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Chapter 1

What are Educational-Life Skills?

Introduction

The growing dissatisfaction with education is nowhere more
evident than in the daily lives of cegep students. They want
more than to have their brains filled with facts and more facts.
On the other hand if teachers appeal to students to understand,
rather than to passively memorize, students panic. Students
usually are unable to generalize the theory just presented to
solve another problem unless it is similar to a sample probleaem
which has been presented. If the grand aim of education is to be
able to ultimately provide individuals with tools to predict and
to better control their own behavior then we had better take some
time to organize and synthesize the effect of what is being done
for students is doing to students.

Of couwse the scientific, and especially the academic
community, argue that education is an applied area on which the
professions rely to transmit a body of knowledge conducive to
certain careers. As a result there is a dangerous and top-heavy
situation prevailing in Cegep education. Teachers have become
specialists with specialities. More teachers are willing to

teach what they know and very few are able to teach how they know
- and more importantly how they have come to know what they
know.

- The essential point of this report is that too much emphasis
has been placed on the content of learning. Students learn many
‘things’ but never learn to learn. They need to learn to
intervene, to become active rather than passive, and to raise
guestions so as to give, as well as toc receive, feedback. When
this is accomplished educational technology will serve the
broader interests of the profession, for which the student is
preparing, by taking into account that knowing when, where and
how to apply knowledge is just as important as possessing that
knowlege.

We need to take a pregnant pause to study what is going on in
the megatrends of pouring out tens of thousands of graduates. We
seem to forget that the uwltimate aim of educational science is
not prediction but control. The ultimate value of education is



to help students better predict and eventually control, for
themselves, the events in their lives and chosen profession.
Education has become very big business. This may euxplain, but
not excuse, why we have lost sight of the fact that education is
a means to an end. "Fnowledge", in and of itself, may be
valuable to an individual but to a society it is the product of

that knowledge that matters.

Every professional is expected to be able to generalize from
what he has learned by reflecting on how he knows. This allows
us as a society to grow and develop. The role of education is to
serve as a technology capable of furnishing both the content and
methodology of the professions to achieve personal, career and
societal goals. Otherwise students will only be the poor carbon
copies of their teachers and the society will regress.

Teachers, collectively, represent a sample of the population in
terms of the social order. By ingoring that social order in
their relations with students, teachers have wrongly assumed that
their theories and course content are independent of their
relationship to that social order. The pictures of the social
order, as represented by teachers and imposed on students, is
woefully inexact of the real social order. Students are
interactive within a society and for that society to be effective
they must be interactive within aspects of their daily lives -
Cegep. This presupposes the ability to question oneself about
where one has been and where one is going. This is clearly a
process variable. Ouw content oriented teaching accentuates the
present. We rarely encourage students to think about how they
have learned or will learn.

The local newspaper, Le Soleil, in recent articles (Boulet,
March 21,1987) has reflected on this concern. He questions the
validity of university programs to teach music when there are no,
or  very few, practical extensions once this knowledge is
acquired. According to the article, it is the students who must
‘pay the bill’ since society cannot absorb so many people, with

this training, into its ranks. In the past these students have
pushed on to eventually wind up teaching. This pyramidal
arrangement supposes that there always will be a larger and
growing demand for the talent. In such circumstances teaching

and education have become goals onto themselves. There will be
room for the ‘best and brightest’, however we are now realizing
that many thousands of persons who entertained such an illusory
career goal have been sacrificed. Had these students learned how
to learn, could they not have been better prepared to integrate
society? In effect, we are stating, as an assumption, that there
is a mutual responsibility, between teachers and students, for
the causality and productivity in learning. I+ the teacher
doesn’'t explain then the student should be able to ask. The
student doesn’t ask not because he lacks the will but probably
because he lacks the skill to do so.



Let’'s take a familiar and practical example to demonstrate our
argument. A student who wishes to follow a program of cegep

studies is confronted with which Cegep to choose. This variety
is both an asset and a liability. No  two teachers, and
consequently their courses, are quite the same. This provides

just about any student with the hope of finding a program of
studies that will be responsive to his career needs, vocational
interests and personal orientation. It does suggest that
students will have to interact with people who communicate and
relate differently highly similar course and program content.

The academic integrity of the courses and the validity of the
program must, however, remain coherent and stable. To achieve
this the courses and programs must make continuous adjustments in
the processes of feedback between the student’'s needs and
interests, and the requirements of the course and program. The
process of giving and receiving feedback, the distinguishing
activity of pedagogy, allows the teacher to know where he has
been and where he is heading to adjust his behavior to meet
course objectives. The feedback operates to help the teacher
select the goals, just as it operates to help ow student to
select the Cegep. However , and this is the fundamental
difference between teachers and students, teachers learn to
actively monitor feedback while students appear to be stuck in a
constant state of non-opportunism and procrastination. Students
show all the signs of not being aware of the formative aspects of
feedback. Once they select and matriculate in Cegep, that
‘problem’ is solved and forgotten. The next problem is to choose
courses and teachers, and when that’'s done and solved they move
an to another ‘problem’. Critical thinking skills can develop as
a function of having progressed through a series of problems only
if one monitors and uses feedback. Otherwise life is but a
series of disjointed and seemingly unrelated events.

"Will that be on the exam sir?", "Do we have to learn this?",
"Is this important?" "Did we do anything important?" are the
typical questions which reveal that students know very little
about feedback. Their questions reflect a sense of wgency for
the immediate; a motive to pursue adolescent gratifications; and
most, of all, a lack of perception of their place in the
educational process. Educational-life skills coaching about
feedback may help students become more aware of the difference
that they can make in learning.

The Educational-Life Skills’ Construct

A construct is whatever ideas one relies uwpon to communicate
the sense one makes of one’'s experience. It is neither "right"
nor "wrong". The construct attempts to impose some organization
and sense upon observation by drawing upon one’'s knowledge and



inferences. By so doing we rely on the rules of categorization
and attribution. Ow categorizations represent ouw cognitive,
affective and perceptual biases. The attributions themselves
reveal the contents of our thoughts, feelings, and motives. We
come to think that the associations we have made between
attributions and categorizations are adequate ‘defining’
attributes. We come to think that the concept and what we think
of the concept are one and the same. That is, we come to the
construct that objective reality and subjective experience are

SYNONYyMous. For example, the student who acts towards the
teacher on the basis of the affective categorization, "The
teacher looks mean,” is letting the subjective evaluation taint

the objective reality. This process points to the fact that
feedback operates to both shape and reflect the categorizations
and attributions we make.

The concepts we have for "education' both shape and reflect the

concepts of "achievement," ‘"student," "teacher," and more
importanly the concept for "learning". The attributes we assign
to learning influence our opinions, beliefs, values and

expectations which in turn influence how we categorize our
xperience. The only way to break such circular reasoning is to
xpose owselves to new information and experiences. But unless
we ask questions to check on our information processing we don‘t
know if the subjective xperience of learning fits in with the
ojective reality. If we rely on spontaneocus feedback from others
we may find our learning directed along avenues that we were not
prepared to pursue. The only reasonable alternative is to ask
gquestions. We must ingquire about the very process we are using
to assimilate information. This is a metacognitive activity
since we are forming constructs about the constructs
[metaconstructsl. Learning to learn educational-life skills
means to become aware of how we are learning. The vehicle for
learning to learn is feedback about content and process to
students, from teachers, during interpersonal exchanges.

What can a student place at his disposition, in any given
situation, to facilitate the process of "learning"? Necessarily
this involves learning to learn. There are fundamental ,
intermediate and complex life skills which may be learned. It is
possible to start with some behaviors that are already at the
disposition of the students. Eye contact and body posture, for
example, can easily and quickly be drawn upon to have the student
experience for himself his impact on the process of learning.

We believe that it 1is possible to identify and report on
fundamental , intermediate and complex life skills which teachers
and students can use to understand, predict, and ultimately



control the process they use to teach and to learn. Control
relates to a sense of responsiblity as well as a sense of mastery
over the social and physical environment. This internal locus of
control has serious implications for learning intrinsic motives
(Deci, 1973). An external source of reinforcement when added to
an existing intrinsic motive, and then removed, greatly decreases
the strength of the initial intrinsic motive. This clearly
suggests that learning of some type is operative. We ars
suggesting that the pattern, frequency, and guantitative and
qualitative aspects of the reinforcement helps create an
intrinsic motive called reinforcement history. Any teacher who
has ever taken the time to observe an intrinsically motivated
student notices that he actively seeks rather than passively
“finds’ the most meaningful reinforcements for learning.

The integration of problem—-solving and interpersonal skills
into a cognitive behavior is possible to the extent that the
student finds it possible to integrate himself within the the
educational milieu, to take others into consideration, and to
move from a concrete level to a more formal level of reasoning.
In this process "self", the "self-others" image, as well as
critical thinking skills are developed and exchanged between
student and teacher. That is, the skills of human relations,

problem—-solving, and critical thinking are identified and
developed to help students proactively manage rather than
reactively manage their lives. The essential difference is one

of planning to act on, instead of reacting to, the academic
environment and its demands. Simply, this means to actively
participate in creating one’'s reinforcement history.

Human relations skills are required to communicate, to interact
and to develop awareness of self and others so as to contribute
to the development of a mutual responsibility for learning this
reinforcement history. Froblem-solving skills refer to those
behaviors necessary to identify, solve and evaluate academic work
and performance. The ability to process information by
collecting information, establishing criteria, going from the
particular to the general and vice versa, to move from the
concrete through the functional to attain the abstract levels of
reasoning, and to evaluate the proposed plan and results are the
essential elements of critical thinking skills. A reinforcement
history that is determined by oneself [proactive management of
one’'s lifel is intrinsically motivating while a reinforcement
history that is determined by others (reactive management of
one's lifel is immediately stronger and ‘better’, but it
undermines the person’s awareness of the past and future
importance of his behaviors. Additionally, if the external
sources for one’'s reinforcement history are removed, or shift to
a partial schedule of reinforcement, the strength to influence
present behavior is considerably weakened.

When the student leaves Cegep should he not be more apt to
communicate? - to progressively handle and adapt to the demands
made by the social and physical environment? -and, in brief, to



more systematically and rationally manage his approach to life
and work? The acquisition and development of these skills have
implications for education and for life. Each individual’'s
reinforcement history is unique and probably explains why one
reacts fortuously or not to opportunities for psrsonal growth.

Fresently there is no guide, specifically aimed at the problems
of studying in Cegep which identifies, classifies and evaluates
what is known about student educational practices in relation to
the variables of knowing how, when and where to give and solicit
‘feedback from professors. While this may appear secondary to
cognitive development, it may be argued that feedback is a
fundamental process in student-teacher exchanges and has serious
implications for the pedagogical act and the creation of the
student 's learning reinforcement history.

A taxonomy of educational-life skills for learning how to learn
may help students deal better with the realities of working for a
Cegep education. In this manner some of the many problems that
arise can be avoided or at least dealt with more constructively.
To attain this objective we need to identify, and to arrange in

hierchical form, the fundamental to complex skills related to
giving and receiving feedback about communication,
problem—-solving and critical thinking. The cognitive aspects of

feedback define the efficiency of learning in Cegep because the
level of the student’'s skills in giving and receiving feedback
determine how well he can perform in Cegep. The affective aspect
of feeback, or how the student feels about having to give and
receive feedback, influences his affective categorizations about

feedback as reinforcement which, in turn, operate on the
intrinsic motive for learning. And, from there, as we argue in
our discussion on feedback, the cognitive aspects are

influenced. The likely place to interrupt this circular behavior
is to provide the students with the opportunity to experience
positive reinforcement when they make concrete and realistic
efforts to change their learning behaviors.

The pedagogical process has two major aspects: A task
orientation and a person orientation. To be oriented towards a
task is to focus on the content and the end product, or
consequence of learning. We are assuming that part of the task
orientation of pedagody is to help prepare students to assume
life roles and to attain career goals. The obtention of a
diploma, in itself, is only the symbolic representation of the
‘rite of passage’ into an adult world. Focusing =-n the persons
who process the content to attain an end is the person
orientation of pedagogy. This means that teachers and students
need to know when, where, and how to intervene to give and



receive feedback.

How well feedback can be processed and assimilated relates to
thiree person orientations: The professor, student, and their
relationship or "interexperience". A teacher may know but not be
able to communicate effectively. A student may want to learn but
not know where to go, how and when to ask, or what to do when the
information is made available to him. That the student knows how
to use the information once he gets it, where and when to find
out what he needs to know, and especially to know what to do to
help himself learn this process, seem like essential products of
pedagogy -no matter what model of teaching is adopted (Joyce and
Weil, 1980). Otherwise, the student is limited to what the
teacher, the course and the textbooks make available to him.

The development of the taxonomy must identify, classify, and
evaluate the content and process of feedback, as it relates to
efficiency of learning. What are the tasks, perceptions and
actions that students need to learn in Cegep to facilitate
feedback from their teachers? EKnowing how, when and where to ask
a question would seem as important as knowing that one has a
question without the ability to ask it.



Chapter 2

What is Feedback?

Introduction

This reports makes no pretense to develop and defend on
theoretical grounds the necessity to provide feedback as an
important aspect for learning adaptive behavior. Nor do we
propose to clutter this taxonomy with scientific reports or
empirical evidence to support each point. We do, however, rely
on expert authority to support some of the more important
postulates which would appear, at first, to run counter to
prevailing ‘common’, but erroneocus, perceptions about the content
and process of feedback.

Our main concern with this report is to provide a taxonomy of
feedback materials that may serve to stimulate the student’s

adaptive responses to complex social situations in the academic
milieu. Specifically, we identify and organize the list of
educational-life skill postul ates in human relations,

problem-solving and critical thinking skills. Too many resources
finally wind up telling us: "Go talk to the teacher." That
doesn’'t tell us when, where, how and the general idea of what to
talk about. All we know is that we should "communicate." This
points to the fact that human relations, or interpersonal
relations and communications, belong to a larger generic class of
educational~life skills in which students, apparently, are
deficient.

Communication, Feedback and Educational-Life Skills

Communication has become a ‘buzz’ or ‘weasel ' word. We are, I
suspect, coming to an age where it is more important to learn to
say what you don’'t mean. Human relation articles in popular

.

magazines and television situation comedies’ abound with such
trite advice on how to solve one’s problems. The person always
shows, conveniently, great powers of insight for giving or
receiving feedback. For example, in one popular textbook a
football coach manages to find the right words, at the right



time, and place to help the budding athlete repent upon the error
of using pot. The student athlete then goes on to a brilliant
career. The reality is that such accounts appear in the media
because they are exceptions. The general case is systematically
avoided like the plague. If one were to dare to offer practical
advice it is feared that it may be possibly interpreted as a
‘behavioral recipe’, or as too specific to be generalizable, or
then, again, as just too mundane. It's as though reality were a
pale imitation of the media accounts of human behavior. We are
coming to believe in the image as being more real than life
itself. Feedback, if we rely on the general information model,
exists for us to make external changes to ouwr behavior, or at
least to appear to want to make such changes. That is, appearing
competent, according to the media, is more important than being
competent.

The following example, from a recent popular movie, suggests
the artificiality between communication and feedback when
educational-life skills are ignored. The male student is up on
charges of some sort before the high school’'s disciplinary
committee. Suddenly a female friend, who appears to want to
become a girl-friend, offers him a quote from the BRible as a
means of impressing the members of the disciplinary committee.
Our male student reads the passage and exclaims something to the
effect: "Wow! This is great. It’'s just what I need to get them
off my back." He shows little concern for any real change. The
solution is to communicate feeback that creates and maintains an
‘impression’. Our students behave this way when they tell each
other: "Well, if you have professor so-and—-so, make sure to
include stuff about sex in your essay. You'll always get at
least a passing grade!'" ‘Getting by’ is” the antithesis of
educational-life skill development.

First impressions are an important and initial reaction to
another. However, the staying power of first impressions is soon
challenged when one is confronted with an everyday reality:
"Would you like to work with this person?" This is the reality
we wish to address in this report. It is the fundamental
assumption of this report that there is a relationship betwesn
the student’'s educational-life skills, specifically how he uses
feedback, and his initial and continued academic persistence and
achievement. We wish to identify the postulates for being,
rather than appearing, competent in education.

Learning means development and change which comes from the
real, and often lonely, task of admitting to oneself the stark
naked truth that learning is personal growth. We want
information about owselves. We are starving for information
about ourselves. However, having to live with ourselves means
that we have to be careful to dose this feedback because it
arouses guilt, shame, doubt and anxiety. We can  handle, by
ourselves, only small doses of these negative emotional states.
Over a brief period of time, say the length of a stay in Cegep,
students are made to face these states very often. If, as Zajonc
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(1980) reminds us, the mental functions are in the service of the
emotions, then student cognitive development could be adversely

affected. Fart of the student’'s negative responses to the
process of emotionally charged feedback could be changed through
a move towards ‘humanizing education’ - a phrase that suggests

that teachers can and should do something to help.

The older approach, under which many of us have been trained,
has been to focus on the teacher to transmit a body of knowledge
and to get students to see things ouwr way. A goodexample of this
fallacy is, from the teacher’'s point of view: "If you will do as
I say, we will be so happy!" which is affectively processed by
the student as: "If I will do what he says, he will be happy!"
We ignore that communication can, with all of the best of
intentions, create interpersonal barriers. For a poignant
discussion on the classic work on this topic see Roethlisberger
(1952). We are implying that teaching should involve listening
to students as well as lecturing to them. And, this is possibly
a basic difference, we mean to imply to talk with rather than to
talk to students. We recognize this as one of the cornerstones
of the experiential learning movement in education. This has
grown into such a powerful development that the initial
sub—organization, Cooperative Assessment of Experiential Learning
(CAEL), broke off, in 1983, from the Educational Testing Service
to found its own center. A pair of very influential reports on
the role of interpersonal relations as a means of developing
comnunications between teachers and students have already been
prepared (Breen et al., 1977a, 1977b). We are not implying that
teacher interpersonal relations and communications are inadequate
or faulty, we simply wish to reassure teachers that course
standards and intellectual integrity won’'t be affected adversely
if student’'s are given the opportunity to be heard.

This report hopes to meet the need for student skill
development to perceive, listen, communicate and respond with
greater problem solving skills. Conjointly we assist teachers in
this task by providing a taxonomy of the educational-life skills
postul ates. ‘Miracles’ in change, as with our athlete in the
last example, won’'t just happen. Very few teachers, and even
fewer students, possess the kinds of educational-life skills to
give and receive feedback so effectively. The aim of this
chapter is to make tachers aware that they can facilitate,
through feedback, student self-awareness and self-understanding
of the postulates of educational-life skills as effective means
for fostering positive attitudes towards change. The teacher is
s@aen primarily as a facilitator who, as a genuine and authentic
person, provides the student with direction to cope more
effectively with academic persistence and achievement. The
teacher, beyond being a store and distributor of ideas, acts as a
guide to help the student to recognize, develop, and use
educational-life skills, which, it has been researched
(Lipman-Blumen et al., 1980) and argued (Talbot,1987), is at the
very heart of the needs of students prone to abandon or fail out
of Cegep.

-11-



Feedback Has Survival Value in Education

We all have an idea of what we are as well as what we like to
think others think about us. Unless we are amongst a select,
fortunate few we cannot live in this little world dominated only
by our perceptions. What others actually think of us rarely
coincides with what we would like to think they think about us.
Why should it coincide? What is the relationship of the degree
of ‘coincidence”’ with interpersonal relations and
communications? The answer is ‘adjustment’. We tend to draw and
to form stable relationships with those who are most similar to
Us. I+, by sharing feedback, we discover the similarities
between ourselves and others, the likelihood of continued
interpersonal relations and communications is increased. If, on
the other hand, interpersonal feedback points to differences
between persons then, to the degree that these are not
resolvable, or too cherished by either person, then the
relationship is decreased.

Teacher feedback, often negative, to students can thus actually
create an escape or avoidance behavior situation between the
student and the teacher. The student’'s cognitive responses are
in the service of his emotions which in turn are a function of
his affective categorizations. When teachers attempt to provide
the student with constructive feedback the student is not
prepared, at least affectively, to receive this help. As  with
much of this kind of ‘“friendly advice’ the student, just like any
of us, is ‘on guard’ for unsolicited feedback. The interpersonal
barriers to communication are one’'s expectations. (Talbot, 1987)
And, as we propose to show in a later development, these
expectations have three pivot points: Inclusion, control and
affection. When these three wor k in uniscence, in the
student—teacher interpersonal context, feedback can operate to
produce changes desired by both persons.

The stark naked truth is painful and we spend much cognitive
effort and invest much affect to build defenses to protect
ourselves from the threat of knowing about too much such
differences. We may think to be asking for feedback but our

enmotions betray our request. "Gee, I don’'t seem to be able to
get my act together. What's wrong with me?™" is an all too
familiar comment. Interested "others" know better than to
respond to such comments. They simply assume that one is "down
in the dumps" and either ignore the request or react with
sympathetic listening by prompting the person "to talk about it"
or "get it off your chest." Still, at other times, we need to

share our feelings but we can’t find the words to express these
enotions. What words are suitable to express sharing another ‘s
grief? sadness? good fortune? etc. After the usual social
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amenities we oftentime resort to sending nonverbal messages and
remain silent.

We are also well aware that we must adapt to ow social

environment. The demands of modern day living hardly permit
someone to fend for themselves, as in  the rugged individualism
that marked the early expansion in North America. There are few

individuals with the skills, training, spirit and especially
access to raw materials, that would allow survival with a minimum
of social contact. Thus, we are bound to interact, to
communicate and to relate. That is, we are forced to compare
what we think of ourselves and what we think others think about
us, with what others actually think about us. While it may be
true that we can choose ow social environment, the socioeconomic
realities of supply and demand often impose, to one degree or
another, that we at least interact at work with people whom we
may not ordinarily communicate or relate with elsewhere. So,
whether we elect, or are "forced" by ouw work, into interpersonal
situations it becomes essential to gain and implement knowledge
about feedback. Feedback has its foundations in the exchanges
that promote interpersonal relations and communications. Through
the content and process of feedback one forms ideas which become
the basis for change. More specifically feedback is an awaresness
of the means for noting and sharing ow perceptions of change in
self and others.

Feedback in interpersonal relations and communications is made
up of content and process variables. Content variables are
cognitive activities which refer to what anc where to
comnunicate. How and when to relate are affective activities or
process  variablesz. Cognitive content and the affective process
are discussed next.

Feedback: Cognitive Content and Affective Process

The product of source L[self vs others] by object L[self vs
othersl] by direction, extensity, intensity, and the other four
pairs of process variables produces a 2 to the ninth power matrix
of possibilities! It is suggestive of the complexity of the
interaction amongst feedback variables that one takes into
account. However, things are not as complicated as they may
S@em. An analogy is of learning to dance with the aide of
painted footsteps on the floor. Concentrating on the music,
which foot, what step sequence and on the partner seems most
difficult. VYet we do learn to dance and we don’'t stop to think
of "a dance" in terms of all its component parts or "steps". We
just do it.

The cognitive and affective characteristics do differ but they
are actually parallel to esach other. That is, human bshavior is
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a joint function of cognitive and affective characteristics.
Just as in ouwr dance analogy, dancing is more than just executing
some movements. Our "attitude" or feelings are an integral part
of dancing. Just think back on the mechanical movements of your
first dance. One probably didn’'t have time to enjoy the activity
because one was too concerned thinking how to properly execute
the steps. In the matrix just created both cognitive content,
"dance steps", and affective processing, "time to enjoy", operate
simultaneously to influence interpersonal communications and

relations. The slight, almost imperceptible differences in the
cognitive content and affective process reveal how we can "get
the feel" if the person ‘"really wants" to dance as well as "to

know" when the person is "in the mood" for dancing.

The following, more pertinent, example serves to more clearly
reveal the almost imperceptible relationship between cognition
and affect and suggests the innate ability we have to use it.

Cognitive activity, controlled by deductive and inductive
reasoning, finds expression as differences in speech, especially
vocabulary. For example, "Can I help?", or "May I help?" do of

course have noticeable semantic differences. The former asks
about actual physical ability to help, the latter asks permission
to help. However, in the everyday conversations that
characterize our interpersonal relations, such cognitive
differences are academic. It is the affective process
paralleling the cognitive content which permits one to suppose
that the communication is the same - in these examples the intent
to help. Given that the affective process and the cognitive
content parallel each other the matrix reduces to 32 items [2 to
the fifth powerl. That is, the affective variables are subsumed
along with cognitive ones.

A final distinction is made necessary as a result of treating
the affective and cognitive variables at the samne time. The
relative difficulty, or ease, of perceiving and interpreting
affective messages in cognitive communications, although innate,
requires that we examine the denotative and connotative aspects
to understand the development and functioning of individual
differences which are learned.

The cognitive content operates with denotative or connotative
meanings to influence how we interpret the parallel affective
process. It is acceptable to take time to think things over, and

even to think about how we feel about those same "things." VYet
how does one feel abouvt one’s thoughts?, about one’'s feelings?
These are certainly not the habitual substances for

conversation. They are nonetheless real and functioning.
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The connotative aspects refer to the meanings we make of
concepts based on ouw experiences, values and attitudes. The
denotative meanings refer to the common pool of events,
experiences and physical objects to which we have recouwrse when
we wish to "anchor!" a concept. The denotative or connotative
meanings refer, respectively, to the overt or covert aspects of
behavior. That is, what you think you say and what I take it to
mean are connotative meanings. What we can agree to, by pointing
to common experiences, values, behaviors etc. is the denotative
MEeAN1inNg. For example, my use of the word "horse" has meaning
only to those who have ever "experienced" this animal. The
concept should be of no difficulty to us. However, what you
think of, in response to my word "horse" may not be anything like
the one another thinks. The differences between what vyou think
La slow, big, plowhorsel and what another thinks [a sleek,
slender racehorsel are the connotative meanings. With respect to
feedback, the overt behaviors are measured with "what and where"
kinds of questions while the covert are measured with "why?" And
this is precisely a part of the problem.

We cannot answer "why" guestions. They appeal to what we think
about our thoughts and feelings. Additionally we are forced to
find words that express this parallel process. Its no wonder
that one becomes "socially defensive" under conditions of being
asked the 'why’ of ow behavior. There 1is no provision for
affective processing. It’'s as though we are to be held
accountable for what we think and feel. QOut attitudes toward our
behavior influences the perception we have of ourselves in that
behavior.

Some may suggest that one has to be more explicit and perhaps
to define the terms one uses, or simply refer to behaviors that

these represent. This would be useful, as in legal and
diplomatic exchanges. However, the high precision in content
usually is at the expense of the affective process. Can vyou

imagine how vyou would react to someone who was constantly
ruminating as to what is the best part of speech to use to
express oneself? To recognize that this is a compulsive
personality disorder is easy worlk.

Henry Kissinger, at the Viet Namn Feace talks in Paris, could
not, under the circumstances, do differently then to talk about
the realities of war and the prospects of peace in the same
sentence without allowing for his personal affect to intervene.
A surgeon who files his or her surgical plan and schedule can‘t
be governed by "I feel better if I do it this way." We are
suggesting, in essence that when feedback is about a task, "why"
questions are appropriate. When the feedback is about persons
they are never appropriate, except as we noted, in the case of
diplomatic, legal and medical exchanges.
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Teachers are more conscious, generally, of the need to give
feedback and to make explicit course objectives than they are to
manage, analyse and monitor the consequences of feedback. While
we are aware of these at one time or another, usually as the
imnediate needs require us to use them, we rarely are given an
overview of these and shown how they interrelate. This is the
purpose to presenting Table 1: "The Content and Frocess of
Feedback" with the ensuing discussion.

TABLE 1: THE CONTENT AND FROCESS VARIAEBLES OF FEEDRACK

FEEDEBACHK
Content Variables:
Source/Object: Others vs Self
Direction: Giving vs Receiving
Extensity: General vs Specific
Intensity: fQualitative vs Quantitative
Frocess Variables:
Timing: What vs When, Where % How
Fropensity: Declarative vs Frocedural
Formative purpose: Fositive vs Negative
Context: Solicited vs Unsolicited

Source and object of feedback refer to communications about
self or others. There are two distinct possibilities of concern
to us: talking about yourself or talking about others.

There are two distinct types of talk which some use when
talking about themselves to others. The egotistical type, at one
axtireme, relies on giving or receiving positive feedback to
bolster self-worth. Fersons who have a tendency to do this
alienate others by giving feedback about themselves in such a way
that it belittles others, or it emphasizes the differences which
separate them from others. When such persons seek feedback it is
only to support what they have already decided or to bolster,
again their ego. "I'11 tell you how to make it in business," "I
know what they should be doing, but they won't listen," and "Why,
when I was just starting out, nobody would have put in the kind
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of work I did," probably sound familiar. By accentuating their
supposed superiority they are making it «clear by content that
others can learn from them and that they have very little to
learn from others. This is a form of the "Aren’'t you lucky to
have me helping you !" The affective process is also clear, they
aren’'t interested in helping others, even if that’'s what does
happen, as much as they are in making it clear to others that
they are superior persons who can help! Feople who have a sense
of their own value, and flount it, usually wind up on the outside
looking in.

In the classroom this means that the teacher feels students are

alienated. ‘Enowledge’ is being used as some sort of sword to
cut down students. Statements such as: "Sounds to me like you
didn’'t read the assigned material" is a prime xample. The

teacher who would like to be effective must remember to ignore
responding to the inappropriate part of the communication. If
the teacher suspects that the student hasn’'t done the reading
then politely, in a warm and nonjudgmental voice, say: "I°11 bet
if you re-read the assigned material vyou will be able to see for
yourself, and at a better pace than what time I now have in
class, the answer I briefly presented to you."

The person who makes statements about himself to others, in the
second type, rarely has to rely on verbal communication.
Rather, the nonverbal and metacommunicative messages operate to
make the statement for him. EBEeing polite [attitudes of equality
rather than superiorityl, showing respect ([believing the other
until messages are shown to be otherwisel, being attentive
Lactive listening instead of thinking about or being eager to
replyl, and watching how and when you arswer and not only what
and to whom you answer usually makes a far louder statement about
you. These elements are thought to be under involuntary control
and thus to be a more accurate and ‘honest’ reflection of who you
‘really’ are. This is a downright manipulative suggestion but we
do feel it is acceptable in the classroom. Whenever there are
motr e people who are likely to perceive you Lone—-way
communicationl] than you can also perceive [two-way communication]l
you have to assume greater control over how vyou create first
impressions. Your style of dress, your punctuality, your way of
returning assignments etc. all make a statement about how vou
teel about the student, feedback and your perception of the
student's environment.

Talking about others is only recommended if what is said is
positive, or at the very least, phrased as a constructive
criticism. What is said about others eventually reflects on the
person making o repeating the nmessage. Within the
student—~teacher relationship this means that the source and
object are for teachers and students to be able to share
Lempathizel how each is feeling [self-disclosurel. It involver
referring to specific academic actions [concretenessl, pointing
out differences [confrontationl, while maintaining belief in
solving this problem Crespectl. This process communicates honest
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and real feelings [genuineness and warmthl.

One should intentionally chose a time and a place suitable for
the exchange so as to impress upon the other the seriousness of
the feedback. Set the stage by identifying the intent to give or
request feedback. Identify the nature of the problem and vyour
role in it. Get preliminary approval to go on. Giving or asking
for feedback when running into someone, in the privacy of an
elevator, or while fraternizing over a social drink after work
etc. gives the content of the exchange a ‘'gossip" flavor.
Equally important, the affective process says: "this wasn’'t
important enough for me to intentionally see vou but now that
you're there...". In step 2 one needs to identify if one is
intending to give or to solicit feedback. As part of step 3
state your perception of the problem and specify how it relates
to the other arnd as well as to yowrself. The last step suggests
that you respect the individual’'s right to the decision to give
or receive feedback and his or her "feeling" to chose when and to
think about how to give or receive it.

The individual who relies on negative self-talk places too much
emphasis on affective process and distracts from the impact of
his cognitive content. A statement such as: "You wouldn't want
me to help you with that, would you?" diraws more attention to
the affective process than is necessary. It's fine to be careful
about the affective processes of others but equally important to
respect yours also. Feople who are "down on themselves" diraw
sympathy only from others similar to them. "Thanks for asking me
to help but I'm having such a bad time as it is that I'm sure I
couldn’'t help you," is far more likely to respect the content and
processes of both persons.

"I'm having a bad day. Isn’'t there anything I can do to change
thisg?" is far more likely to solicit positive feedback than the
typical "I can’'t do anything right. #Why don’t you help me!" The
first connotes that you are aware, cognitive content, of vyour
role in the process of change, affective process, while the
second emphasizes the importance of external souwrces, in  this
case someone else, to help you to change. The second example is
noticeably deficient in affective process.

In step two, extensity of feedback, the nature of the message

determines the general or specific type of feedback *that should
be given. Since the qualitative or quantitative aspects are
interrelated with the type, it appears necessary to write about
intensity in the same context as extensity. If the intent is to

give positive feedback then proceed. Fay particular attention to
limiting yourself to one or two positive instances. Otherwise
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one runs the risk of overkilling and thus neutralizing any effect
at all. That is, the affective process, "He's trying to be nice"
is likely to dominate the cognitive content with positive
feedback. I+ the intent is to give negative feedback then state
the problem in general terms and ask the other if he wishes to
hear your comments. EBEe sure to limit yow comments to behaviors
that you observed and that the other can do something to change.
"I've noticed vyou and so-and-so don't seem to get along so
well." "I've noticed some things that could improve your
relationship. Do you want to hear about my observations?" It
would not be appropriate to talk about the third person in his
absence. You may want to comment on what, where, how and when
but never who, other than those present in the feedback
exchange. In this fashion you are always willing to communicate
about cognitive content and only about affective process when the
parties are present. 0Otherwise the message one sends is: "Well
if he says these things about others in their absence, what must
he be saying about me in my absence?"

Intensity and extensity of feedback means taking the time,
topic, person and subject into consideration. When one does
succeed to interrelate all of these inte his presentation it
means that the topic will be of concern to all the persons
implicated, discussed in the context of the ‘here-and-now’, and
will avoid the generalization, jokes and oversimplications that
usually identify the early stages of polite or social
conversation. The first move in this direction, in our culture,
is to refer to the person by their first name. A word of caution
needs to be mentioned here. Some people are very much conscious

of their psychological size or status, and one needs to
accurately read from the nonverbal messages they emanate, how
much formality the persons want. As  teachers we rarely will be

faced with this problem. If you call on students by their family
names, nicknames etc. then you should expect and encourage the
same towards you.

Feedback does not ococur in a vacuum. There are temporal and
physical constraints. What we say to someone is likely to be
tempered by where we are, or vice versa. Who we talk to is
likely to influence what we say, just as how we say it depends on
where we are, who we are with, and what we intend to say.

Variations on the use of "I love vyou' is a prime example. The

first example: "You never tell me you love me anymors!" One
can’'t force feedback. Instead one jeopardizes feedback by
juxtaposing cognitive content with affective process. If the
person does say "I love you!" one will not really know now, and
only with uncertainty in the future, if the "I love yvou'
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[content] is reflective of the affective state [process]l of the
person saying it. The converse is also true as illustrated in
the second half of this example: If one were to say "I love you"
but really mean something else, such as "I really appreciate the
fine dinner you prepared", the future use of "I love you" will be
cognitively processed to determine possible other meanings and in
that time one’'s affective reaction to the message is undermined.
It's like having someone say "I love you," and one takes the time
to think about what this means. The more time it takes for one
to process affect, the more likely it is that the other will
think your affect is less intense. These examples apply
primarily to affective processes. Of primary concern to us, in
education, are the cognitive processes.

What does being late say about you and your attitude towards
the other? What does coming by the teacher’'s office unprepared

say about one’‘s attitudes towards change? How does one
consciously transmit one’'s attitude about cooperation?
—discipline? - responsibility? etc. As one may see, the list

can grow very rapidly. The student probably shows little, if
any, awareness, that what he says is very much related to where,
when and how he says it. The materials listed in the taxonomy,
which is meant to be photocopied by teachers to be used with

students, will hopefully help the student develop this
awareness,

The following is a real life, and unfortunately all too common,
case. A teacher is standing at the wrinals when in walks a
student who interrupts him. In the follow-up I mentioned to this
teacher that [ couldn’'t help overhearing their conversation.
When asked about the appropriateness of the student’'s behavior
the teacher explained that students have so little skill to
contact teachers, that he didn't want to discourage one who "...
at least was one to contact me!"

"Does this not imply," I asked, "that other students don’'t
contact you? What does that say about their skills?"

"I would be surprised to have a student come to see me, for
that purpose and during ‘regular’ office hours", he replied.

"You were so tolerant with him!'"

"Yes, I wanted to encourage any behavior of the kind that
increases student-—-teacher rapport".

"Would you have liked to tell him that this wasn’'t the time nor
the place?"

"Yes, but I didn’'t know how and I felt I would be turning him
off [discowaging him from making contact at alll".

"This implies that vyou perceive him to have a fragile
interpersonal relationship and communicatian pattern with
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teachers. Would you think that students and teachers should have
some way of discussing with each other not only the declarative
or factual things but also how, when and where to ask for and
give feedback?"

"Definitely! Have you got something like that for me?"

"Well, I°'11 tell ya what I think of vou! You did this.....
You didn’'t do that..... You're nothing..... If you'd only.ee..

If once in a while....." These probably sound familiar to many
of us. Unfortunately this is often the closest we come to
receiving honest negative feedback. The problem is twofold.

There is usually too much feedback and we usually are perceived
to have provoked, not solicited negative feedback. Whether we
did indeed provoke the feedback by poor timing, by not knowing
"when" to ask /or how to ask, or that it is the other who
perceives being provoked and responds by not appropriately timing
feedback /or knowing how to give it, it remains that the problem
iz with ‘when and how’' the feedback is transmitted. That is, it
doesn’'t matter who's "at fault", the result is the same: Irate
feelings on both sides.

Such statements as: "Do you think this is a good time to talk
to so—-and-so about.......?", and "What's the best time to ask
«ee? reflect a cognitive concern for timing. In the process of
doing so the speaker is implying, like it or not, that the person
in guestion is not always in a "good mood". This may have
absolutely nothing to do with the other’'s "mood" however. The
speaker’'s gquestion is a reflection of the perception he has, in
this case of another 's mood, and it taints heavily the type of
feedback he will be getting.

Fersons who would want to give positive feedback to others
about themselves would do well to learn to use humor: "You re
having so much fun fiddling around with that. Do yvou want me to
leave it all to you?", while wearing a pleasant smile, is much
more likely to create a proper affective process. Again, in a

more serious vein: "Do you think you will learn more by finding
it out by vourself or by having someone help you?" The intent to
help is clear and the decision is left to the person. One

establishes a positive affective process and a non-superior
attitude towards the individual and his decision about the task
and his right to accept or refuse help.

If the intent is to seek positive feedback about self then be
specific about what it is you want and how the other person’'s
feedback helps you. The difference between compliment seeking
and asking for positive feedback hinges on how and when one
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proposes to integrate feedback into one’'s behavior. "I'm
thinking I have to do something to improve my speeches. Maybe if
you tell me what you notice about them, I°11 be able to make some
changes.”" In this way we are able to compare, by a process of
@limination, what we need to consider changing.

Many people will hesitate to provide us with negative feedback
and almost all "mew" contacts won’'t do it. The content and
process of feedback here needs to compare what you consider to be
your positive assets with what others consider these to be. If
one indeed does integrate feedback to change positively then the
other feels that closer to you. They know vou are serious and

not just compliment seeking. Also as one gradually introduces
what one considers to be problem areas, it is likely that the
other will also follow. Before seeking negative feedback start

with getting positive feedback. Thank the other(s) for listening
or for sharing his (their) views. I+ vyou take up someone’'s time
on your behalf then it is appropriate four you to tell him how you
benefit from his comments.

Students behave in ways to automatically protect themselves
from too much feedback, and especially negative feedback.
Students prefer to meet teachers outside of offices, and the
like, since it gives them a chance to capture the teacher’'s
attention and for only a brief period of time. Thus the teacher
can only deal with the central issue addressed to him. The
student is protected from additional feeback [usually negativel
about himself, his habits etc. The student is using a relational
achievement strategy that forces the teacher to deal with the
student. The teacher usually feels some sort of irritation at
such times because he knows that his self-presentation, in
relation to making first impressions with students passing by, is
being manipulated into a relational achievement motive.

Those interested in seeing just how well these suggestions may
actually be implemented are encouraged to read probably one of
the best sources of the systematic approach of feedback for the
personal and professional development of student nuwrses (Aubin,
Ouimet and St-Amour, 1986). On a more general level, and aimed
for teachers, is the immensely practical and useful Human
Relations Development = A Manual for Educators by BGazda et al.
{(1984). The problem with both of these is that they are aimed at
teachers. While it may be that the Aubin et al. text could be
distributed to nursing students, the length and complexity of the
text reqguire it to be used in a cowse designed for that
purpose.
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The work by Argyle, Trowers and Bryant (1978) is explicit on
how to structure interpersonal exchanges s0o as to favor the
acquisition of educational-life shkills. Their concern is with
the identification of these steps and arranging them into a
hierarchy to favor the social re-ingsertion of persons who have
problems with mental health. All three are excellent works in
their own right, however none is readily and directly accessible
to students.
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Chapter 3

Educational-Life Skill Feedback, Persistence and Achievement

Introduction

This chapter begins by identifying student-teacher feedback
variables and argues that knowledge about their use helps us to
understand student behaviors that border on ‘learned
helplessness’. We argue that the net effect, of teachers
providing such students with educational-life skill feedback, is
to increase persistence and academic achievement.

We identify the population of students most susceptible to
benefit from this intervention as those who operate in the S0%
range. Since, once again, the teacher is expected to be the
agent of change we state the expectations for their role in
providing this feedback.

Student-Teacher Feedback Variables

There are a variety of feedback related variables that operate
to influence and define the effectiveness of feedback. A
discussion of the impact of such variables on attempts to
structure the student 's social/learning environment seems
essential. These classes of variables include: The effects of
feedback, immediate consequences of feedback, motives for
feedback, and selecting feedback channels.

The classification and functions of feedback are very similar.
The effects of feedback reflect or the other, ourself, or both.
The intent of one to help another presupposes a formative
feaedback loop. That is, the persons giving and receiving the
teedback each monitor their behavior, that of the other, and the
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influences each has on the other. This is the ideal case.
However, we live in a less than perfect world and the reality is
that we often have some moderator variables affecting the
formative feedback loop.

There may be some persons giving feedback to another but
neglecting to monitor how the other is processing this feedback.
That is, one may be giving feedback but the other is not
receiving it, or one may be receiving feedback that the other did
not intend to send. In either case we may speak of ‘noise’ in
the formative feedback loop. When teachers complain that they
are speaking but students are only passively listening, they are
pointing to the fact that students hear without listening. That
is, there is an internal and an external source of noise.

The arrangement of furniture, lighting, sound and the contirol
of temperature are examples of physical attempts to control
external sources of noise. This is effective to the degree that
we know that the sound waves are effectively reaching the cuter
ear of the students. Teacher complaints, usually, are to the
effect that the sound waves rarely reach the pathways to the
temporal lobe where ‘listening’, or deciphering, OCCW S
Apparently the student learns to monitor only key words and
phrases in an attempt to get the gist of what the teacher is
saying. This is a reasonably effective strategy for students
since it is possible to extract the main idea of a discourse
without having heard all of the message (Bransford and Franks,
1971).

The problem is in terms of who is monitoring the internal
process of whom. As we have said we engage in self-monitoring of
our feedback while trying to monitor the impact our feedback is

having on the other. This dual nature of internal feedback
requires information sharing processes. We cannot do two things
at the same time. As teachers we are very conscious of the

necessity to prepare and to deliver an adeqguate lecture. Suppose
we make an unintentional error. We know just how difficult it is
for students to 'forget’ this mistake. All we need to do is to
ask them to forget it and it seems like everyone will always
remember it. Why? The students have been cognitively monitoring
the process but have been affectively stimulated by this
pedagogical ‘“faux pas’. The teacher is human! Our pedagogical
presentations must balance between monitoring ourselves and
students. This is commonly referred to in the literature of
psycholology as ‘self-presentation’. In teaching, it means we
spend more time monitoring how we feel about what we say then we
do with how students feel about what we say.

If we monitor only our self-presentation then we are acting
very selfishly. The objective presentation of information
requires that we “now ouwr material and how to deliver it. The
student 's strategy for self-presentation is not to be too
involved because this is making a statement about himself to his
peers and to the teacher. The strivings for autonomy and
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independence in late adolescence are not from society but from

the parents - especially parental control. And teachers, from
the early beginnings in elementary school, are associated by
students with parental control. The teacher 's concern with his

self-presentation, unless it takes in the student 's concern for
his own self-presentation, is squarely assuming all of the
control. The teacher’'s request to have student’'s ‘forget’ the
mistake is a direct appeal to the student s self-presentation as

a reflection of the teacher’'s self-presentation. That i=s, the
student perceives that perhaps the teacher is worried about the
fact that students may repeat to others his arror in

presentation. At this point the students feel the surge of
control going throught their veins and you can bet that before
the end of the day Jjust about everyone will have heard one
version or another of the rumor about the teacher’'s error.

Monitoring the internal process of teaching requires sharing
information processing time on two levels. We must monitor the
content of the message [encoding communicationl] and how we said
it [deliveryl while stopping to see how the students are
receiving the message [decoding communication] and how they feel
about the message [metacommunicationl. Of course some teachers
may appeal too much to the affective aspect to the detriment of
the course. For example, one former student once complained to
me that the group and the teacher had spent six classes
discussing how they would be evaluated. We need not stop to ask
students about how they feel about the thoughts we are asking
them to learn, that would open the door to empty discussions. We
can, however, notice that students are bored, tired, restless
etc. Why not ask them what it is about the delivery or the topic
that is bothering them? The only real and necessary reguirement
is that asking implies non-defensive listening and a willingness
to talk about change.

Humour is an especially effective vehicle for such change. For
example, in response to students looking out of the classroom
window: "I'm really a ‘great’ teacher yow know! You can know the
quality of a teacher by the kinds of things against which he has
to compete and win. I have to compete with the grass growing and
the trees swaying in the wind!'" The idea is to draw some
reasonable attention to youw self-presentation as a function of
how the student makes his self-presentation. It becomes clear to
the student that he can have some control over the classroom
environment. It isn't 1long that teachers will receive the
comments about how to build a better two-way self-presentation
feedback system. knowing that what they say will be heard and
given consideration is the control that students most probably
need. After all, idisn’'t this the most fundamental af
interpersonal communication principles?
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Immediate Consequences_of Feedback

The idea of immediate consequences of feedback is simple:
Arrange the long—-term goal sought in a hierchical series of

sub-goals. Make attending each, the ideal case, a sub-—-goal
towards the long range goal passing. Taking down notes is rarely
followed with active feedback and even more rarely with

reinforcement. Consequently taking down lecture notes usually
means consulting the text to meticulously underline and recopy
the material. Raising a hand to ask qguestions about lecture
notes usually leads to some sort of punishment: "Weren't vou
listening!", "I said that earlier!"” etc. You can bet that the
student has learned not to raise his hand.

The immediate consequences of feedback mean that the student
must be made aware of the reinforcement value for behaving as he
does. Telling the student that each has been randomly assigned
to review, for no more than five minutes, what was covered in the
preceding class is likely to stimulate some antagonism. This can
be overcome by explaining to students that the purpose is to
encouwrage them to take good notes and to give each the
opportunity to see what it means to teach. If the teacher does
this in a non—threatening way, the student initial responses will
be approximations to the desired behavior. An equally effective
technique which doesn 't arouse as much anticipatory anxiety is to
ask students to summarize, at the close of class, what has been
covered. Such  strategies are abundantly available in  many
textbooks and pedagogical resources, especially those that
advertise behavioral approaches to pedagogy and learning.

The primary motive for feedback is to enhance the student’s
performance. The most influential technique is manipulation.
The opportunity to manipulate what one is learning and to
demonstrate to oneself and others that one is learning are
powerful statements about mastery competence. We can encourage
manipulative behaviors by stimulating discovery, cuwiosity and
exploration. For example, instead of talking about ‘personaltiy
development’ one may address students with the guestion ‘How did
vyou get to be the person that vyou now know?’ 0f cowse the
reply, often Jjokingly made, is that: "I got to be me by my
parents!", which is used to launch a discussion on genetic
influences to determine personality.
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Stimulating and manipulating means devising strategies for
getting students to examine their own thoughts and feelings about
the topic to be addressed. Recommended readings, when they are
brief and related to the topic, often find a very willing
readership. The central aim of this strategy is to arrive at
reducing the student’'s uncertainty and tension by having him
participate. As the student progresses, or moves on to
something, he develops intrinsic rewards - a sense of mastery
over the environment and an evolving perception of his causality
in that environment (DeCharins,1968).

The use of knowledge of results is perbaps the strongest

intrinsic reward when the feedback is almost immediate. For
practical limitations this would mean returning assignments and
quizzes to students at the next class. Multiple-choice type

quizzes have this distinct advantage over other types of tests.
More about this is developed in the next section. The teacher
should plan also on using social rewards to help the student
differentiate and remain within the criteria of the course. The
motive for feedback, in a summary statement, is to help students
engage in self-exploration and self-understanding in order to
arrive at more appropriate academic actions.

Traditionally tests and test results have been the channels of
feedback for students. The type, freguency, length, and power of
the measurement and evaluation instruments can help students to

achieve a sense of mastery over their environment or create
feelings of worthlessness and helplessness. The ideal test
discriminates amongst those who have prepared, the guestions

inter-relate and contribute to the overall stability, validity
and reliability of the test, and the student knows what to
expect. Building such instruments is time—-consuming. However ,
student persistence and achievement, the ease of correcting and
the teacher’'s own sense of mastery are strong compensation.

Most of the publishers of educational texts have a test item
booklet. Some of these have item-analysis, validity and
reliability reports as well as norms included. The cuwrrent trend
is to provide a media disk for the student and another
comprehensive set of tests for the teacher, to be used on
stand-alone micro-computers. This system, where micro-computer
hardware is available of course, permits the student to obtain
regular, convenient feedback about his performance. This system
makes it possible for the student and teacher to approximate a
programmed or individualized learning schedule. The wuse of
multiple choice test items, when they reguire interpretations and
applications and not only factual [definitionsl use of concepts,
usually are powerful enough to discriminate amongst all levels of
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student ability.

For our purposes, the selection of a channel of feedback means
appealing to the student in writing, verbally, or nonverbally.
Froviding the student with detailed written feedback on his
performance on a test is no guarantee that he has read it or used
it. The phrase 'feedbacks channel’, besides being an anomality
of English style, forces us to think that the plural of
‘feedback’ is not based on the number or type of channels but
rather on the frequency of providing feedback. At this point the
student can be asked to peridically report to the teacher to
discuss how he has incorporated the changes suggested, or be
asked to make a written reply showing the corrections made to the
text. The idea is to be gradual and persistent to help the
student discover that his actions can and do make a difference -
if he will perceive, listen and communicate the feedbacks’' he
receives. If we think back on how poorly we performed after only
limited feedback we probably quickly realize that we also needed
‘feedbacks .

Fostering Positive Attitudes for Feedback
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Do we, as humans see the world as things, patterns or
relationships? The "concrete" type of student can only see the

warld as a series of "things":; others, like "functionalists" see
it as patterns, and there are a remaining few who see the world
in terms of abstract "relationships". The cognitive and
affective processes which underlie the perceptual processes
direct behavior and ®plain the nature of individual
differences. What could help us to understand why students
perceive as they do? Why is it that some students “"remember"

more or less accurately that which they perceived? The answer to
both is that students interact with, and not only within, the
environment. So the student’'s perception of things, patterns,
and relationships changes not only as the stimuli before him
changes [slow as in cultural changes or rapid as in  watching
televisionl but also, and perhaps more importantly, as he sees
himself in that which he is perceiving. The view of himself,
egspecially in the context in which the experience occurs,
contributes to facilitate the process of information processing,
acguisition, and remembering.

A good example of this is the “flashbulb memory’ concept. Many

of us can vividly recall what we were doing, where we were etc.
on the day the NASA Space shuttle blew up killing all seven crew
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memnbers. The emotional impact that accompanied the information
being processed was a sufficiently strong reinforcement for us to
recall characteristics of the environment and context in which we

found ourselves at that time of the accident. This
‘Reinforcement-Affect’ model suggests that amotional
interpretations do become attached to reinforcements and can have
influences on perception and ‘learning’. Categorization and

recall of an incidental event is influenced by its link to the
emotional or affective meaning associated with that event. For
example, hearing once again a song from the early 1940°'s may have
more reinforcement value, beyond any artistic merit, because one
may have associated it with his adolescent period of
development.

The student, as a dynamic person, is continually interacting
not only with his environment but with his perception of himself
in that environment. The global frontiers of any student’'s field
of perception are thus determined by how much the student can and
does perceive himself in relation to his environment. A student
who has spent all of his life in the plains of the Canadian
Frairies will not have concepts about the environment as the
student who may have spent his whole life in metropolitan
Toronto. How then, would one expect the cognitions and affect of
these students to differ if one were to offer each to study in
the other’'s environment? Each student’'s perception of the
physical and social environment will occasion difficulties in
seeing himself as part of the new environment. The greatest
difficulties are initially cognitive and affective. With kind
and considerate social support and a non-hostile physical
environment, e.g. these same students having to learn and live
in the desert or the BRaie James area, both the rural- and
urban—type student could learn to cope so as to live and learn in
the new environment. However, if their learning has been
positively and affectively associated with their hometown and/or
their learning is negatively and affectively associated in their
new environment they will suffer the emotional pangs of
‘home-sickness .

What happens when the environment students are placed in
changes more quickly then their perception of themselves in it
can accommodate? Would not the student then feel some sort of
distress? Would it not be reasonable to expect that some of this
distress generalizes to the student ‘s  social and physical
environment? Is not the syndrome of ‘home-sickness’ but one of
the two conceptual anchor points? What then could be the other
anchor of this bipolar dimension? It is not in students being
exposed to stress but rather their sense of mastery over the
situation, or at very least their belief in their eventual
mastery, that leads them to continue. Learned helplessness
appears as a strong candidate to be this wther anchor point. If
indeed this assumption s correct then the solution would appear
to force students to change by imposing that they learn to
monitor more effectively " feedback .

-30-



Feedback: Inclusion, Fower and Affect

In our modern society the individual exposed to the rapidly

changing images presented by the environment has to be
selective. The more things change the more we learn to be
selective, even if it concerns people and their perception of

themselves in the environment. This explanation helps us to
understand how we come to the attitude that an alcholic on skid
row is an "acceptable" person to ignore! We, as part of the mass
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