, 1987b;

Litch & Kistner, 1986; Wittrock, 1986).
Although effective strategy teachers might make use of
some form of extrinsic motivational systems (e.g., points,

- grades, parties, trips) to encourage learning, they also teach

their students self-imotivational technigues in conjunction with
teaching them learning strategies. For example, they teach
their students how [to set annual goals for learning and how to
present these goalsat their IEP conferences in such a way that

the goals are included in their formal educational plans (Van- -

Reusen, Bos, Schumaker, & Deshler, 1987; VanReusen, Desh-
ler, & Schumaker, {1989). They teach their students to set per-

sonal goals, to make positive affirmation and self-coping
statements to motivate themselves as they work through a task,

to evaluate their own performances, to use self-reinforcement
and self-correction procedures, and to monitor progress toward
their goals (Seabaugh & Schumaker, 1981).

Thus, the instructional process is dnven by student goals,
not teacher goals. [In addition, during the process of instruc-
tion on a given strategy and across strategies, teachers fade
their mediation off the instructional process and expect the
student to take more and more responsibility for learning.

This transfer of responsibility prepares students to face the

demands of main$tream educatronal environments, where
self-motivation is | unred :

To summarize, motivational factors play a critical role in

promoting strategi learning and performance. If students are

ese perceptions underlie students’ ability -

EX

‘to leamn to use strategies effectively and efficiently, teachers
should be aware of these factors and ‘actively address them
throughout the instructional process.

BASIC lNSTRPCTIO\’AL PRINCIPLES

Pressley, Borowsk1 &| Sullivan (1985) have argued that
good strategies are “coniposed of the'sufficient and neces-
sary processes for accorimhshmg their ‘intended goal con-
suming as few rntellectvra’ processes as necessary to do so”

(p. 140). Srmllztrly, goo strategy instruction mcorporates
procedures that |are bas=il on sound instructional’ principles
and are sufficiently pow c%rful to enable students to acquire a
new strategy aS\qUICkl\ iand as, efficiently as possible. The
following principles have been found to facilitate his type of
strategy instruction. . |

1. Teach prereq;lisite skilgr before strategy instruction begins.

Because most leaminj-;z strategies .are designed to enable
students to use skills in aiproblem-solving context; skills that
are required for successful strategy use should be mastered
before instruction in the actual strategy begins. To facilitate
prerequisite skill instruction, students’ skills must®be:
assessed to determine whether they have mastered the skills
necessary for successful application of a specific learning
strategy. Some skills may require only a brief review, where-
as others may require more intensive instruction. As a gener-
al rule, students should have mastered prerequisite skills well
-enough to ﬂuemly apply them. For example, instrucfion in
the Paraphrasing Strategy (in which students are expected to
read and paraphrase the content of a paragraph) may have to
be preceded by instruction in a related prerequisite skill area
such as paraphrasing smaller information chunks (e.g., one
sentence). Similarly, if students ‘are to be taught the Sentence
Writing Strategy (Schumaker & Sheldon, 1985), instruction
in the strategy is enhanced if students first learn how to iden-
ufy subjects, verbs, and prepositions.

« Teaching the necessary prerequisite skills pnor to strategy
instruction has two main benefits. The first is that teachers
will be working only with students who are prepared, to ben-
efit from instruction in the given strategy; hence, the neces-
sary steps already have been takeit?) prevent students from -
failing. In addition, instruction in‘the strategy will be more
efficient because using instructional time to cover prerequi-
site skills in the middIg of strategy instruction will not be
necessary. This will al]ow students to travel a relatively
straight and umntermpred path between the initial introduc-
tion and description of. Qhe strategy and the actual applica-
tion of the strategy to] ¢lassroom assignments. A’ straight
path can enhance the inotivation of students to learn addi-
tional strategle7 i

i
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2. Teach regularly and intensively.

_ For students with learning disabilities to successfully mas-
ter complex learning strategies to a point of -fluency, these
strategies have to be taught on a consistent basis. Ideally, this

means daily exposure to strategies'instruction with ample °

practice opportunities programmed into an instructional peri-

‘od Thus, activities that prevent or interrupt daily instruction .

. g., assemblies, standardized tests, trips to the counselor’s
office) must be kept to a minimum. In addition, regular atten-
dance must be required and encouraged.: .

A key to ensuring intensive instruction is for both teachers
and students to set daily, weekly, and semester goals related
to strategy acquisition and generalization. Students should
set semester goals that specify the strategies they want to
learn. Daily and weekly goals they set should delineate the
skills they want to acquire in the procéss of mastering the
new learning strategy. During goal setting, stydents should
consider two factors as they work on seuin{a goal: (a) a
“quantity factor,” specifying how -much work ¥ill be accom-
plished during a given period of time (e.g., “Today I will
complete five word problems in math using the problem-
solving strategy I am learning™), and (b) a, “quality factor,”
specifying what kinds of behaviors or attitudes a student will
try,to incorporate during completion, of the task (e.g., “As I

attack each problem, I will tell myself the steps of the strate-

gy and remind myself that I can be successful in math when I
use the strategy”).

Students should set target dates for completing given
instructional components, refer to these goals regularly, and
adjust performance accordingly to meet them. In the absence
of ambitious goals for stratégy acquisition and generaliza-
tion, students often tend to prolong the time spent mastering
a given strategy. Given the many deficits most low-achieving
students and students with leaming\_disabiliiiés exhibit; the
limited instructional time available must be used optimally,
and every effort must be made to prevent students from get-
ting “bogged down™ in learning a given sﬁtegy.

Teachers likewise should set goals regartling how much to
accomplish with each student in a specified time. Without
clearly defined goals, it is easy to fall a little behind schedule
each week, resulting in significant slippage by the end of the
sergester. Well defined. and ambitious goals tend to increase
thktensity of instruction as well as students’ overall
progress. By openly sharing their goals with their students,
teachers can effectively model for students how to set goals
and express the personal value they have found in doing so
on aregular basis.

3. Emphasize personal effort.

Students need to understand that successful problem solv- .

ing, in the simp]est terms, is related to choosing a strategy

.

that can effectively address the demand of the setting and -

~ then' trying as hard as possible to use the strategy properly.

‘Teachers should remind students regularly that academic
success results when students put forth significant personal
effort in applying an‘appropriate learning strategy to a prob-
lem they are facing. In short, they should teach their students

that the key elements in the formula for successful problem ;

. solving in an academxc setting are:

Appropriately chosen learning strategy + personal effort = successful problem solving

Frequent: reference to this formula in discussing progress and -

providing feedback to students can enhance students’ under-
standing that they have to exert personal effort to ensure suc-
cess. Using thissformula overa sustained time can increase
students’.understanding of the learning process.

4. Require mastery.

Research ‘has shown that students are more hkely to

- generalize a given leamning strategy, (the major instructional

specified mastery levels (Schmidt, Deshler, Schumaker, &
Alley 1989). Specifically, two dimensions constitu mastery
performance: (a) correct performance ofa given slrategy and
(b) fluent use of the strategy. Typically, the early phases of
strategy instruction focus on students acquiring and perform-
ing the correct strategy routines. After they have learned the
routines in the correct order, the instructional emphasis must
shift to increasing the speed and fluidity with which students

goal) when they can proficiently perform the stralfy at the

use the strategy. The strategy must beintegrated in their.

repertoires at the automauc level (Pressley, Johnson, &
Symons, 1987). Older students often are required to acquire,
store, or express large amounts of information quickly. If a

learning strategy is to serve these students well, they must:

feel that they are more efficient at tackling a task or ass:gns
ment with the strategy than without it.

Nevertheless, establishing a mastery criterion appropriate
for all students is difficult. Although a tenth-grade student

~ who is reading at the fourth-grade level must first-demon-

strate mgstery of a strategy on fourth-grade materials, the
mstrucuonal goal is for him or her to perform at a mastery
level on tenth-grade materials. Ur}fonunately. the instruction-
al time that must be expended to achieve the goal of mastery
on tenth-grade materials may not justify the tradeoffs that
must be made with regard to olhe( instructional activities.
Extending the time. period over which mastery is achieved

might be necessary for some stud ents. For example, if a stu- -

dent is having difficulty mastering the verbal expression of
“the different routines of a strategy, proceeding to a subse-
quent instructional stage and allowing the student to use a

. cue card when pracncmg with Lhd strategy rather than relying

on the student’s memory might | bbe necessary. This process
may not only enable'masfery oti the strategy more quickly

.
tL
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-tional stage.

i

anc? reduce student fi’usnation. but it also may afford the stu-
dent multiple opportunities for exposure to the steps of the

strategy in other contexts and circumstances, thus helping to.

compensate for what was not mastered at an earlier instruc-

5. Integrate instruction .

The' instructional ‘rﬁethodology discussed in the next sec- ;

tion is presented as a set,of instructional stages that, on the

. surfdce, seem to be linear in nature. Although the stages are

arranged in a logical order, beginning with a pretest of the -

student’s skills and ending with specific generalization activ-
ities, strategy instruction seems most effective when several
of the instructional methods are integrated throughout the
entire series. For example, the generalization activities seem

to be most effective if generalization is forecasted and -

emphasized in all the instructional stages. That is, even as

early as the Pretest Stage of the instructional methodology,

students’ attention can be focused on generalization by
emphasizing how they will be able to use the strategy in a

broad array of settings and situations once they have mas- -

tered it (Ellis, Lenz, & Sabornie, 1987a, 1987b).
Similarly, teachers can continually identify situations in
which an additional demonstration of the strategy or a sub-

step of a strategy would be advantageous for students. For.

example, when giving feedback to the student on his or her
performance of the strategy, modeling might be helpful to
show the student what to do on the next practice attempt.
Teachers also might effectively give students multiple oppor-
tunities to verbalize the steps of the strategy and the reasons

~ for each step or substep of the strategy by regularly asking

them to name and explain certain aspects of the strategy they
are learning. This can even be done at times typically consid-
ered to be “noninstructional.” For example, when students

are being dismissed from class, the teacher can require them *
to “‘earn their way out of the room” by repeating a certain’

step of a strategy, by specifying why a certain step is useful,
or by suggesting a situation in which the strategy can be

used. Consistently expecting students to perform in this fash- .

ion can do much to help them achieve mastery. In short,
strategy teachers have to be sensitive to any student who
may need repeated exposure to an mstrucuona?tcchmque

‘(e.g., another model) or to any whose learnifig can be
" enhanced by recycling through a given stage oncelagain.

6. Emphasize covert processing.

Throughout the instfuctional procéss._ teachers should
deliberately discuss and demonstrate the covert processes
involved in performing the strategy. Applying a learning

.strategy to meet a specific academic task demand often

involves ‘using covert processes (cognitive strategies such as

{

* visual imagery, prioritizing hypothes!i‘s generating, relating

new -information to ‘prior knowledge; or paraphrasing; and
metacognitive strategies such as problem analysis, decision
making, goal setting, task analysis, and self-monitoring).-
Thus, instruction in the uise of a learning strategy should
address the covert processes involved in applying the learn-

- ing strategy. For example, when teaching a learning strategy

that contains a step designed to cue the student to paraphrase
the main idea of a paragraph, an effective teacher will
explain and demonstrate the cognitive processes one might
use to find and state the main idea. The teacher also will

' coach students to perform these cognitive processes effec-

tively and efficiently. >

Roehler and Duffy (1984) have called mstrucuon that
emphasizes covert processing “direct explanation” (p.-265).
In short, they argue that e:ffeciive teachers focus not only on
the mechanical aspects of learning and performing but also
on directly teaching stu_dentS to understand and use the

. covert processes involved in the task. A less effective teach-

er, an the other hand, might simply instruct (with no explana-
tion or demonstration) the student to perform the covert
behavior and then provide feedback with regard to whether
the desired outcome was attained (e.g., whether students gen-

- erated the correct main icea).

T Emphast’e generalization in the broadest sense.

Over time, the focus of instruction should sHift from
teaching students to use 2 task- -specific leamning strategy to

* - meet the demands associated with a specific problem domain

to a focus on how strategies. can be used to address similar °
problems in other domains. Although a task-specific learning
strategy is typically designed to target a problem that might
be encountered in a specific academic domain (e.g., studying
for a test), instruction in that strategy must impact the student
beyond the scope of the original problem® domain. Students
should learn to be flexible and to adapt the processes
involved in the task-specific strategy to meet a variety of
needs in other problem domains.

For instance, if students are being taught to organize and
prioritize in the contéxt of studying for tests, they also might
be taught how to apply these skills in other problem-solving
contexts. Original instruction might focus on how ideas can
be depicted in a manner that clearly communicates relation-
ships, as well as on the processes/used to prioritize what
should be memorized first, second,_third, and so on. Later,

- after students have mastered application of the skills within

the context of studying for a test, these same skills might be
addressed within the context of a paragraph-writing task or a
note-taking task. Naturally, the more experience students
have in learning the skills associated with categorizing and
prioritizing in specific contexts, the more readily they. will be
able to apply them-in previously unencountered contexts.
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A WORKING INSTRUCTIONAL MODEL FOR
TEACHING LEARNING STRATEGIES

The working model presented here has been operational-
ized by specifying a sequence of eight instructional stages
(See Table 1). The specific instructional stages have been

identified to denote different emphases in the instructional

process. The procedures described for each stage relate to
this emphasis and have been organized into specific phases

of instruction. In addition, the procedures associated with

each stage of. instruction'are employed over various time
periods and are unique to each stage. of instruction. The time

frame can range from as short as one instructional period to

as long as several weeks for a given instructional stage.

Two important instructional elements have been incorpo-
rated into each ‘instructional stage to promote learning and
motivation: (a) the use of“ofganizers. and (b) principles of

goal attainment. Because these elements are standard across .,

reviewed at this point and only the aspects uflique to a spe-
cific instructional stage will be addressedsas eath instruction-
al stage is described.

First, each instructional stage uses advance, lesson, and
post organizers to promote learning. Each lesson begins with

implementation of each inslructionalslage{lhey'will be

an advance organizer. The purpose of this organizer is to help .
the teacher: (a) gain the students’ attention, (b) review rele-"

vant learning, (c) make the connection between previous
" learning and the current instructional goals, (d) focus stu-
dents’ attention on the relationship between the activities of
the day’s lesson with the overall goal of mastering the new
strategy, (e) personalize the lesson for students so they under-
-stand the benefits they will receive through the learning pro-
cess, and (f) communicate specific learning and performance
expectations. As each instructional stage is implemented, the
teachers should use lesson organizers to further cue orgamza—
tion, state expectations, prompt the integration of new infor-
manon with previously.learned mformanon and make rela-
tonsmps clear. Finally, a post organizer is prov1ded that
prompts students to review learning and evaluate Whether
expectations for leammg and performance have been met.
Second, each instructional stage incorporates the process of
setting and evaluating goals related to strategy leamning. To
accomplish this, students set their own performance goals for
the lesson and, at the end of the lesson, evaluate their perfor-
mance. Progress is noted on a chart, and the student decides
what must be accomplished in the next instructional period. .
An overview of the key instructional behaviors associated
with each stage of strategy acquisition and generalization,

following the outline of Table 1, is presented next. The '

instructional stages are described in terms of the major focus
of instruction, expected outcomes, and critical componenls
and processes associated with each stage -‘

TABLE 1
A Workmg Model for Teaching Learning Strategies

Stages of Strategy Acqwsmon and Generalization |

Stage 1: Pretest and Make Commitments
Phase 1: Orientation and pretest
Phase 2:° Awareness and commitment

‘Stage 2: Describe

Phase 1: Orientation and overview )
Phase 2: Presentation of strategy and
: rememf:ering system

».Siage 3: Model

Phase 1: Onentaiton
Phase 2: Presentatlon 1
Phase 3 Student enhstment

Stage 4: Verbal Practice :
Phase 1: Verbal elaborgtion /
Phase 2: Verbal rehearsal

Stage 5: Controlled Practice and Feedback
. Phase 1: Onentahon and overview
Phase 2: Guided practice
Phase 3: Independent practice

Stage 6: Advanced Practice and Feedback .

.Phase 1: Orientation and overview =
Phase 2: Guided practice.

2 Phase 3: Independent practice .

Stage 7: Posttest and Make Commitments
Phase 1: Confirmation and celebration
Phase 2: Forecast and commit to
generalization /"

Stage 8: Generalization : s
Phase 1: Orientation o
Phase 2:. Activation
Phase 3: Adaptation
Phase 4: Maintenance

;o

Stage 1: Pretest and Make Commitments -

. Consistent with the underlying principle that instruction
should be driven by student goals the major purpose of
Stage 1 is to have students want fo make a commitment to

. learn the strategy. The intent of this stage, therefore, is to

motivate students to learn a new strategy by. making them
aware of: (a)-a specific setting demand encountered in many
of their classes, (b) how they are performing with regard to
this demand, and (c) the existence of alternative approaches
or strategies for meeting this demand. Students’also are
informed about the results obtained by other students with

‘ g ’ SR
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- apply the strategy and

similar learning habits and entry-level skills who ‘previously

learned the new strategy. In short, through a discussion with .

the teacher, students are led to the following conclusions: (a)
'I'hey are not meeting a specific setting demand in school,
and, as a result, they are at-risk for failure; (b) their failure is
not innate but, rather, is a function of not knowing the-best
strategy for the task at hand; (c) an altemanve approach
(strategy) can be used to produce success once it is learned
and applied through consistent effort on their part; and (d)
other students with similar difficulties in school have experi-
enced success after using the new strategy.

Another purpose of this first instructional stage is to estab-
lish a baseline related to how each student is currently per-
forming in meeting the targeted setting demand. By carefully
observing students as they perform tasks related to the set-
ting demand and by discussing with students how they
approach specific tasks and how they feel when they are try-
ing to respond to different task démands, teachers can deter-

,mine students’ current learning habits and anticipate the rela-

tive degree of instructional imensity required to teach the
new strategy.

This stage has two phases of instruction: (a) an initial ori-
entation combined wnh a pretest, and (b) a phase in which

students become aware of their deficits and make a commit-

ment to learn. When lhese two phases have been completed,
a signed goal statement mdlcatmg a commitment to learn and
:l record of the student’s baselme per-
formanqe should have been produced.
|-

v

Phase 1: Orientation ar‘d Pretest

he purpose of the/orientation and pretest phase is to
infroduce students to the importance of jointly (the teacher
and the student) détermining how students are approaching a
specific curriculim demand (e.g., storing information from a

lecture). Students need to understand, at this point, that the

purpose of the probes or “tests” in this stage is not the same
as tests given in the regular classroom. Here, the purpose is
to try to figure out what strategies the student uses effectively
and what current strategies/learning habits should be modi-

fied or changed altogether. Thus, the students need to know '

that how they score on the pretest will have no bearing on
their grade in the course.

Students also need to understand that the deficits to be
identified through the pretesting process are specific to the
task or setting demand, and'they do not indicate generalized
deficiencies or. inadequacies in the student. Often, students
with a long history of academic failure have difficulty sepa-
rating their worth as individuals from difficulties they may

‘have in completing a specific task. During this phase. the

teacher should

I

o

{

1. Give students rationales for this phase of the instruc-
tional process.

- 2. Provide an overview of the entire Pretest Stage and

* point out how 1t is tied into the rest of the instructional
- process:

3. Discuss how decisions will be made regarding instruc-
tion on strategies in the area being assessed. Specifical-
ly, inform students that they will have a major voice,
through the goal-setting process, in determining
whether to work on 4 given strategy.

4. Assess how students perform relative to a specific set-
ting demand. Include observations of students’ strategic -
processes and products. The processes to be observed
include the general approach students might use to
accomplish the task and the specific behaviors they dis-
play while approaching the task (e.g., what a student
does when attempting to take notes). The result of these
processes is a product (e.g., a record of how much of
the critical information the student was able to include
in notes, how well this information was organized, and

 the like).

5. Use materials and tasks from the regular classroom, the

~ setting -where students must ultimately demonstrate
mastery with the strategy, as the vehicles for the assess-
" ment process

6. Score the student’s -products, compare each student’s
scores to the set mastery criteria, and determine
whether the sirategy is appropriate for each student who
took the pretest.

Phase 2: Awareness and Commitment

One purpose of] this phase is to make students aware of
what was learned about them as.learners as they were
observed performmg tasks and through analyzing the prod-
ucts they produced. In essence, this information represents
their current habit(s) in coping with setting demands.- A sec-
ond purpose is to give students a general idea of the strategy
they can choose to learn as an alternative to their current
approach to the task. Finally, students will make commit-
ments related to/ learning the new strategy, and the teacher
wnll make a commument to students to teach the strategy in a
manner that will pi mote the student’s mastery and general-
ization of the strat gy. As a part, f this phase, the teacher
should:

1. Review pretest results. Care should be taken to discuss
the student’s performance according to categories of
slren'gths and weaknesses. If the strengths and weak-
nesses are characterized in relation to categories, stu-
dents will more easﬂy understand their performance
and the areas in which they need improvement. Asa
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result, they will be able to focus their goal setting and
- effort on these areas. '
2. Briefly describe the alternative stralegy for mcetmg the
specific demand, including the potential benefits of

using the strategy to mcrease success at school home,

and work.
3. Describe what is required" (m terms of time, energy, and
commitment) to learn the new strategy.

4. Describe the kinds of results other students have? 3

]
|

achieved after learning the strategy.*

. 5. Ask the student if he of she is willing to make : a com- *
mitment to learn the new strategy in hght of lhc infor- |

mation that has been presented.

‘*those' situations and emphasize its relevance in school,
home, work, and leisure settings.

3. Prompt the'students to compare their old learning habits
with the strategy as the discussion proceeds so they can
discuss the differences at the end of the lesson

17 i Tie ot

" Phase 2: Presentation of Strategy and Remembering System .

Dunng this instructional phase students are exposed to the
overall intent of the strategy as well as to the nature and pur-
pose of each of the jnstructional steps. Instruction should
emphasize both the overt and covert processes involved in

‘effectively using the strategy. As a part of this phase of '~

6. Explain the commitment the teacher is willing to mw\/ mstrucnon the teacher should:

toeffectively teach the strategy. \
' <, ; |
.Stage 2: Describe ol ‘;

‘ \

The purpose of this instructional stage is fo describe the
new strategy in such a manner that students gan: (a) become
aware of the overt and covert processes involved in perform-
ing the new strategy; (b) become aware of how the steps of

the strategy are used to approach academic tasks, and solve’

problems and how self-instruction is used to regulate use of
‘the steps; (© clearly see how this new strategy is dlfferent
from their current habit of problem solving; and (d) become
motivated to learn and apply the new strategy. In short, the

teacher clearly “paints a picture” of what the new strategy is -

all about and how its use will alter learning and performing.
The Describe Stage of strategy acquisition and gefieraliza-
tion has two phases of instruction. First,.students rqcéive an
orientation and overview of the strategy and its application to
;specxﬁc setting demands. Second, they are made aware of the
specific strategy steps and of their application to specnﬁc aca-
demic tasks.

-
o

: ,Phase 1: Orientation and Overview

‘The purposegpfi the first phase of the Describe Stage“ is to
. orient students to different reasons for adopting the new

strategy ds an altematlve method of problem solving.' Stu- :

dents also are made aware of where and when the strategy is
- used appropriately and when not to use it. In addition, the
importance of students’ actively listening and comparing the

new strategy with how they typically approach tasks is

stressed. During this phase, the teacher should:

< |
1. Ensure that students understand the rationales for learn-
mg the strategy and how the strategy can affect success
~ across a wide number of settings.
2. Describe the general characteristics of situations in
_ which the strategy can be used. Discuss examples of

i ‘ a : “ g

1 Descnbe the strategic progesses involved in usmg lhe
overall strategy. Fot example, students should be told
that a given strategy'is effective because it helps them
transform (e.g., cluster, organize, paraphrase) material -
into a form that is easier to understand and remember.

2. Describe, explain, and guide students to understand the

- overt and covert processes involved in each of the
steps. This explanation  should underscore for students
the importance of the role of self-instruction when per-
forming a strategy. That is, students should realize that

" they should understand the steps well enough to be ablé
to talk their way through implementation of the strategy
to both guide and monitor its successful application.
Thus, the focus initially is| 7ot on leammg to perform
the steps of the strategy but, rather, on how one must

. use self-instruction to regulate use of the strategy steps.

3; Exp.am to students how to remember the strategy by

: dlscdssmg the remembenng system used with the. strat-

- egy.. Pl

4. Ensure that students understand the relationship
between the remembering system and what i is involved
in applying the learning strategy, with partlcular
emphasis on the process of self<instruction. . *

5. Through an open discussion, encourage students to
gémpare and contrast the new strategic -approach to
their old approaches. This instruction should focus on
how self-instructional use of the strategy steps differs
from what they typically do| when attempting to meet
the setting demand. ‘

6. Guide students to set individual goals for learning the

- strategy. &

Stage 3: Model -

Research suggests that learning disabled and other low-
achieving students may not use self-talk effectively to guxde :

 their performances (Warner, Schumaker, Alley, & Deshler,
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1989). Thus, teachers should teach students these cognitive
behaviors as well as the overt physical acts they need to per-
form as they compiete a given task. The Model Stage of
instruction is fundamental for teaching and demonstrating
these cognitive behqwors A frequently made mistake in the

instructional process is to confuse the Describe Stage of.

instruetion with the |

: ally have not been
cesses by “thinking ouF " Once this instructional process is

tered, teachers ¢

m of the strategy|as

med. In short,

str. tegy. instruction (Schumaker, 1989). The Model Stage

has three major ph

Phlase 1: Orientation |

During this phase

~ covering the nature

where and when the
teacher personalizes
how its use will be
lesson content, prov
and how it can help
tion of the activitie

expectations regardi
(such as instruction:

pay particular atten

Moﬂel Stage. That is, teachers tradition-

ined to demonstrate their thought pro- °

gf;'eatly enhance students’ understand-
s stcp is considered to be the “heart of
s.

p st

the {teacher reviews previous learning by
an pilrpose' of the strategy steps and
strategy can be applied. In addition, the
the, strategy so that students understand
nefit them. The teacher also defines the
iding an explanation of what a model is
students as learners, and a brief descrip-
in the lesson: Finally, the teacher states
g student involvement during the lesson
for students to -watch the demonstration,
ion to what the teacher says and does,

. and imitate what has been demonstrated).

@

-strategy. It should
~and prior practice

Phase 2: Presentatiq

n

e Model Stage consists of a teacher
strategy. The demonstration includes all
to think and act while performing the
fluid and organized; thus, preparation
the teacher’s part-are critical. Specifi-

ell as the speed with which it is

__ performance, (c)

cally, the demonstration emphasizes the cognitive acts,

required to perform the strategy through a thinking-aloud
process. Care should be taken to provide a balanced demon-

stration that shows enough of the cognitive proéefss.es )
involved to enable the student to understand application of -

the strategy without bogging down the demonstration in a
manner that will make the strategy seem difficult and cum-

'bersome As a part of this phase, the teacher should: z

v

1. Emphasxze three types of cognitive processes while
~“thinking aloud. First, the teacher dempnstrales self-
instruction by modeling how to cue oneself to use the
next step of the strategy (e.g., “Let’s see, the next step
is ‘Insert a letter’.”). Second, the teacher models how to
do. problem solving (e.g., “Hmmmma . . . I have a prob-

1 )
| .

lem. There afje nine iblems'in this list, and I should only
have seven. I know! I'll put'four items together because
they’re all related to planfs, and the other five can be

" grouped together bécause they’re ‘all related to ani-
nmals.”). Third, the teacher demonstrates the monitoring
required whil perfog:mmg d strategy (e.g., “Let’s see,
where am 1? [ just finished checking for punctuation

. errors; next I need to ?heck for spelling errors.”).

2. Demonstrate how to berform the task: Merely describ-

; ing a performance (t¢lling what to do) does not provide
a true model of the thinking processes and physical acts
that students ¢an imitate. Therefore, the entire strategy
must be demanstratéd, and performance with regard to
the whole task must be shown.

3. Avoid makin mentél leaps between specific sleps or
actions. Students wﬁl have difficulty making correct.
decisions thrjgghou.t a strategy if they do not see the

- major thinking processes involved in performing the
strategy. ; ' ;

Phase 3: Student E dlistment

During this phasL studqnts are prompled to-gradually per-
form more and mare of the required thought processes and
physical acts themselves. They become the demonstrators. "
Initially, studem:fan be prompted to name the next step.
Once mastered, they should be prompted to say what they
would say as they: (a) check their progress, (b) evaluate their
ake adjustments, and (d) problem-solve.

By involving students, the teacher can check their under-
standmg of the strategy steps and the processes involved in
performing them.

Frequently, students wi not be able to explain the covert'
processes involved in a |;rategy dunng the formal Model
Stage of instruction. Studé ats often find “thinking out-loud”
/about the strategic processes to be difficult until they begin
to understand how:the strategy is applied. This level of

-understanding graduall? emerges as instruction proceeds.
‘Forcing students to “think out-loud” before they are ready
ican sometimes bog.down instruction and make the. strategy

' seem difficult to use. Therefore, students should be enlisted

in a way that prompts maximum involvement at a level that
is appropriate and at whi¢h success is guaranteed. Students
can be enlisted in the modeling process more fully as part of
the practice and feedback stages of instruction. As a part of
this phase of instruction, the teacher should:

1. Require students use the actual words they would say

" to themselves 1:@2 ﬁg the strategy.

2. Provide feedba mc,}udmg co on and expansion of ,
student responses dmng the e:&“ : :

3. Prompt as much seSf talk as pos

[
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‘4. Engineer as much success as possible by assrgmng '

tasks that students are likely to complete successfully
and by prompting involvement that is easy at first and
_ that gradually becomes more complex.
" 5. Draw students’ attention to good performance models
and emphasize the importance of imitating the process-
es they have seen and heard.

Stage 4 Verbal Practice

The focus of this instructional stage is on ensuring com-
prehension of the procgss involved in applying the new strat-
egy. To effectively use self-instructional processes while per-
forming a strategy, students need to be able to use their own
language structures to communicate with themselves about
the strategic process. Thus, the instructional emphasis during
this stage is on facilitating student mediation or elaboration
of the key information presented to them so that it is-restruc-
tured {n terms of students’ prior knowledge. Two major phas-
es ar¢/ part of this instructional stage: verbal elaboration and
verlyal rehearsal. :

Phase 1 : Verbal Elaboration *

key information associated with the strategy iff the students’

The purpose of this phase is to facilitate Zplanation of
own words. Initially, the focus of instruction is bn facilitating

students’ ability to elaborate on what the overall strategic *

process is designed to accomplish and generally what the
process involves. The obvious prerequisite to students’ being
able to elaborate on the processes of a strategy is for them to
clearly understand the intent of the overall slrategy Once
students are able to describe the “big picture” in their own
words, the focus of instruction shifts to facilitating student
elaboration of the specific strategy steps. Here, while looking

" at the list of the' strdtegy ‘steps, students describe what each .
_ step is designed to do and why it is an important component.

of the overall strategic process. Once students can accurately
describe the strategy steps, they should be asked, to elaborate

on the role of self-instruction with regard to performing the .

strategy.

Ay

{

Phase 2: Verbal Rehearsal

| .
Before students can be asked to use a given strategy, they
must learn to name the strategy steps at an automatic level.

Thus, students are expected to commit the strategy steps to’

memory via rote rehearsal. Steps are memorized to fluent
100% mastery levels so that steps can readily serve as self-
instructional cues for what to do as the strategy is performed.
A procedure called “‘rapid-fire practice” is used to promote

‘Stage 5: Controlled Practice and Feedback

»
-

memorization of the strategy steps. In this method, the teach-

er points to each student in succession and requires contribu-

tion of the next:step of the strategy. This exercise begins

slowly, and students are called on in a predictable order. As

they become more familiar with the steps of the strategy, the ‘

speed of the practice is increased and students are called on

randomly. Students’ verbal mastery of the steps is checked .
individually until they reach the mastery Eriterion. (/

This stage of instruction has several instructional goals.
One is to give students ample opportunity to practice using
the new strategy with materials or in situations largely
devoid of many of the demands found in regular-class set-
tings. A second goal is to build students’ conﬁdence and flu-
ency in using the strategy. Third, controlled practice is a
major tool in helping students gradually take over (from
teachers). the responsibility of medraung effective use of the
strategy in their life. :

Practice using the strategy is controlled along three major
dimensions: (a) the type of |nstructlonal materials used, (b)
the context within which the strategy is practiced, and (c) the
amount of teacher/peer mediation employed. Each of these

_ dimensions must be considered regularl)f and carefully if stu-

dents are to progress successfully lhrough this instructional
stage. At the end of this stage, students should be ready to
transfer their facility with the strategy 10 materials that are *
more difficult and that approximate lhqse found in the regu-
lar class setting.

4_ The first dimensiori that must he taken under consideration

to achieve successful implementation of the Controlled Prac-
tice and Feedback Stage relates to appropriate use of instruc-
tional materials. Initially, the stimulus materials used as stu-
dents begin practicing the strategy should be devoid of many
of the demands of the regular class setting (e.g., complex
vocabulary and concepts, lengthy reading selections), so that
students can focus their attention on learning the technique
and can build confidence and flueney in performing the strat-
egy steps. As students become fluent in applying the strategy
to these easier materials, increasingly more complex materi- -
als for. practicing the strategy should be provided. Thus, stu-

- dents learn to use the strategy when interacting with materi-

als that gradually approximate the difficulty of those found in
their regular educational settings. :

For example, when practicing the Paraphrasmg Strategy,
students/might first begin applying the strategy to reading
materials that are well below their instructional levels but
that address topics of high interest. Then, once students are

_able to perform the strategy when reading these easier mate-

rials, they are asked to apply the srrategy to more challengmg

) readmgselectlons

>
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" The second dimension that must be taken into considera-
tion when implementing this stage relates to the context or
condmons under which the strategy is practiced. During ini-

tial pracuce attempts, some students have benefited from

working with the strategy in a different and less complex
context. Many of the cognitive processes associated with per-
forming a specific learning strategy can (and should) be prac-
ticed under conditions that do not require higher-order skills.

For instance, wheh learning the Paraphrasing Strategy, in .

whichestudents (a) read a paragraph, (b) stop and ask them-
selves what the main idea and details are, and then (c) put the
" main idea and details into their own words, students might
first learn to do the last two steps using the strategy in a read-
ing-free context. Th¢ teacher might read the paragraph to the
. students and then ask them to perform the coghitive process-
es associated with 1Fent|fymg and paraphrasing main ideas
and details. Later, they might practice performing the whole
strategy in a reading context. Therefore, the practice session
is not only controlled through the materials that are used but
also through the conditions under which the student must
perform to enhance ?trategy learning.

The third’ important dimension of this stage of strategy

instruction relates to the amount of teacher/peer mediation that
might be employed. The degree of assistance the teacher pro-
vides as students attémpl to use the new procedure also should
be carefully. controlled. Initially, when students first practice
using the strategy1 the teacher provides ample cues and
prompt to assure that students are pérforming the strategy
steps appropriately and learning to use self-instruction. Then,

__as students become proﬁcnent at performing the strategy steps,
teacher prompts are gmdually ‘faded until students can perform
the strategy on contnolled materials without assistance.

Like fading the use of prompts and cues, the teacher’s role

in providing fcedback also shifts as students become profi-
cient at using the' qew strategy. Initially, feedback is totally
teacher-directed. That is, the student is explicitly informed

about what he or she is doing effectively and how to perform

more effectively. Later, the nature of the teacher’s feedback
shifts; the teacher simply cues the. student or gives the stu-
dent partial information with the expectation that the student
) wul be able to participate in mediating his or her own learn-
mg That is, rather than providing all of the corrective ‘feed-
back and reinforcement to.the student, the teacher cues the
student to analyze his or her own performance and provide

himself or herself with corrective feedback and reinforce- -

ment. Throﬁgh cooperatlve group structures or other peer
tutormg assignments (Johnson & Johnson, 1986; Kagan
'1989; Slavin, 1989), students also can play a key role in

_ mediating the learning process with each other. Later, the

responsibility for learning and performance is deliberately
. and gradually passed from the teacher to the student.
The quality of feedback teachers provide is also a key| fac-

i

-students with “knowledg:

tor in affecting the gains £ 4t students experience during con-
trolled practice. Kline (1 ,9) found “elaborated feedback” to
be much more effective ﬁ‘*oan feedback that merely provided
- of results.” Elaborated feedback
entails categorizing the pes of errors that students make
and providing them wm} spec1ﬁc information that is both
positive and corrective i nature. If necessary, it also ‘can
include the description alfd demonstration of a mml-strategy
that may help the student dvmd the same type of error in the
future. The overriding putpose of elaborated feedback is to:
(a) have students undersif(nd the types of problems they are
encountering with tasks, ¥B) translate the information into a
plan to solve the problemi and (c) 1mplement the plan to alter
and improve performance.

These three dimensions are taken into consideration as the
three phases involved in the Controlled Practice and Feed-
back Stage are implemented. Because the Controlled Prac-
tice and Feedback Stage may last many days, the three phas-

~es described next detail how each practice session is

conducted. Therefore, the three phases are repeated during
each practice session. First, the teacher orients the students to
the practice sessiorj. Second, the teacher carefully guides the
entire group of students through practice trials to ensure that
the strategy is being applied correctly and that students
understand the practice activities. Third, the teacher prompts

: ind/ependent practice and m.onitors individual performance.

\
Phase 1: Orientation and Ovenuew

As the Controlled Practice and Feedback. Stage gradually
moves from teacher-mediated to student-mediated instruction,
students must be oriented to the purpose of the specific prac-
tice activity and must be informed of their progress thus far in
this stage-of instruction. In addition, before the practice session
begins, the teacher|should review the critical components of
the strategy as needed and focus student attention on the most
common types of errors being made. This orientation period
also provides a gopd opportunity to discuss specific day-to-
day instances in which application of the strategy might be

beneficial. During this phase of instruction the teacher should:

1. Initially review the steps of the strategy before each

practice session, and have students elaborate on what
each step means. Gradually fade out.the frequency of
these reyiewsf‘, as students become- proficient in describ-
ing the strategy steps.

2. Prompt students to review the results of previous prac-
tice attempts| and identify the areas in which improve-
ment is needed. '

3. Identify and discuss group progress and errors. If nec-
essary, review or re-explain aspects or app!ications of

the strategy [that /a student is consistenly performing

incorrectly.




4. Prompt students to describe how they could use or are
using the strategy across different situations or settings.

i J
Phase 2: Guided Practice

In the Guided Practice Phase the teacher is concerned with
ensuring that students are correctly performing the strategy
in the manner intended. Because the instructional materials,
the contex®and the level of teacher-er peer mediation may
be shifting throughout this stage, the teacher has to lead stu-
dents through some of the practice activities before allowing

them to work independently. During this phase of instruction,’

the teacher should

1. Provide specific directions related to how. the practice
should be completed. :

2. Model how the strategy is applied to the practice mate-
rials, using a demonstration that approximates the
behaviors discussed in the Model Stage of instruction,
described earlier. Model under the same conditions
under which the students must perform the strategy.
During the initial stages of practice, the model may be
quite detailed and explicit. As the daily practice ses-
sions progress, however, the teacher model can be
shortened and the students can be enlisted in perform-
ing the model. 2

3. Prompt students to complete the practice acnvny as the
teacher models application of the strategy n the prac-
tice materials. '[) :

4. Prompt students to gradually assume mord responsibili-
ty for completing the practice activity om their own,
without teacher guidance.

- 5. Provide clear and explicit instructions related to atrang- -

ing peer-mediated practice sessions. Monitor practice
activities and evaluate progress to determine the best
groupings and conditions for arranging future peer-
mediated practice sessions.

Phase 3: Independent Prectice

In this phase of instruction, the teacher must allow the stu-

dent to independently complete the practice activity, but the

teacher should monitor performance and look for opportuni-

ties;to provide individualized and direct instruction to stu-
dents on specific aspects of the stratedy. During this phase of
the instructional process, the teacher should:

'1 Inform students to work lndependently whlle applylng
the strategy.
2. Monitor performance by walking around the room to
_ ensure that students are proceeding correctly.

3. When possible, provide additional information to stu-
© ' dents, mdmdually. to prompt correct application’of the

straiegy and completion of the task. If a student is hav- -

ing (}}ﬁichlty performing the strategy, provide a model
of the strategy, using the practice activity as a basis.

4. Occasionally, prompt a student to think aloud as he or ~

she completes the practice activity. This will enable the

- teacher to evaluate how the student i§ thinking about :

and using the strategy under different conditions.
5. Differentiate on the Progress Chart those practice trials
for which the teacher provided. substantial assistance

and practice trials that were completed wnhout teacher -

assistance,

Stage 6: Advanced Practice and Feedback

The real test of students’ mastery ofa strategy is their abil-
ity to apply it to advanced assignments and materials that

approximate those found in “criterion settings” (settings *

where they were unable to cope originally, such as the regu-
lar classroom or the workplace). This-stage of instruction
marks an important turning point in the overall learning pro-
cess. Learning shifts from learning how to perform the strate-
gy to learning how to apply the strategy to meet the various
real demands.typically found in the criterion eénvironment.
During this stage of instruction, students learn to apply the
strategy to these real-life tasks while still in a setting (e.g., a

_remedial class) that can offer support as needed. Thus, stu-

dents learn how to proficiently use and adapt, if necessary,

the strategy to a wide variety of materials and assignments

and to discriminate when the strategy is appropriate for
meeting specific types of problems. As in the Controlled
Practice and Feedback Stage, the amount and type of teacher
mediation in the learning process should be faded out gradu-
ally over time. A deliberate change from teacher-mediated to
student-mediated feedback must occur. Thus, as a part of this
stage, the teacher should:

1. Provnde a wide variety of grade- appropnate' snmulus
matertals related to the setting demand. For example; if
the setting demand the new strategy is designed to tar-
get is reading comprehension, students should practice
applying the new strategy to a wide. variety of reading
materials (e.g., health and history textbooks, newspa-
pers and news magazines) appropriate for the grade in
which the student is enrolled.

2. Structure a551gnments that require students to adapt the
strategy to meet different characteristics of instructional
materials. For example, if students are learning a text-
bookK reading strategy designed to enable them to use
textbook cues, some textbooks should require students
to focus primarily on one form of cue (e.g., visual aids),

T




18 FOCUS ON EXCEPTIONAL CHILDREN 1

syoeg

S

FEBRUARY 1991

SN

r—

»

oHig

and others might require students to focus on organiza-

tional cues (e.g., introductions, summaries, headings):
.3. Structure assignments that allow students to practice

with materials (or in situations) that are poorly

designed. Using the textbook reading example, students

should be asked to use the strategy with poorly

designed textbooks (e.g., those in which visual aids and-

Organizational cues are present but provide relatively
useless information).
4. Fade the instructional prompts and cues so that students

become responsible for .taking initiative in using and

evaluating the strategy in a variety of contexts. This

involves having students ask themselves questions

about their responses, thus enabling them to analyze the

appropriateness of the strategy application and their
_ performance :

' The instructional phases that guide dally implementation

' of this Stage are the same as those described in the Con-
» trolled Practice and Feedback Stage. That is, in the Orienta-
tion and Overview Phase the teacher should focus on review-
ing progress, discussing the strategy as it is applied to
advanced materials, and identifying critical errors that have
emerged from applying the strategy to more difficult materi-
als and' circumstances, In the Guided Practice Phase the
teacher should focus on helping: students see how the materi-
als are becoming more difficult and how to discriminate cues
signaling strategy use. Finally, during the Independent Prac-
tice Phase the teacher should monitor the independent and

- correct application of the strategy in the advanced materials.

@
Stage 7: Posttest and Make Commitments-

This stage in the strategy- acquisition process focuses on
students documenting mastery of the strategy and building a
rationale designed to involve students in promoting self- -gen-
eralization of the strategy across settings. Whereas earlier
stages of: the instructional process-are critical to the learning

@

process, this stage is critical to the application process.

Unfortunately, many teachers who are successful at promot-
ing acquisition of a strategy have difficulty promoting gener-

alization. In fact, many teachers often completely disregard -

generahzatlon or attempt to address generalization merely
: through supplemental worksheets to be completed at the” end

of other lessons. As a result, many strategy-training efforts .

have failed to result in significant levels of generalization
outside of the training setting because of the lack of teacher
attention to the transition from the acquisition process to the

- generalization process. If the full benefits of strategy instruc-
tion are to be realized, significant instructional attention must
be given to this transition. :

i
|

_ the teacher should \:’:

g
¢
}

This étage of instructioififhas two phases: The first focuses

" on confirming that the sirategy has been mastered and

affirming success. The second phase:of this stage focuses on
forecasting the generalization process and making commit-
ments related to both: the student’s and the teacher’s role in

the generalization process.
» i {

Phase 1: Confirm and Celebrate Mastery

- This phase of instruction provides-an opportunity for the
teacher and student to confirm and document that the student
has acquired lhe‘procedural‘ and strategic processes involved
in the strategy. In practice, the student probably has already
demonstrated mastery of the strategy as part of the Advanced
Practice and Feedback Stage of the instructional process.
Many teachers have reported that they simply-use as the con- .
firming posttést score the last advanced practice attempt in

- which the student met the mastery requirements. Neverthe-

less, once the student has met the expectations, requirements,
and goals related to performance on routine and daily prac-

. tice efforts involved in the Advanced Practice and Feedback

Stage of the instructional process, the student should have an

- opportunity to prepare for and confirm, to the best of his or
: her ability and with maximum motivation and effort, that he

or she can perform the strategy and meef the demand. There-
fore, the student is allowed to create a “trophy” of which he
or she' can be proud and that can be used as documentation |
on educational planning documents such as the IEP.

The activities implemented in this phase should serve to
prompt the student and the teacher to celebrate the results of
their effons and commitments. If the student has set goals
related to acqumng and applying the strategy and has
worked hard to meet thes& goals, time should be devoted to
affirming progress and rev%ewmg what did and did not work
along the way. Both th¢ istudent and the teacher should
reflect and discuss their eﬁfms and be prompted to say, “I did
great.” To accomplish: the:e goals associated with tms phase,

]

1. Prompt each studen lo identify that he or she has mel
the mastery cntena dssocmted with the Advanced Prac-
tice Stage. ’

2. Arrange forla final confirmation of mastery when a stu-
dent informs the teacher that he or she has met the

specified mastery criteria.

3. Inform the student that he or she will have an opportu-

~ nity to perfdtm the ,'strategy to confirm mastery and to
prepare by revnewmg the strategy.

4. Provide the student with the appropriate task and allow
the student to ¢ rﬁplete the task under approprlate -
classroom condjtior:. 5

5. If the student does fiot meet th mastery criteria, pro-
vide encouragementand feedbé( and arrange for con-

B TR
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tinued practice. If the student confirms mastery by
meeting the mastery criteria, congratulate the student.

6. ‘Arrange for a special opportunity to talk to the student

Ty : S een
ut his or her achievement, and review with the stu-
jbgl all the effort and learning that contributed to his.or
her success.

7. Work With the student to identify and 1mplement vari-

ous ways to recognize the accompllshmem -

Phase 2: F orécast and Commit to Generalz:duon

Within thls instructional phase, the student and the teacher
should make commitments-related to ensuring that the stu-
dent generalizes the strategy across settings, situations, and
time. As part of this process, the teacher must adopt an
instructional philosophy in which the success of strategy
instruction is defined only by the degree to which the student
uses the strategy to meet demands across regular classroom
and other natural settings. I addition, this perspectivg must
be transferred to students. Therefore, the teacher must: |

P : |

—

. Explain the general goals of the generalization process.

2. Identify specific consequences related to focusing ver-.

sus not focusing attention on the generalization process.
3. Explain the four phasés of the generalization process
and what will be involved in each of the four phases.

pate in and put forth-maximum effort in t
 tion process:
5. Explain the commitments of the suppon-class teacher
and regular-class teachers in assisting students m the
generalization process.

e generaliza-

4. Prompt the student to make a commnmc:{t to partici- *

Stage 8: Generalization b

Students who have mastered specific strategies in the sup-
 port class setting often do not automatically use these strate-
gies to facilitate learning across content settings (Ellis et al.,
1987a, 1987b). For strategy instruction to be worthwhile,
students must generalize the strategy to other settings. Suc-
cessful generalization requires active, independent applica-
tion and adaptation of the strategy across settings "and tasks
that vary in complexity and purpose. Students also rhust be
able to recognize naturally occurring Gues across semngs that
signal appropriate opportunities for applying the strategy.
Therefore, the instructional processes for promotmg general-
izdtion must focus on enabling the student to: (a) discrimi-
nate when to use the strategy to-meet everyday leah;ing and

performance demands, (b) develop methods for remember-

ing to use the strategy appropnately, (c) expenmem with
how the strategy can be used across circumstances encoun-
tered across seﬁmgs. (d) receive and use feedback to develop
goals and plans to improve performance, (e) adapt} the strate-

122 M

* gy to meet additjonal problems and demands, and (f)- incor-
 porate the strategy and various adaptations of the strategy

into the jstudent’s permanent system for approaching prob-
lems across settings and time.. To facilitate application of
these processes, the Generalization Stage of the instructional

process has been divided into four phases: orientation, acti- ",

vation, adaptation, and maintenance. - .

Phase il; Onentanon

The purpose of the Orientation Phase of generalization is
to make the student aware of the necessity of applying the .

strategy purposefully to meet relevant setting demands and ~
" to help the student get prepared for the generalization pro-

cess. As part of this process, the teacher prompts the student
to evaluate the pros and cons of using the new strategy and to
begin to explore how the strategy might be used beyond the
context in which it was taught (Ellis, et-al., 1987a, 1987b).
During this phase of” generallzatxon. ‘the teacher should
prompt students to: :

1. Kdentify rationales for using the strategy across settings.

2. Expldin why specific attention to stralegy transfer and
generalization is necessary.

3. Identify which settings are most likely to requlre use of
the strategy.

4. Discuss how students might remind themselves to use
the strategy in dlﬂ'erem settings.

5. Construct cue cards on 3” x 5” cards, and place the
cards in textbooks, notebooks, and other materials used
in settings in which the strategy might be applied. -

- 6. Specify eues that exist'in specific settings and across
settings-that will signal use afthe strategy.

7. Revielyy different types of materials. they might

encounter across settings, and discuss how the strategy
might or might not be applied.

8. Deliberately evaluate materials where the strategy
should not be applied, and discuss reasons why the
strategy is not appropriate.

9. Discuss which aspects of the strategy seem to be most
helpful and least helpful, and then discuss how this
information ¢an be used to increase performance.

10. Generate ways to improve or adjust the strategy to
make the strategy more responsive to setting démands.

11. Identify other strategies and procedures that might be

.combined with this strategy to make the student fnere
effective and.improve overall performance.

ai[u cards on which the students write affirmations
that connect use of the strategy with success in meeting
a specific setting demand (e.g., I am a successful writ-
er when I monitor my errors”) and which are tq be
reviewed on a daily basis; :
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* port-class teacher

Phase 2: Activation J

The purpose of the Activation Phase of generalization is to
prompt the student to purposefully use the strategy, to moni-
tor a student’s application of the strategy across a wide vari-
ety of xqiteriais, s;tuations, and settings, ,and to- prompt
appropriate application of the strategy when generalization

doeg.not occur. To agcomplish this, the responsibility for pro-

moting generalizatign, herétofore generally left to the sup-
d the student, must be shared by other
individuals, such als the regular classroom teacher, with
whom the student comes in contact across a variety of set-
tings. Therefore, the|activities in this phase of the generaliza-

tion process must focus on a variety of interactions that must

take place among the support-class teacher, the student, and

- the regular classraom teachers. Initially, the support-class

teacher should prompt students to:

2

1. Apply the strategy to a specific assignment related to
another class and, afterward, demonstrate and destribe

how the strategy was used to complete the assignment. -

2. Apply the strategy to a variety of assignments that must
be done at home or in the regular classroom setting, and
demonstrate and describe how the strategy was used to
complete these assignments.

3. Set daily and weekly goals related to mcreasmg the use
- of the strategy to a variety of settings and situations and
to improving parformance.

4. Develop a plan related to how to increase application of
the strategy to meet these goals.

5. Review their affirmation cards daily.

6. Monitor imple
the strategy acrgss different settings and situations.

~ 7. Enlist the help of the support-class teacher or the regu-

.

“tion in the regular C

lar-class teacher to solve pmblems related to applying
. the strategy..
- 8. Request feedback from regular-class teachers related to
improved performance in the areas specifically

addressed by the strategy.
9. Develop a chart and record*progress related to applying
the strategy and its results on related measures of class-

* room performance.

“10.

. Though part of the responsibility for ensuﬁng.generaliza-_

tion of strategies rests with the support-class teachef, the reg-
ular classroom teacher, who teaches subjects such as social
studies, language arts, or science, also must assume responsi-
bility for facilitating the.generalization process. The main
instructional goals related to promoting strategy generaliza-
sx'oom are to: (a) help the student see

N

entation of the plari and effects of using

.

strategies that the studer:

|
i
the relatlonshlp lpetween the demands of the setting and

' - appropriate strateéles, aan (b) guide the student to automati-

cally and independently 1é§enufy and apply strategies to suc-
cessfully meet se.lttmg démands (Lenz & Bulgren, 1990).
Therefore, the key to fac:l%tatmg strategy generalization rests
in teachers’ ability to assuﬁ’e the student sufficient opportuni-
ties to apply the strategy !tnd to éxperience success in meet-
ing setting demands. ;;

As a result, thé contenﬁ teacher should be in communica-

- tion with the support class | teacher to inform him or her of the

demands that the student: /1 not meeting. Although the con-
tent teacher’s lntlolveme in the intervention process may
vary at this point, he or s}i must be informed of the types of
‘ .is ‘to acquire and ‘what skills are
involved in performing Fach strategy. Afterward, the sup-
port-class teacher and th& content teacher should communi-
cate regularly. to d.etennije the student’s progress in general-
izing the pertinent strate

Thus, the suppon-class teacher should be commumcatmg
regularly with the content teacher(s), providing feedback to"
the student on his or her;progress in the generalization pro-
cess, and helping the smdent to set and plan for long-term
application of the stmtegy across seitings. Each regular class-
room teacher, however, s?tould be prompted to monitor if the
strategies being used ére meeting the specific learning
demands presented in or characteristic of his or her content
area.

A number of systems ha\‘e been discussed and developed
in an attempt to accomplish these goals (e.g., Ellis et al.,
l987a, 1987b; Deshler, Schumaker, & Lenz, 1984; Schu-
maker, Deshler, & McKright, 1989; Lenz, Schumaker,
Deshler, & Beals, 1984). Lznz and Bulgren (1990) present-
ed the following synthes:s of: procedures based on research
related to promoting geperalization of strategies across set- .
tings. In general, the reﬁular c]assroom teacher should be
prompted to:

f
1. From the support—c; \ss teacher, obtain a short descrip-
tion of the stmtegy aat the student has been taught, the
conditions or cnten ;for correct and successful applica-
tion, and what the \ldent has been taught with regard
to applymg the stra{_ 2y in content lessons. -
+ 2. Determine if the #dem has been taught to identify
specific cues to.in/ jcate when a strategy or part of a
stratégy is to be usq

3. Evaluate teaching t }atenals, presentation routines, and

- classroom actlvme§ to ensure that sufficient cues are

available for the stijdent to be able to identify when to

usé a specific s tey.
4. Determine which situations and activities in the content

classroom best lend themselves to direct monitoring of
.strategy generalization. EA :
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- 5. Initiate direct generalization monitoring by simply
checking to see if the strategy is being used. If this can-
not be determined by direct observation or review of

permanent products, the regular-class teacher should

ask the student if the strategy was used and have the
student explain how he or she used the strategy.

6. Cue use of the strategy if the student has not started to

. use the strategy after several checks. As part of general-

ization instruction the support-class teacher provides,

ithe slu'dem should ‘have a 3” x 5” cue‘card with a list of
the strategy steps written on it. Tl)e regular classroom

-teacher can check to see if this cuing system has been

implemented and, if it has not, prompt the student to
design his or her own cue card. More direct ways of
cuing strategy use might include: (a) discretely telling
the student to use a specific strategy; (b) informing the

- whole class to routinely use a given strategy; (c) putting.

the name of the strategy on the chalkboard or bulletin

board and pointing to it at appropriate times; and (d) -

prompting peers who use the strategy to cue students
who are just beginning to learn and apply the strategy.

7. If the student does not begin to respond to cues after a
short time, ask the student to list the steps of the strate-
gy and ask how the first step would be accomplished.
Then, possibly, watch the student as he or she performs
the first step.

8..If the student seems ‘unable to perforrh e steps of the
strategy, determine if the student can s&e the relation-
ship between the strategy and the specific demands of a
class. Perhaps model how the strategy can be applied to
meet the content learning demand, and require the stu-
dent to imitate the model.

9. Once the student is applymg the strategy, provnde feed-
back to the student on the outcomestelated to use of
the strategy, what the student is doir;:‘rkfw}what the
student is doing wrong, and how to improve perfor-
mance. Bevelop and routinely usg a written or verbal
system for providing specific feedback to students,
facilitate and then collaboratively work with students to
plan how specific problems or errors can be reduced.

Phase 3: Adaptation

The purpose of the Adaptation Phase of generalization is
to prompt students to explore the strategy by identifying the
various cognitive strategies in which they are engaging as the
dtrategy is performed and to begin to change and integrate

élements of the strategy to meet new and different setting-

~ demands. As part of this phase of generahzauon the teacher
should prompl students to:

-1. Describe the strategy and all of its parts as the teacher
writes the features of the strategy on the chalkboard.

o L C I )
; e s s : z
2. Discuss what they are actually doing and thinking about
- while applying each step of the strategy. s
3. Identify, with teacher guidange, the various cognitive

‘strategies embedded in the strategy (e.g., self-question-

ing, clustering, categorizing, monitoring, checking, pre-

dicting, summarizing, paraphrasing).

4. Describe, with teacher assistance, what cogpiti\?e pro- . -

cesses are involved in each of those strategies. |
5. Discuss how and where these cognitive process/strate-
gies are requirgd across different settings.

6. Identify, with teacher asslslance. how the strategy can
be modified to meet addmonal setting demands ‘(e.g,, -

“How can we modlfy the’ Paraphrasmg Strétegy to help

us in note taking?” “How could we make paraphrasing

work in the social skill of carrymg on a-conversa-

tion?").

7. Write down the strategy modifications and how they
can be used.»

8. Repeat thegniecessary orientation and acuvauon activi-

ties that might be necessary ‘to learn to apply the modi-

fications.

v

Pha se 4 Mamtename

The purpose of the Maintenance thse of generdllzatlon IS

to ensure that the student continues to use the strategy across
time and contexts. In this phase of generalization, the student
and teacher jointly develop plans related to promoting long-
term use of the strategy. During this phase of generahzauon
the teacher should prompt students to:

1. Discuss rationales related to long-term use of the strate-
8y- e ‘ :

. Identify habits and barriers that might prevent students
from continuing to use the strategy. ~ ’

(9]

3. Determine how the students might monitor long-term

apphcanon of the strategy.
4. Discuss ways in which the teacher can help to monitor
long-term application and successful yse of the strategy.
'5. Set goals related to momlonng long-term application of
.the strategy.

‘6. Determjne how many times a week the teacher should '

check use of the strategy.
7. Determine how this check will be conducted and lf
other teachers or students will be involved (e.g., peer
_checks, classroom products or assignments). ,
8. Specify, with guidance from the teacher, the criteria for

szzééssful performance of the strategy at the various

eck” points. ' 2
9. Pian, with guidance from the teacher, the procedures that
- -will be used to improve students’ pérfermance if they are
- not applying the strategy effectively or efficiently.
10. Review their affirmation cards daily.
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11. Determine th¢ length of time during which weekly .

maintenance checks will be required before implement-
ing biweekly maintenance checks. . -

12. Discuss and i enufy when the strategy can be consid-
ered a permanent part of students” approach to meeting
setting demands and when maintenance checks will be

- no longer needed. e

13. Develop a chart, and begin to record the results of
efforts to'maintain use of the strategy. -

14. Identify self-reinforcers or self-rewards that can be used
in conjunction with successful maintenance of the strat-

egy.~
CONCLUSION
_ A growing body pf research illustrates that teaching ‘stu-

dents to use task-specific learning strategies can markedly
affect their performarnce in academic and nonacademic situa-

tions. This research suggests that several elements are essen- -

tial to effective strategy instruction (Swanson, 1989). Ceritral
among these elements is the way in which task-specific
learning strategies dre taught to students. Regardless of the
~ instructional stages qhscussed herein; the teacher obviously is

_the key ingredient in helping students make the transforma-
* tion from meffecth: at-risk performers fo effective, efficient
strategy users. Not anly must teachers carefully and skillfully
folléw the stages of] instruction, but they also must pinpoint
* various problems that students encounter along the way and

m_odﬁ'y instruction ‘accordingly. In addition, success of the
‘learning process se$ms to depend, in large measure, on how
much excitement and commitment the teacher brings to the
learning situation.a;-; short, teachers’ instructional skills, as
_ well as their mind set and enthusiasm for how much students
- can improve their learning by acquiring learning slrategles,
greatly enhance the instructional process.
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