














sponses because they have had an opportunity for both
rehearsal and feedback.

A Think—Pair-Share activity to sequence and reinforce
learning may be used after an out-of-class reading or writ-
ing assignment yet before a class lecture, enabling course
directors to determine how well students understand par-
ticular information or issues. For example, the course direc-
tor may pose the question: “How do race and culture affect
the way in which one consumes (or provides) health care?”
In this multicultural example, students develop an appreci-
ation for points of view different from their own and
broaden their perspective and understanding of other cul-
tures. A factual question may be: “What techniques would
you choose to educate an 80-year-old African-American
woman about the nature and treatment of carpal tunnel
syndrome?” Students may be asked through a Think-Pair—
Share activity to discuss the effects of fetal cocaine expo-
sure, clarifying and amplifying this complex topic at each
level. To sequence learning, the “think” portion of the
activity could be assigned as homework (e.g., as when stu-
dents are asked to prepate a specific intervention plan).
Then they could be randomly paired in class to compare
their approaches before participating in a whole-class dis-
cussion. Depending on the content, timing, or placement of
the Think—Pair-Share activity, participation reinforces con-
tent from previous readings or lectures because ic promotes
discussion, analysis, integration, and problem solving,

Structured Problem Solving. Structured Problem Solv-
ing (called Numbered Heads Together by Kagan [1993])
prompts equitable participation and peer coaching,. It is an
activity that can be used repeatedly. Before the activity,
team members count from one through four (or five) so
that each team member has a unique identifying number.
When permanent teams are in place, these identifying
numbers (or playing card suits, colors, etc.) remain con-
stant for the duration of the team’s existence. The course
director then identifies the task each team will complete,
specifying a time limit, Teams can work on the same prob-
lem, which could be projected on an overhead, or the
course director could give each team a flashcard describing
different problems or questions. Positive interdependence is
fostered when teams find in their folders a single work sheet,
such as a set of questions to match or diagrams to draw or
label. Teams proceed to understand the question, discuss
and resolve the problem, or complete the work sheet. After
time is called, che course director picks a number and those
with that number become the teams’ spokespersons. Be-
cause of time constraints or unnecessary repetition, all teams
may not report to the class, but written work from each team

_is collected in the team folders.

Part of this activity’s effectiveness derives from the fact
that no one knows who will be asked to be the team spokes-
person. This uncertainty usually prometes peer-coaching
behaviors within each team. Because of team pride, if not
altruism, team members become vested in helping their
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peers learn by making certain that each team member can
articulate solutions to the assigned task. Structured Problem
Solving is also a desirable activity because at least 25% of the
class is actively engaged at any given time, a feature Kagan
(1993) identified as the principle of simultaneiry.

Seructured Problem Solving is a versarile activity, lend-
ing itself to a range of challenges from the simple to the
complex. For example, each team could be given a list of
insurance acronyms and work to supply the definitions. A
fairly complex Structured Problem Solving activity could
involve ethical dilemmas from occupational therapy prac-
tice, research, managemens, or education. Vignettes could
incorporate the ethical elements of fidelity, nonmaleficence
and beneficence, veracity, and justice (Purtillo, 1993).
Students could draw from their fieldwork and life experi-
ences for creative ways in which to approach their team’s
dilemma. Vignettes can address issues such as quality of life,
confidentiality, and professional competence. Each team
could discuss a different dilemma, or two teams could dis-
cuss the same one to demonstrate the value of multiple
viewpoints.

Reports after a Structured Problem Solving activity
will vary. If all teams worked on the same problem with a
fairly “closed” solution, then having only one team
spokesperson respond, using an overhead projector, can suf-
fice. If the problems were open-ended, then several teams
might respond. If teams worked on different problems,
then each team might have to make a brief report. Multiple
whole-class reports can be a “time sink.” An alternative that
capitalizes on the principle of simultaneity would be to
have each team’s designated spokesperson rotate to another
team to deliver the results. Thus, 10 within-team reports
occur simultaneously, taking a total of 10 min of class time,
rather than 10 whole-class reports occurring sequentially,
taking 100 min of class time.

Send/Pass-a-Problem. The Send/Pass-a-Problem acrivity
is a creative in-class exercise that promotes problem solving
and higher-level cognitive skills. The exact source of this
structure is unclear, but a version of it was generated by the
state of Maryland’s Howard County Staff Development
Center in 1989, inspired by Kagan’s (1989) high—consen-
sus-oriented Send-a-Problem structure that uses rotating
flashcards for content review.

Students begin with a list of problems or issues gener-
ated during a Roundrable or any other cooperative learning
activity. Each team selects a problem and writes that prob-
lem on the front of a folder or envelope. If class size allows,
it is beneficial to assign the same problem to two teams
because this expands the list of potential solutions. Teams
brainstorm solutions or ways to approach that problem,
write them down, and put them in the folder before pass-
ing it to another team. The second team notes the problem
written on the folder and, like the first team, proceeds to
brainstorm solutions to the same problem. The second
team does not look at the list generated by the initial team.
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The second team simply adds its fist to the folder and passes
it to a third team. Unlike the first two reams, the third team
opens the folder and reviews the proposed solutions before
adding its own ideas. The third team decides on the best
possible solutions or approaches to the problem by either
identifying one or more of the earlier solutions, by propos-
ing their own, or by synthesizing the best ideas from all
three teams.

Send/Pass-a-Problem can be summarized in several
ways at the discretion of the course director. Each team can
report to the whole class the best solutions to each prob-
lem, or representatives from each team who worked on the
same problem can meet to share solutions and approaches.

Send/Pass-a-Problem is an ideal activity for generating
therapeutic activities to address problem or deficit areas of
a particular condition or disorder previously identified with
2 Roundrable activity. For example, during a Roundtable
activity, the class compiles lists of problems faced by a per-
son with left hemiplegia. All teams review the following
problem list: stage four flexion synergy of the left upper
limb, poor judgment, impaired sensation of the entire left
side, depression, poor attention span, expressive aphasia,
and dependence in all activities of daily living. During the
Send/Pass-a-Problem activity, the goal is to generate poten-
tial therapeutic activities for a person with left hemiplegia.
Throughout this exercise, students should be encouraged to
share solutions or interventions they observed while on
fieldwork. To begin the activity, each ream selects a different
problem and writes that problem (e.g., depression) on the
front of its folder. Then, until time is called, teamn members
brainstorm possible ways to address the problem of depres-
sion and write a fist of approaches or solutions. When the
course director calls time (some teachers, to add inrerest,
play music to stop the acrivity), teams slip their list of solu-
tions inside the folder and pass the problem to another
ream. The activity proceeds as previously described. At the
conclusion, the course director collects all the folders ro
compile the information to share with all students, or each
ream could spark spirited discussions (rather than require
passive listening) when giving a verbal report to the class
about planning treatment, selecting activities, setting prior-
ities, and monitoring client progress.

Send/Pass-a-Problem can also be used with mini-case
studies or vignertes. One vignette might describe symp-

toms of a 27-year-old man with full-blown AIDS. Yet
another vignette might detail the strengths and limitations
of an 8-year-old girl with autsm. Vignettes would include
a summary of the social history, medical history, and goals
of each client. After reading irs assigned vignette, each team
could identify and justify the types of evaluations that
could be used for identified problem areas before passing
its folder to the next team.

As an exrension activity, the course director could give
teams working faster than others additional information on
their clients. This information might include data coflect-
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ed during observation of behavior or during formal evalu-
ation. The extension marterial would be discussed and com-
pleted as a separate challenge and not placed in the folder
because the next team might not move as quickly.

Generic Question Stems. The use of Generic Question
Stems prompts thoughtful questions and encourages critical
thinking skills. Using question stems that result in different
levels of thinking (see Table 1), students prepare questions
about assigned readings, a lecture, or any other course con-
tent. The purpose of the questions is to stimulate discussion,
so students do not need to be able to answer the questions
they generate. This uncertainty also makes the questions
more authentic, so students do not automatically generate
questions with canned answers.

After students are seated with their teams, the leader
asks another student 1o present one of the questions he or
she has written. Other team members respond, and a lively
timed discussion ensues. Students take rurns asking their
own questions, ideally using a different stem each time. In
this way, they progress through Bloom’s taxonomy of educa-
tional objectives because the stems are based on categories
of the cognitive domain, including knowledge, comprehen-
sion, application, analysis, synthesis, and evaluation (Gron-
lund & Linn, 1990).

Generic Question Stems can be used during a class ses-
sion on roles of the registered occupational therapist and the
certified occupational therapy assistant. Perhaps the course
director could invite a panel of occupational therapy practi-
tioners from different settings to tallk abour their roles and
responsibilities. Later, breaking into their teams, students
might discuss their questions, such as: “What is the differ-
ence between the academic preparation and fieldwork expe-
rience of a registered occupational therapist and a certified
occupational therapy assistant?” “Do you agree or disagree
with the following statement: The ratio of registered occu-
pational therapists to certified occupational therapy assis-
tants should be one to eight in any practice setting. Whar
evidence supports your answer?”

Another application for Generic Question Stems relates
to disorders, diagnoses, or medical conditions: “Explain
why spasticity occurs in an upper moror neuron lesion.”
“What are some differences between dementia and depres-
sion?” “What is the counterargument for the presumption

that all children with attention deficit disorder should be
on Thorazine™?”

Double Entry Journal. The Double Entry Journal activ-
ity is most effective when completed initially as a preclass
assignment. It reinforces concepts and information from
assigned readings, integrates material from other classes,
and synthesizes observations from fieldwork and life expe-
riences with academic concepts. Angelo and Cross (1993)
credired this activity to Berthoff’s “dialectical notebaolk” in
Forming, Thinking, and Writing. Using a T-diagram (a ver-
tical line down the center of a page forming two columns
with a horizontal line across the top to underscore two-col-
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Table 1
Generic Question Stems (King, 1995)
Cognitive Domain Addressed

Generic Question Seem

What does mean? Comprehension
Describe in your own words.

How could ___beusedto ___? Application
How does ____ apply to accupational therapy?

Explein why (how) _____. Analysis

What do you think causes ? Why?

What is the solution to ? Synthesis

Do you agree or disagree with ?Why?  Evaluation

umn headings), the studenc lists key points of an article or
chapter in the lefr-hand column and personal responses
opposite each point in the right-hand column. The per-
sonal responses can relate to lectures, readings, or actual
experiences, both professional and personal. The length of
the responses will vary, depending on the studencs associa-
tion with the author’s point.

The course director can use Double Entry Journals
with a cluster of assigned articles intended to accomplish
specific goals. For example, in today’s multicultural society;
occupational therapy practitioners must be sensitive to
issues of diversity, including beliefs about wellness, illness,
and intervention. This sensitivity can be developed in
many ways, including observation, interviews, interaction,
and reading. The Double Entry Journal enables students to
reflect on their readings in meaningful ways. For example,
each student is assigned the same articles to read on multi-
culturalism and diversity. After reading each article, stu-
dents individually construct a T-diagram that summarizes
what they perceive to be the key points. Then, as in Table
2, the student uses the right-hand column to relate those
key points directly to their readings or to experiences such
as observations, interviews, or interactions.

The Double Entry Journal gives students an opportu-
nity to anchor new or different information to their own
knowledge and experiences. Retention is enhanced because
of what is known in cognitive research as the self-reference
effect: A person’s ability to recall information nearly dou-
bles when the new information is connected in personal
ways to previously stored information. The Double Entry
Journal also forces students to acknowledge and examine
their own feelings and biases about issues that might oth-
erwise go unrecognized.

Dyadic Essay Confrontation. Developed by Sherman
(1991), the Dyadic Essay Confrontation combines both an
out-of-class assignment and in-class processing. This activ-
ity assures the course director that each student will have
worked alone before class on the assigned material. Used

_regularly; these student-generared essays allow students to
assimilate and integrate many units of content throughout
a course. Furthermore, by writing, discussing, and receiv-
ing feedback on these essays, students strengthen requisite
writing skills essential to their professional development.

For the outof-class assignment part of the Dyadic
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Essay Confrontation, students formulate a broad essay
question synthesizing the key concepts in their assigned
reading material. They print the essay question at the top of
a sheet of paper and write an in-depth response on that
same paper. On a second sheet of paper, students print just
the essay question. Students bring both papers to class. For
the in-class portion, students pair up, exchange essay ques-
tions, and spend the next 15 to 20 min drafting a written
response to their partner’s question. Depending on the com-
plexity of the material, students may or may not be allowed
to use notes or reference materials. After they have written
their in-class essays, students exchange and read each other’s
response to the in-class essay question followed by a read-
ing and discussion of the responses each wrote before class.
Most of the discussion focuses on comparing the differences
in the responses written in class to the in-depth response
written outside of class. The structure of this activity “pro-
motes skills in critical thinking by requiring students to con-
front different ideas, offers writing-to-learn opportunities,
and provides solid and immediate feedback ro students
about their intellectual responses to discipline-specific
material” (Millis, 1993, pp. 139-140).

Like Double Entry Journals, Dyadic Essay Confronta-
tions ate most efficient and effective when they are repeated
often enough to allow students to. build their competencies.
This activity could be used to encourage students to fully
explore clients’ symptoms or conditions. Questions could be
based on material from assigned readings, previous discus-
sions or activities, and common fieldwork experiences.
Essay itemns might include the following: “List the similari-
ties and differences between dementia and depression. How
will intervention goals differ?” “List the principles of work
simplification activities and apply them to two diagnoses of
your choice,”

The Dyadic Essay Confrontation can be used to inte-
grate the client’s disorder or condition with graded activities
for therapeutic intervention. The Dyadic Essay Confron-
tation also is an effective way in which peers can provide
feedback to each other on their plans for intervention. In
cither case, the following essay questions might be posed:
“Describe how you would grade activities to increase
strength of affected wrist extensors.” “Describe the process
used to improve the concentration and attention span in a
person with paranoid schizophrenia.”

Assessing Students in Cooperative Classrooms

As indicated earlier, feedback (assessment) is a cornerstone
of sequenced learning, In cooperative classrooms, assess-
ment involves grading student’s academic efforts (summa-
tive assessment), but it also involves providing informal
feedback on both academic and cooperative skills.

Assessing Academic Progress

Because of the element of individual accountability, grad-
ing practices can remain much as they are in a traditional
classroom. Students receive individual grades for indepen-
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Table 2

Double Entry Journai Activity About Multiculturalism (Lynch & Hanson, 1992; Wells, 1593)

Key Point

Response

Narive Americans: Prefer matural, spititual remedies; bowed head shows
respect; indirect communication; cribal loyaley

Anglo-Amerticans: Orlented to medical model and technology; direct verbal
communication; individualistic

Asians: Blend folk medicine with modern; linde or no eye contact with
steangers; self-deprecating; family needs over individual’s needs

Larinos: Prefer natural or spiritual remedies; hasitane to disclose personal or
family information; allow casual rouching during talking; maintain eye
contact; value family ties

Approach with respect; use rechnology sparingly; do not think someone is sad

or disinterested if head is bowed

Approach directly;. client probably expects to be treared with larest technology;

seems to fook our for self racher than for others

A client may belictle his or her abilities; approach clients with activities

blending eastern and weseern philosophies; client may rake offense to casual
rouch during conversation

Explain why information of a personal nature is needed; family will probably

want to atcend tieatment sessions and be involved in client care

dendy produced papers, reports, presentations, quizzes, and
midterm and final exams. If group projects are factored in,
then the course director must let students know how they
will be awarded grades, often through peer reports and self-
reports that reflect individual contribudons. Grades are as-
signed according to preestablished criteria spelled out clear-
Iy in the syllabus.

In addition to this formal, summative assessment, as
suggested by the examples of cooperative activities, forma-
tive assessment is ongoing in a cooperative classroom. The
nature of the activities and the in-class “processing” of out-
of-class work gives students and faculty members frequent,
focused feedback on how well students are learning the
material. By collecting students’ work, such as Double Entry
Journals and Dyadic Essay Confrontations, and by listening
to group activities, such as Think—Pair-Share and the Three-
Step Interview, course directors are highly attuned to their
students’ progress. As Cramer (1994) suggested:

Some of the marerial may not require direct feedback bur instead may
be checked off as a progress report. The value is in the process of the
work itself. Other collected work may receive formative commentary,

oral or written, before the project is complered for formal grading. (p.
70}

Assigning points on an all-or-nothing basis for quality
out-of-class products rather than agonizing over a range of
letter grades can save the course director valuable time and
can place the emphasis on feedback rather than on grades.
For example, a set of well-thought-out questions that is
based on the Generic Question Stems might contribute 3
points toward each student’s criteria-based final grade. Sim-
ilarly, students could receive 10 points for a2 Dyadic Essay
Confronration written out of class and 5 points for one
written in class. A course director would not assign points
for any essays not meeting prescribed standards.

Any grade scheme in a cooperative classroom must be
based on a criterion (X number of points for an 4, X num-
ber of points for a B, etc.) rather than on a curve where stu-
dents compete for a finite number of high grades. For
example, if only the top 5% of a class will receive As, then
students have no reason to help one another achieve.

Informal classroom assessment techniques advocated
by Angelo and Cross (1993) can also help faculty members
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determine how well their students are learning. After 2 class
session, each team member can quickly identify the “mud-
diest point” (what remains least clear at the conclusion of
the class). With “the minute paper,” students respond on an
index card to two questions: “What was the most useful or
meaningful thing you learned during this session?” “What
question(s) remain uppermost in your mind as this session
comes to a close?”

Assessing Cooperative Skills and Class Climate

In-class assessments give a quick overview of the class cli-
mate. Questions can be posted at the beginning of class or
shown on an overhead during the last 2 min of class: “What
grade would you give yourself for your preparation for class
today?” “What grade would you give your team for coop-
eration and problem solving today?” “If you could give one
sentence of advice to the instructor about what could have
been done to improve today’s class, what would it be?”
{Cramer, 1994).

Some course directors use peer-assessment and self-
assessment forms ro determine the progress of groups as well
as the narure and extent of individual efforts. Such a form
might ask how many team members actively parricipated in
the session most of the time; how many students were pre-
pared; and whar specific, practical change the team could
make to improve its learning, It is also enlighrening to ask
students to provide a specific example of something they
learned from their team that they probably would not have
learned on their own. Conversely, students could identify
something that the team members learned from them that
they probably would not have learned working indepen-
dently. ‘

Conclusion

Designing a course is an enormous task, and redesigning or
rethinking course design is an equally daunting rask. When
a cooperative, student-centered philosophy prompts such
changes, the elements of the course must balance one another.
The assignments and activites, the roles assumed by stu-
dents and faculty members, and the assessment practices
must foster active, responsible learning in a supportive en-
vironment. All elements of the course, particularly the as-
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signments and activities, must produce a coherent learning
sequence that enables all students to prosper.

Throughout the country, faculty members in various
disciplines have embraced cooperative learning. Research
and practice have repeatedly shown that carefully sequenced
and structured cooperative learning approaches improve stu-
dent academic achievement. But equally important, the
cooperative learning approach teaches students the skills
needed for success in the 21st century. As Ventimiglia (1994)
suggested:

The two skills we will all need to be successful in the workforce 2000—
neither of which is taught as the content of a course or from a texe-

boole—are the ability to work together cooperatively and the ability to
be a life-long leatner. (p. 6}

Regurgitation of information will not suffice in a world
where computers can perform that task most efficiently.
Learners of any age and professionals, regardless of discipline,
must learn to construct knowledge rather than merely repro-
duce it. Furthermore, as the world grows increasingly com-
plex, effective teamwork will become an increasingly valued
skill. These skills are ones that no occupational therapy prac-
titioner in the 21st century can afford to be without. A
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