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WE KNOW THAT STUDENTS RETAIN
20 % of what they learn through visual and aural means

50% of what they learn through a demonstration or an exhibit

70-90% of what they learn if they are giving a talk, participating in a class
discussion, actually doing the real thing, or teaching someone else

The Learning Pyramid

10% Words we Read
Verbally Receiving
20% Sounds we Hear
30% Pictures we See

Movies we Watch

Visually Receiving
50% Exhibits we View

Demonstrations we Watch

Something we witness
as it's being done

70% Discussions in which we Participate
Talks we Give

Participating

Dramatic Presentations we Perform
90% Simulations in which we Participate
Real Things in which we Participate

Lessons we Teach to Others

Students who are active
in their learning WILL remember more.
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Socratic Seminar

e Teacher writes and asks questions.
¢ Students sit in a circle and answer questions in the form of a group discussion.

Single or double circle is possible, depending on make-up of class.

Anticipation Guide

e Teacher writes a set of statements to get students thinking about the topic of a
particular article.

¢ Students engage with statements and article individually, with small group,
then with large group.

e Teacher leads the discussion of the large group, accepting differing opinions
and encouraging students to learn to talk with each other, using text as
evidence.

Seating can be whatever teacher desires.

Modified Socratic

e Teacher writes opening and closing questions to give shape to discussion.

e Students write core questions.

e Teacher asks all questions.

¢ Students sit in a circle and answer questions in the form of a group discussion.

Single or double circle is possible, depending on make-up of class.

Inner/Outer Circle

¢ Students write and ask all questions.
¢ Students in outer circle ask questions.
¢ Students in inner circle answer questions in the form of a group discussion.

Requires double circle, half inner and half outer. Circles will be concentric, all desks
facing inward so that the inner circle is looking at each other, and the outer circle is
looking at the backs of the heads of the inner circle. This way, the outer circle are
“out of the loop,” so to speak, and will not be encouraged to join the conversation.
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SOCl'atiC Seminar has four parts:

Opening Question: one general, introductory question; directs students to the text for the answer;
relates to a more general topic, theme, or larger idea

EXAMPLES--From what you have read in the first two journal entries of "Flowers for Algernon," what
kind of character is Charlie?

What evidence can you find to prove that Sal's mother has died?

What reasoning does the article give for NOT assigning homework to students?

Core Questions: 2- 5 questions which relate specifically to content; direct students to examine, evaluate,
and interpret the information available in the text; require higher level thinking skills because responses are
pulled from life experience, prior knowledge, and opinion; must be supported by evidence from the text, not
pulled directly from the text

VARIATION--Have the students create these questions.

EXAMPLES-- From the companion article to "Flowers for Algernon," define informed consent.

Before his operation, is Charlie capable of giving "informed consent"?

What other evidence implies that Sal's mother is still alive? What do we learn about Sal when we learn that
she has kept the secret of her mother's fate through the entire journey?

Is this author justified in saying that homework is "a scam"? Is unguided homework more harmful than
helpful?

Closing Question: 1 final question; requires students to apply the situation to themselves or to the world,;
establishes relevancy of the discussion.

EXAMPLES--How would you refine the definition of informed consent to allow for Charlie's case?
How does reading about Sal help some people to deal with real life loss?
What can educators do to make homework more meaningful?

Extension:

Each Socratic Seminar must have a follow-up assignment--something simple like a journal entry, a focused
free-write, a more involved essay, or a lab experiment to perform. The follow-up assignment rounds out the
experience. It gives each student a chance to put down on paper some final thoughts which were brought up
by the discussion or a chance to practice the ideas which were discussed.

Ground Rules Grading Criteria

Participate Actively-speaking, listening and A = Speaks twice, with no rule infractions & at
drawing others into the discussion. least I mark in all other columns.

Respect the opinions and ideas of others. B/C =Speaks at least once, may have one infraction,

Refrain from interrupting. and a missing mark in one column.

Support your ideas with evidence. D/E = Did not speak, or broke many rules when

Cooperate in a friendly debate. speaking. Has only one column marked.
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Inner/ Outer Circle nas wo parts:

Outer Circle: Students write and ask their own questions.

* coaching and modeling required

* Sometimes I give my students a few sample questions.

* When the process is still new to them, I give class time for writing questions.
* Students must have their questions when they enter the classroom.

* [ take up questions to grade for content at the end of the circle event.

* There is no set order for questions.

Options for keeping Outer Circle engaged:
o Students must listen to discussion to know when's the best time to ask the next question.
o Students must take notes to use in answers they'll provide when they appear in inner circle.
o Students receive points for asking impromptu questions which arise out of the discussion.
o Students receive points for redirecting questions when inner circle does not answer adequately.
o With hot seats, students can earn points for clearing up an argument in the inner circle.

Inner Circle: Students discuss answers to the outer circle's questions.

* coaching and modeling required

* My students get at least one practice run--not graded.

* In a practice run, I will stop them to redirect and comment.

* In the real thing, I will not stop them, no matter how off track they find themselves.

Options for keeping Inner Circle focused:

o Students lose points for hogging the conversation.

o Students have a certain number of candies which they may eat when they speak. When the candies are gone,
they may not speak any more.

o Students have a certain number of pennies which they may toss into a hat when they speak. When the
pennies are gone, they may not speak any more.

o Students receive points for successfully pulling in a reticent member of the circle, getting a quiet person to
join the conversation.

o Students receive points for settling an argument with evidence from the novel.

o Students receive points for making a logical argument or quoting from the book.

o Students receive points for using their dialectical journals in the conversation.
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More Info Available at

Ayn Grubb’s Website for Students and Teachers

www.mrsgrubb.com

guidelines for grading

examples of feedback given to students

info about Socratic seminars

structure of a Socratic seminar

seating arrangements for Socratics and inner/outer circles
assignments to give students before the inner/outer circle discussion
sample questions

and pieces of text

MAX Teaching with Reading and Writing

www.maxteaching.com
¢ more info about anticipation guides
e sample anticipation guides
¢ info about booking a MAX teaching seminar for your district

The National Paideia Center

www.paideia.org
¢ more info about Socratic seminars, the Paideia way
¢ order your own guide
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The Story of an Hour by Kate Chopin

Knowing that Mrs. Mallard was afflicted with a heart trouble, great care was taken to break to her as
gently as possible the news of her husband’s death. It was her sister Josephine who told her, in broken
sentences, veiled hints that revealed in half concealing. Her husband’s friend Richards was there, too, near her.
It was he who had been in the newspaper office when intelligence of the railroad disaster was received, with
Brently Mallard’s name leading the list of “killed.” He had only taken the time to assure himself of its truth by a
second telegram, and had hastened to forestall any less careful, less tender friend in bearing the sad message.

She did not hear the story as many women have heard the same, with a paralyzed inability to accept its
significance. She wept at once, with sudden, wild abandonment, in her sister’s arms. When the storm of grief
had spent itself she went to her room alone. She would have no one follow her.

There stood, facing the open window, a comfortable, roomy armchair. Into this she sank, pressed down
by a physical exhaustion that haunted her body and seemed to reach into her soul.

She could see in the open square before her house the tops of trees that were all aquiver with the new
spring life. The delicious breath of rain was in the air. In the street below a peddler was crying his wares. The
notes of a distant song which some one was singing reached her faintly, and countless sparrows were twittering
in the eaves.

There were patches of blue sky showing here and there through the clouds that had met and piled one above
the other in the west facing her window.

She sat with her head thrown back upon the cushion of the chair, quite motionless, except when a sob
came up into her throat and shook her, as a child who has cried itself to sleep continues to sob in its dreams.

She was young, with a fair, calm face, whose lines bespoke repression and even a certain strength. But
now there was a dull stare in her eyes, whose gaze was fixed away off yonder on one of those patches of blue
sky. It was not a glance of reflection, but rather indicated a suspension of intelligent thought.

There was something coming to her and she was waiting for it, fearfully. What was it? She did not
know; it was too subtle and elusive to name. But she felt it, creeping out of the sky, reaching toward her
through the sounds, the scents, the color that filled the air.

Now her bosom rose and fell tumultuously. She was beginning to recognize this thing that was
approaching to possess her, and she was striving to beat it back with her will—as powerless as her two white
slender hands would have been.

When she abandoned herself a little whispered word escaped her slightly parted lips. She said it over and over
under her breath: “free, free, free!” The vacant stare and the look of terror that had followed it went from her
eyes. They stayed keen and bright. Her pulses beat fast, and the coursing blood warmed and relaxed every inch

of her body.
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She did not stop to ask if it were or were not a monstrous joy that held her. A clear and exalted
perception enabled her to dismiss the suggestion as trivial.

She knew that she would weep again when she saw the kind, tender hands folded in death; the face that
had never looked save with love upon her, fixed and gray and dead. But she saw beyond that bitter moment a
long procession of years to come that would belong to her absolutely. And she opened and spread her arms out
to them in welcome.

There would be no one to live for her during those coming years; she would live for herself. There would be no
powerful will bending hers in that bland persistence with which men and women believe they have a right to
impose a private will upon a fellow-creature. A kind intention or a cruel intention made the act seem no less a
crime as she looked upon in that brief moment of illumination.

And yet she had loved him—sometimes. Often she had not. What did it matter! What could love, the unsolved
mystery, count for in face of this possession of self-assertion which she suddenly recognized as the strongest
impulse of her being!

“Free! Body and soul free!” she kept whispering.

Josephine was kneeling before the closed door with her lips to the keyhole, imploring for admission. “Louise,
open the door! | bug; open the door—you will make yourself ill. What are you doing, Louise? For heaven’s sake
open the door.”

“Go away. | am not making myselfill.” No; she was drinking the very elixir of life through that open
window.

Her fancy was running riot along those days ahead of her. Spring days, and summer days, and all sorts
of days that would be her own. She breathed a quick prayer that life might be long. It was only yesterday she
had thought with a shudder that life might be long.

She arose at length and opened the door to her sister’s importunities. There was a feverish triumph in
her eyes, and she carried herself unwittingly like a goddess of Victory. She clasped her sister’s waist, and
together they descended the stairs. Richards stood waiting for them at the bottom.

Some one was opening the front door with a latchkey. It was Brently Mallard who entered, a little
travel-stained, composedly carrying his grip-sack and umbrella. He had been far from the scene of the accident,
and did not even know there had been one. He stood amazed at Josephine’s piercing cry; at Richards’ quick
motion to screen him from the view of his wife.

But Richards was too late.

When the doctors came they said she had died of heart disease—of joy that kills.
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The Perils and Promises of Praise

Carol S. Dweck
The wrong kind of praise creates self-defeating behavior. The right kind motivates students to learn.

We often hear these days that we've produced a generation of young people who can't get through the day
without an award. They expect success because they're special, not because they've worked hard.

Is this true? Have we inadvertently done something to hold back our students?

| think educators commonly hold two beliefs that do just that. Many believe that (1) praising students'
intelligence builds their confidence and motivation to learn, and (2) students' inherent intelligence is the major
cause of their achievement in school. Our research has shown that the first belief is false and that the second
can be harmful—even for the most competent students.

As a psychologist, | have studied student motivation for more than 35 years. My graduate students and | have
looked at thousands of children, asking why some enjoy learning, even when it's hard, and why they are resilient
in the face of obstacles. We have learned a great deal. Research shows us how to praise students in ways that
yield motivation and resilience. In addition, specific interventions can reverse a student's slide into failure during
the vulnerable period of adolescence.

Fixed or Malleable?

Praise is intricately connected to how students view their intelligence. Some students believe that their
intellectual ability is a fixed trait. They have a certain amount of intelligence, and that's that. Students with this
fixed mind-set become excessively concerned with how smart they are, seeking tasks that will prove their
intelligence and avoiding ones that might not (Dweck, 1999, 2006). The desire to learn takes a backseat.

Other students believe that their intellectual ability is something they can develop through effort and education.
They don't necessarily believe that anyone can become an Einstein or a Mozart, but they do understand that
even Einstein and Mozart had to put in years of effort to become who they were. When students believe that
they can develop their intelligence, they focus on doing just that. Not worrying about how smart they will
appear, they take on challenges and stick to them (Dweck, 1999, 2006).

More and more research in psychology and neuroscience supports the growth mind-set. We are discovering that
the brain has more plasticity over time than we ever imagined (Doidge, 2007); that fundamental aspects of
intelligence can be enhanced through learning (Sternberg, 2005); and that dedication and persistence in the face
of obstacles are key ingredients in outstanding achievement (Ericsson, Charness, Feltovich, & Hoffman, 2006).

Alfred Binet (1909/1973), the inventor of the 1Q test, had a strong growth mind-set. He believed that education
could transform the basic capacity to learn. Far from intending to measure fixed intelligence, he meant his test
to be a tool for identifying students who were not profiting from the public school curriculum so that other
courses of study could be devised to foster their intellectual growth.

The Two Faces of Effort

The fixed and growth mind-sets create two different psychological worlds. In the fixed mind-set, students care
first and foremost about how they'll be judged: smart or not smart. Repeatedly, students with this mind-set
reject opportunities to learn if they might make mistakes (Hong, Chiu, Dweck, Lin, & Wan, 1999; Mueller &
Dweck, 1998). When they do make mistakes or reveal deficiencies, rather than correct them, they try to hide
them (Nussbaum & Dweck, 2007).
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They are also afraid of effort because effort makes them feel dumb. They believe that if you have the ability, you
shouldn't need effort (Blackwell, Trzesniewski, & Dweck, 2007), that ability should bring success all by itself. This
is one of the worst beliefs that students can hold. It can cause many bright students to stop working in school
when the curriculum becomes challenging.

Finally, students in the fixed mind-set don't recover well from setbacks. When they hit a setback in school, they
decrease their efforts and consider cheating (Blackwell et al., 2007). The idea of fixed intelligence does not offer
them viable ways to improve.

Let's get inside the head of a student with a fixed mind-set as he sits in his classroom, confronted with algebra
for the first time. Up until then, he has breezed through math. Even when he barely paid attention in class and
skimped on his homework, he always got As. But this is different. It's hard. The student feels anxious and thinks,
“What if I'm not as good at math as | thought? What if other kids understand it and | don't?” At some level, he
realizes that he has two choices: try hard, or turn off. His interest in math begins to wane, and his attention
wanders. He tells himself, “Who cares about this stuff? It's for nerds. | could do it if | wanted to, but it's so
boring. You don't see CEOs and sports stars solving for x and y.”

By contrast, in the growth mind-set, students care about learning. When they make a mistake or exhibit a
deficiency, they correct it (Blackwell et al., 2007; Nussbaum & Dweck, 2007). For them, effort is a positive thing:
It ignites their intelligence and causes it to grow. In the face of failure, these students escalate their efforts and
look for new learning strategies.

Let's look at another student—one who has a growth mind-set—having her first encounter with algebra. She
finds it new, hard, and confusing, unlike anything else she has ever learned. But she's determined to understand
it. She listens to everything the teacher says, asks the teacher questions after class, and takes her textbook
home and reads the chapter over twice. As she begins to get it, she feels exhilarated. A new world of math
opens up for her.

It is not surprising, then, that when we have followed students over challenging school transitions or courses, we
find that those with growth mind-sets outperform their classmates with fixed mind-sets—even when they
entered with equal skills and knowledge. A growth mind-set fosters the growth of ability over time (Blackwell et
al., 2007; Mangels, Butterfield, Lamb, Good, & Dweck, 2006; see also Grant & Dweck, 2003).

The Effects of Praise

Many educators have hoped to maximize students' confidence in their abilities, their enjoyment of learning, and
their ability to thrive in school by praising their intelligence. We've studied the effects of this kind of praise in
children as young as 4 years old and as old as adolescence, in students in inner-city and rural settings, and in
students of different ethnicities—and we've consistently found the same thing (Cimpian, Arce, Markman, &
Dweck, 2007; Kamins & Dweck, 1999; Mueller & Dweck, 1998): Praising students' intelligence gives them a short
burst of pride, followed by a long string of negative consequences.

In many of our studies (see Mueller & Dweck, 1998), 5th grade students worked on a task, and after the first set
of problems, the teacher praised some of them for their intelligence (“You must be smart at these problems”)
and others for their effort (“You must have worked hard at these problems”). We then assessed the students'
mind-sets. In one study, we asked students to agree or disagree with mind-set statements, such as, “Your
intelligence is something basic about you that you can't really change.” Students praised for intelligence agreed
with statements like these more than students praised for effort did. In another study, we asked students to
define intelligence. Students praised for intelligence made significantly more references to innate, fixed
capacity, whereas the students praised for effort made more references to skills, knowledge, and areas they
could change through effort and learning. Thus, we found that praise for intelligence tended to put students in a
fixed mind-set (intelligence is fixed, and you have it), whereas praise for effort tended to put them in a growth
mind-set (you're developing these skills because you're working hard).
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We then offered students a chance to work on either a challenging task that they could learn from or an easy
one that ensured error-free performance. Most of those praised for intelligence wanted the easy task, whereas
most of those praised for effort wanted the challenging task and the opportunity to learn.

Next, the students worked on some challenging problems. As a group, students who had been praised for their
intelligence lost their confidence in their ability and their enjoyment of the task as soon as they began to
struggle with the problem. If success meant they were smart, then struggling meant they were not. The whole
point of intelligence praise is to boost confidence and motivation, but both were gone in a flash. Only the effort-
praised kids remained, on the whole, confident and eager.

When the problems were made somewhat easier again, students praised for intelligence did poorly, having lost
their confidence and motivation. As a group, they did worse than they had done initially on these same types of
problems. The students praised for effort showed excellent performance and continued to improve.

Finally, when asked to report their scores (anonymously), almost 40 percent of the intelligence-praised students
lied. Apparently, their egos were so wrapped up in their performance that they couldn't admit mistakes. Only
about 10 percent of the effort-praised students saw fit to falsify their results.

Praising students for their intelligence, then, hands them not motivation and resilience but a fixed mind-set with
all its vulnerability. In contrast, effort or “process” praise (praise for engagement, perseverance, strategies,
improvement, and the like) fosters hardy motivation. It tells students what they've done to be successful and
what they need to do to be successful again in the future. Process praise sounds like this:

*  You really studied for your English test, and your improvement shows it. You read the material over
several times, outlined it, and tested yourself on it. That really worked!

» | like the way you tried all kinds of strategies on that math problem until you finally got it.

* [t was along, hard assighment, but you stuck to it and got it done. You stayed at your desk, kept up
your concentration, and kept working. That's great!

= | like that you took on that challenging project for your science class. It will take a lot of work—doing
the research, designing the machine, buying the parts, and building it. You're going to learn a lot of
great things.

What about a student who gets an A without trying? | would say, “All right, that was too easy for you. Let's do
something more challenging that you can learn from.” We don't want to make something done quickly and
easily the basis for our admiration.

What about a student who works hard and doesn't do well? | would say, “I liked the effort you put in. Let's work
together some more and figure out what you don't understand.” Process praise keeps students focused, not on
something called ability that they may or may not have and that magically creates success or failure, but on
processes they can all engage in to learn.

Motivated to Learn

Finding that a growth mind-set creates motivation and resilience—and leads to higher achievement—we sought
to develop an intervention that would teach this mind-set to students. We decided to aim our intervention at
students who were making the transition to 7th grade because this is a time of great vulnerability. School often
gets more difficult in 7th grade, grading becomes more stringent, and the environment becomes more
impersonal. Many students take stock of themselves and their intellectual abilities at this time and decide
whether they want to be involved with school. Not surprisingly, it is often a time of disengagement and plunging
achievement.

We performed our intervention in a New York City junior high school in which many students were struggling
with the transition and were showing plummeting grades. If students learned a growth mind-set, we reasoned,
they might be able to meet this challenge with increased, rather than decreased, effort. We therefore developed
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an eight-session workshop in which both the control group and the growth-mind-set group learned study skills,
time management techniques, and memory strategies (Blackwell et al., 2007). However, in the growth-mind-set
intervention, students also learned about their brains and what they could do to make their intelligence grow.

They learned that the brain is like a muscle—the more they exercise it, the stronger it becomes. They learned
that every time they try hard and learn something new, their brain forms new connections that, over time, make
them smarter. They learned that intellectual development is not the natural unfolding of intelligence, but rather
the formation of new connections brought about through effort and learning.

Students were riveted by this information. The idea that their intellectual growth was largely in their hands
fascinated them. In fact, even the most disruptive students suddenly sat still and took notice, with the most
unruly boy of the lot looking up at us and saying, “You mean | don't have to be dumb?”

Indeed, the growth-mind-set message appeared to unleash students' motivation. Although both groups had
experienced a steep decline in their math grades during their first months of junior high, those receiving the
growth-mind-set intervention showed a significant rebound. Their math grades improved. Those in the control
group, despite their excellent study skills intervention, continued their decline.

What's more, the teachers—who were unaware that the intervention workshops differed—singled out three
times as many students in the growth-mindset intervention as showing marked changes in motivation. These
students had a heightened desire to work hard and learn. One striking example was the boy who thought he was
dumb. Before this experience, he had never put in any extra effort and often didn't turn his homework in on
time. As a result of the training, he worked for hours one evening to finish an assignment early so that his
teacher could review it and give him a chance to revise it. He earned a B+ on the assignment (he had been
getting Cs and lower previously).

Other researchers have obtained similar findings with a growth-mind-set intervention. Working with junior high
school students, Good, Aronson, and Inzlicht (2003) found an increase in math and English achievement test
scores; working with college students, Aronson, Fried, and Good (2002) found an increase in students' valuing of
academics, their enjoyment of schoolwork, and their grade point averages.

To facilitate delivery of the growth-mind-set workshop to students, we developed an interactive computer-
based version of the intervention called Brainology. Students work through six modules, learning about the
brain, visiting virtual brain labs, doing virtual brain experiments, seeing how the brain changes with learning, and
learning how they can make their brains work better and grow smarter.

We tested our initial version in 20 New York City schools, with encouraging results. Almost all students
(anonymously polled) reported changes in their study habits and motivation to learn resulting directly from their
learning of the growth mind-set. One student noted that as a result of the animation she had seen about the
brain, she could actually “picture the neurons growing bigger as they make more connections.” One student
referred to the value of effort: “If you do not give up and you keep studying, you can find your way through.”

Adolescents often see school as a place where they perform for teachers who then judge them. The growth
mind-set changes that perspective and makes school a place where students vigorously engage in learning for
their own benefit.

Going Forward

Our research shows that educators cannot hand students confidence on a silver platter by praising their
intelligence. Instead, we can help them gain the tools they need to maintain their confidence in learning by
keeping them focused on the process of achievement.

Maybe we have produced a generation of students who are more dependent, fragile, and entitled than previous generations. If
so, it's time for us to adopt a growth mind-set and learn from our mistakes. It's time to deliver interventions that will truly boost
students' motivation, resilience, and learning.
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