
BILL HEWARD: Sunny, I wish, Columbus, Ohio. Welcome to the second session of PaTTAN's webinar series titled 

Quality Educational Practices for Students with Higher Functioning Levels of Autism Spectrum Disorder. Some 

similar housekeeping Q&A. Don't feel like you need to take notes during the session. You may wish to take a 

note here and there, but it's not necessary. You can download all of the presentation slides after the session at 

the PaTTAN training calendar website. There's also a number of handouts. Some of you, I'm sure, have already 

accessed those and taken a look at what we'll be covering today.  

You can submit questions to me through the email address shown at the bottom of this slide. I'll project 

again at the end of today's session, but it's simply billheward@pattan.net. And I do look forward to hearing 

from you. I'd like to get some feedback on what you think about the material we're covering and if you're 

finding it relevant and helpful to your practice. 

 All right, today's session. What are the skills needed by students with autism to achieve and enjoy 

success in a regular classroom? What are some of the challenges that group instruction poses for teachers? And 

why isn't being on task sufficient? It's certainly a good thing, but why is it insufficient? We'll look at three 

teaching tactics that make group instruction more effective not only for students with autism, but for all 

students. And then we'll end with just a reminder, something we mentioned in our first session, the importance 

of explicit instruction, that anything else being equal, explicit instruction is better than roundabout, indirect 

teaching. 

 Well, what does success in the regular classroom for a child with autism look like? Well, here's -- I think 

it means that the student is achieving his or her IEP goals. But not only that, the child is making meaningful 

progress in the regular curriculum, and in particular for elementary-age students, making meaningful progress 

in reading and math. Success means the child has friends among classmates, and is happy and safe. And with 

the exception of achieving IEP goals, the defining characteristics of success for a student with autism are just 

like those for any child with or without disabilities.  

 Well, what should teachers do to increase the success of students with autism in regular classrooms? 

Any responsible answer to that important question takes a much wiser person than me to formulate it. So to 

get some help, I formed my own panel of autism experts to guide me. Collectively, these 40 educators, 

clinicians, researchers, and parents have more than 500 years of experience teaching and living with children 

with autism. And research by people in this group has contributed a great deal to our empirical knowledge of 

effective education and treatment for children with autism. I asked each person what his or her experience has 

shown to be the most important skills that a student with autism needs to achieve success in the classroom. 

Well, as you can imagine, the answers I got back encompassed a wide range of challenges and issues, and 

included skills such as transitioning from one activity to another without fuss, being able to retain large 



amounts of auditory information, dealing with thin schedules of reinforcement, self-care skills such as dressing, 

toileting, and eating. And the respondents to this informal and unscientific, but I think very informative survey, 

said that classroom success for a student with autism depends primarily on the child's ability to reliably do the 

six things shown on this slide. And the number of respondents who named each skill area is shown to the right.  

 Today, in continuing through the remainder of this webinar series, we'll be looking at teaching practices 

that help students achieve five of these six prerequisites for success. While we won't be focusing on problem 

behavior directly, most of the teaching practices we will examine indirectly help reduce problem behavior by 

increasing desirable alternative behaviors. And there are some excellent training materials and resources on 

understanding and treating noncompliance, aggression, tantrums, and other forms of challenging behavior in 

the classroom that are available on the PaTTAN website and elsewhere.  

This group of autism experts said that participating and learning in group instruction is every bit as 

important to a child's chances of having success in school as not engaging in problem behavior. So teaching 

strategies that will make group instruction more effective for students with autism will be the focus of our 

session today. 

 Group instruction is the norm in the regular classroom. Most lessons are taught to the entire class or to 

small groups. Teaching more than one student at the same time is difficult. Certainly none of you listening and 

looking in today needed me to tell you that, and I'm confident that all of you can relate to the challenges posed 

by group instruction shown here. In fact, just maintaining students' attention during a lesson is an achievement. 

And when we manage that, we often take it as evidence of a successful lesson.  

But it's a mistake to assume students who are paying attention are learning. When other key variables 

are held constant, a lesson in which students make many responses will produce more learning than will a 

lesson of equal duration in which students make fewer responses. This is active student responding, or ASR, the 

kingpin alterable variable I talked about in session one. But many lessons are structured in a way that enables a 

student to be perfectly on task but make few or even any lesson-related responses.  

Because increasing on task behavior does not necessarily produce -- well, examples of on task behavior. 

Looking at the teacher, looking at a book, looking at a worksheet, watching -- there's a lot of looking and 

watching, turning pages, for example, during sustained silent reading, or watching a peer respond. Now none of 

these are undesirable. Being on task isn't a bad thing at all, much better than off task. But it's nowhere near as 

good as active student responding. And that's because increasing on task behavior doesn't necessarily result in 

an increase in active student responding. And ASR is that critical variable that results in more learning than 

simply being on task. 



 So what do I mean by active student responding? It's simply defined. ASR occurs each and every time a 

student makes a detectable lesson-related response. Now the kinds of responses that qualify as ASR, well, 

they're as varied as the kinds of lessons that you teach. A few examples are shown here. Words read, problems 

solved, workbook questions answered, molecules analyzed, artists identified, packages sorted, scales played in 

music, boards cut in shop class. Probably the most important words on this slide are et cetera, et cetera, et 

cetera. Because, again, the kinds of student responses that qualify as ASR can only be determined and what will 

qualify as ASR can only be determined with respect to the learning objective for a particular lesson. How do we 

measure ASR? Well, we count it. We tally it. The number of lesson-related responses that each student makes 

during instruction. 

 Instead of assuming that on task students are learning, we should do our best to provide each and 

every student with lots of ASR during the lesson. Well, this is easy to do in one-to-one tutoring, but it's much 

harder when there's more of them than there are of us. Now no one needs to convince teachers that active 

student engagement is a good thing. If we were to ask a thousand teachers if student participation is better 

than passive attending, if even one replied that his or her students learned better when they are unengaged, 

passive observers, we'd be shocked. The challenge, of course, is how do we provide frequent response 

opportunities to each and every student in the class? Now Mrs. Mortelman here has figured out a way to make 

sure here students participate, and she's wise to think like an engineer when tackling the ASR problem. But her 

rope and pulley tactic yields an active student response for only one student at a time. Dan's classmates remain 

passive, albeit probably obvious -- anxious observers.  

 So let's look at three solutions to the how do I provide frequent ASR to every student in the class? And 

these are research-based practical methods for increasing ASR during group instruction: choral responding 

response cards and guided notes. And we'll look at each of those today. 

 Now choral responding has been around an awful long time. Preschool teachers have used it for ages, 

as have foreign language teachers. In choral responding, all students in the group respond orally in unison to 

every question, problem, and/or item presented by the teacher. Let's look at an example of a master teaching 

using choral responding. This is Tanya Still, and she uses choral responding in various parts during the school 

day, but we'll look at a minute or two taken from about an ten-minute morning warm-up activity she does each 

school day with her kindergarteners. 

[VIDEO BEGINS] 

TANYA STILL: How many states are in the United States of America? Get ready. 

STUDENTS: 50! 



TANYA STILL: Say the whole statement. 

STUDENTS: There are 50 states in United States of America. 

TANYA STILL: Close your eyes quick, here we go! 

STUDENTS: Round and round, round I go. Where I stop, nobody knows! 

TANYA STILL: Open your eyes quick. Open your eyes quick. Ten seconds to tell me this state. Ten, nine, eight, 

seven, six, five, four, three, two, one, zero. What state? 

STUDENTS: Ohio! 

TANYA STILL: Excellent. Close your eyes again, here we go. Open your eyes quick. Ten seconds to tell me this 

state. Ten, nine, eight, seven, six, five, four, three, two, one, zero. What state? 

STUDENTS: Texas! 

TANYA STILL: Last state, here we go. 

STUDENTS: Round and round, round I go. Where I stop, nobody knows! 

TANYA STILL: Open your eyes and quick, ten seconds to tell me what state. Ten, nine, eight, seven, six, five, four, 

three, two, one, zero. What state? 

STUDENTS: New York! 

TANYA STILL: [Inaudible]. 

STUDENTS: South! East! West! 

TANYA STILL: Good job. I'm all the way over here in West Virginia, and I want to go all the way over to 

California. Which direction am I going in? Get ready. 

STUDENTS: West! 

TANYA STILL: Good job. I'm all the way up here in North Dakota, and I want to go all the way down to Texas. 

Which direction am I going in? Get ready. 

STUDENTS: South! 

TANYA STILL: Excellent. I'm going from Columbus, Ohio. Here we go. 

STUDENTS: Columbus, Ohio. St. Paul, Minnesota. Des Moines, Iowa. Jefferson, Missouri. Little Rock, Arkansas. 

Baton Rouge, Louisiana. Bismarck, North Dakota. Pierre, South Dakota. Lincoln, Nebraska. Topeka, Kansas. 

Oklahoma City, Oklahoma. Austin, Texas. Helena, Montana. Cheyenne, Wyoming. Denver, Colorado. Santa Fe, 



New Mexico. [Inaudible]. 

TANYA STILL: Stop. Olympia, Washington. 

STUDENTS: Olympia, Washington. 

TANYA STILL: Salem, Oregon. 

STUDENTS: Salem, Oregon. 

TANYA STILL: Carson City, Nevada. 

STUDENTS: Carson City -- five, six, seven, eight. 

TANYA STILL: Five plus three equals what number? Get ready. 

STUDENTS: Eight! 

TANYA STILL: Good job. Say the whole statement. Get ready. 

STUDENTS: Five plus three equals eight. 

TANYA STILL: Five plus three equals eight. Say the whole statement. Get ready. 

STUDENTS: Five plus three equals eight. 

TANYA STILL: Excellent. Seven plus four equals what number? You have seven. 

STUDENTS: Seven, eight, nine, ten, 11. 

TANYA STILL: Seven plus four equals what number? 

STUDENTS: 11! 

TANYA STILL: Seven plus four equals 11. Say the whole statement. Get ready. 

STUDENTS: Seven plus four equals 11. 

TANYA STILL: Eight plus two equals what number? You have eight, get going. 

STUDENTS: Eight, nine, ten. 

TANYA STILL: Good job stopping at ten. Eight plus -- 

STUDENT: 20 dollars. 

TANYA STILL: 20 dollars, good job. Talking about numbers. Counting by fives to 100, get ready. 

STUDENTS: 5, 10, 15, 20, 25, 30, 35, 40, 45, 50, 55, 60, 65, 70, 75, 80, 85, 90, 95, 100. 



TANYA STILL: Counting by tens to 100, get ready. 

STUDENTS: Ten, 20, 30, 40, 50, 60, 70, 80 -- 

[VIDEO ENDS] 

BILL HEWARD: Yeah, the students in Miss Still's class, they make more responses by 9 AM than most kids do all 

day in school. Sadly, for many students, they make more responses by 9 AM each school day than many 

children make in a week in school. Well, choral responding is appropriate for lesson content that meets three 

criteria. Each question should have only one correct answer. Each question or item can be answered with a 

relatively brief response. And the content lends itself to a lively paced presentation. 

 Now when introduced to or reminded about choral responding, again, the reaction by a lot of teachers 

is, oh, this -- I think I could do this. Choral responding, I can see how it could be useful to help students practice 

and firm up knowledge and skills that has been taught previously. They often don't realize that choral 

responding can be an effective group instruction technique for presenting new content and new material.  

So we're going to watch another brief clip, just about two minutes of a lesson. The entire duration of 

this lesson was 12 minutes. It's the same children, same kindergarten class you saw in the previous clip. Now 

the teacher here is Charlie Wood. Charlie's currently assistant professor of special education at the University of 

North Carolina in Charlotte. The time we did this video project together, Chuck was a doctoral student, one of 

my doc students at OSU in special education and applied behavior analysis. And we wanted to see if we could 

do a little demonstration lesson to see to what extent choral responding can be used to teach new material.  

So we asked Miss Still for some content, a skill that would be relevant, useful for the kids to learn, but it 

hadn't been introduced yet. And Tanya said, well, the students know the equal sign, they can do some simple 

addition and subtraction problems. In a couple of weeks, the arithmetic symbols for greater than and less than 

will be introduced. So we chose that as the content for this lesson, gave each student a paper and pencil, a ten-

item pretest. I'll show you the results of the pretest, and we then gave a pretest with ten other items at the 

conclusion of the lesson.  

So let's take a look as Charlie Wood now is in as teacher, and he's using choral responding to teach the 

arithmetic symbols greater than and less than. And at the end of the lesson, Charlie switched from choral 

responding to two teacher-guided instructional trials in a paper and pencil format, and then the students 

completed the rest of the items on that sheet, and that constituted the post-test. Here we go. 

[VIDEO BEGINS] 

CHARLIE WOOD: Get ready. 



STUDENTS: Seven! 

CHARLIE WOOD: Put a dot here and then put a dot here. Four and nine, which number's bigger? Get ready. 

STUDENTS: Nine. 

CHARLIE WOOD: Which number gets two dots? Get ready. 

STUDENTS: Nine. 

CHARLIE WOOD: Do I put it here? 

STUDENTS: No. 

CHARLIE WOOD: Do I put it here? 

STUDENTS: Yes. 

CHARLIE WOOD: Yes, dot. Eight, four, which number is bigger? Get ready. 

STUDENTS: Eight. 

CHARLIE WOOD: Which number gets two dots? Get ready. 

STUDENTS: Eight. 

CHARLIE WOOD: A dot here. A dot here? 

STUDENTS: No. 

CHARLIE WOOD: A dot here? 

STUDENTS: No. 

CHARLIE WOOD: A dot here? 

STUDENTS: Yes. 

CHARLIE WOOD: You are so smart. 

STUDENTS: Six. 

CHARLIE WOOD: Six gets two dots. Nine and two. Which number is bigger? Get ready. 

STUDENTS: Nine. 

CHARLIE WOOD: Which number gets two dots? Get ready. 

STUDENTS: Nine. 



CHARLIE WOOD: I put it right here, right? 

STUDENTS: No. 

CHARLIE WOOD: Do I put it right here -- what number gets one dot? The little number is three. How many dots 

does the little number get? Get ready. 

STUDENTS: One. 

CHARLE WOOD: And I put it right here. Right there. Do I put it up here? 

STUDENTS: No. 

CHARLIE WOOD: Do I put it down here? 

STUDENTS: No. 

CHARLE WOOD: Do I put it way over here? 

STUDENTS: No. 

CHARLIE WOOD: Do I put it way over here? 

STUDENTS: No. 

CHARLIE WOOD: Do I put it right here? 

STUDENTS: Yes. 

CHARLIE WOOD: Got it. Good, you got the two dots right. So which number only gets one dot? 

STUDENT: Four. 

CHARLIE WOOD: Go ahead and put it where it goes. Now you start at the top. Can you get all the way up there 

and reach? It's a long way up. Everybody say it with Brea. Across and back. Good. And here's how we would 

read. Nice job. Read this sentence. Get ready. 

STUDENTS: Seven is -- 

CHARLIE WOOD: My turn, seven is greater than two. Do it with me. 

STUDENTS: Seven is greater than two. 

CHARLIE WOOD: All by yourselves, get ready. 

STUDENTS: Seven is greater than two. 

CHARLIE WOOD: Which number gets two dots? Get ready. 



STUDENTS: Ten. 

CHARLIE WOOD: Two dots by the ten. Remember, you do a top and bottom. Very good. Oh, you got it. You got 

it. Harry, you got -- yeah, you got it. Nice work. Wow, look at this. You're right, you're right, you're right, you're 

right, you're right, you're right, you're right. You're right, you're right, you're right. 

STUDENT: Yay. 

CHARLIE WOOD: All ten, way to go. Nice job. You got ten out of -- how many were there? Ten. 

STUDENT: Yay. Ten out of ten. 

CHARLE WOOD: Okay, so you are set. 

[VIDEO ENDS] 

BILL HEWARD: Yeah, we're interested in building students' self-esteem, and we should be. I think that's the way 

to do it, providing opportunities for meaningful accomplishments and success, and recognizing and skillfully 

using contingent teacher praise and attention to recognize those achievements. Here's the pretest And after the 

12-minute lesson, here's the mean and median score by the children in this class. 

 Well, how do we do choral responding? Here's some recommended guidelines. I'll run through, as with 

most all of our material in this webinar series, pretty quickly, but there's some handouts and materials that will 

get into all of these suggestions with more detail, with additional examples.  

We’ll first provide clear directions. Tell students the type of response that's desired, and then model 

one or two trials. The example here, listen, get ready to tell me the number of hydrogen atoms in a molecule of 

glucose. Pause, then give the response signal and say 12. So teacher's playing both the role of teacher and 

student when modeling how this lesson's choral responding activity is going to go.  

Then provide a thinking pause if needed. Thinking pause is simply a brief period of time between the 

presentation of the question and the teacher's signal for unison responding. Let the complexity of the content, 

the question, the problem, and your students' relative level of skill or mastery with it determine the length of 

the pause, but the thinking pause is never more than a couple of seconds. If it's content that requires much 

longer thinking pause for students to be able to respond, that's indication to you that the students' skill level or 

the content that really does not lend itself to choral responding. And so we want to have that nice fast brisk 

pace.  

Then give a clear signal for the student response. For example, say class or if it's a numerical response 

such as our how many atoms in a molecule of such-and-such content, you might say how many. Could be a 

finger snap, a hand or an arm movement. I see teachers use pointers and tap on the problem or question on 



the board. And if the thinking pause is longer than -- here it says a few seconds. Even just a one-second thinking 

pause, it's often a good idea to say get ready immediately before you give the signal to respond. And that's 

because, even with a very brief thinking pause, there'll be students in your group that instantly have the 

answer, they're ready to say it, and we give them a second or two thinking pause. And, well, like all of us, 

they're going to do something else with their time. And then when the signal to respond is given, the students 

are much less likely to all be together.  

So the get ready cue just gets all of the students their responses loaded up on their tongues and lips. 

And when you give that signal, you get a nice, firm choral response together. Then provide feedback. When you 

hear only correct answers, it's easy, it's fast. You confirm and provide some praise. For example, yeah, all right, 

you got it, great. And immediately present the next item, problem, or question. You hear just one or two error 

responses. Then state the correct answer. For example, there are 12 hydrogen items -- atoms in a molecule of 

glucose, so that you heard a 14, you heard a ten, you heard one or two incorrect responses. So even though the 

majority of the class said the correct response, you don't want to just say, yes, you've got it, and leave it to the 

one or two students who made the error responses to discriminate that they were wrong.  

So say yes, confirm the correct response by the majority of students, but then state the problem or -- 

with its answer. And then a few items later, a few trials later, present that same question or item again. And 

that's your assessment of whether the -- your attempt to correct the mistakes by the one or two students who 

erred was successful.  

You hear more than a few incorrect responses. Well, now state the correct answer and give a brief 

explanation or demonstration. Emphasis on brief here. Resist the temptation to do a lecture. Explain or show 

briefly why -- what the correct answer is and why it's correct, then immediately repeat for choral response by 

the whole class that same item. So these first two steps, one and two shown here, that's your error correction 

procedure. Then, as before, return to that same question a few trials later and assess whether the students now 

have it. 

 Randomly call on individual students to respond from time to time. And when you do this, ask the 

question first or present the item before calling the individual student's name instead of giving the signal for 

unison response. And the reason for doing that, you keep the entire class on their toes, you make a game out of 

them for the students to listen. Are you giving the whole class the unison response signal or calling on 

individual students?  

If you call the student's name first, essentially what we've done then is we've given the rest of the class 

a free pass on this item. They don't have to look at it, think about what their answer would be. So present the 

question first, and then in place of the unison response signal, on a random basis, call on individual students. 



And by random, it means you may call on the same student twice in a row. You may call individual students two, 

three, four times in a row, and then go some number of responses with unison responding.  

Most of the responses will be choral, all the students together, but again, randomly call on individual 

students from time to time. This tactic can be an excellent way to give low-achieving students opportunities for 

success in front of their peers. It's kind of a nice, proactive, supportive inclusion tactic, if you will. So a teacher is 

listening, and he hears Javier give a correct response to the number of atoms in a certain molecule and comes 

back a little bit later in the lesson and presents that same question again, which you'll do anyway with almost all 

material. But you present that same item or question that you heard Javier give the correct response to in 

unison, and you -- then you call him individually. And so you're giving this student, who may have had very few 

experiences being successful in front of his peers in the regular classroom, an opportunity to experience that. 

 And then maintain a lively pace. And I think the best ways to do that are to be prepared. It doesn't 

mean you need to write a script for certainly every word you're going to say during a choral response activity, 

but having the items and content in front of you ready to go enables you to present at a lively pace, and then 

pay attention to and attend to your students' responses. Praise students for participating properly, reinforce 

student participation. You might consider a game, a group contingency kind of activity for appropriately-timed 

responses and group silence when you call on individual students and so forth. 

 Now the recommendation to conduct choral responding at a lively pace is supported by quite a bit of 

peer-reviewed research. It shows when teachers present items to students with short inter-trial intervals of just 

one to two seconds, the time between the end of feedback for student responses and when you present the 

next question or item, and when that inter-trial interval is brief, this research has shown time and again that 

students make many more responses compared to lesson with longer inter-trial intervals. In other words, it's a 

simple and direct way using brief inter-trial intervals to greatly increase active student responding. But not only 

do students make more responses during fast-paced lessons, their responses tend to occur with a higher degree 

of accuracy. And this research has also found that students engage in less off task or disruptive behavior as well. 

 This clip shows a second-grade teacher doing choral responding as part of a reading lesson, and it'll give 

you a sense of the brisk pace that choral responding can be done at. 

[VIDEO BEGINS] 

TEACHER: Here's a lesson to learn. Troops of baboons moved across the veld. Everybody say that sentence. Get 

ready. 

STUDENTS: Troops of baboons moved across the veld. 

TEACHER: Nice job. What word means a large member of the monkey family? Think big. Get ready. 



STUDENTS: Baboon. 

TEACHER: Who can make a baboon sound? Raymond, go for it. 

STUDENT: Ooh, ooh, ahh, ahh, ahh! 

TEACHER: Yikes. What word refers to a large field in Africa? Get ready. 

STUDENTS: Veld. 

TEACHER: Veld, good listening. What word refers to groups of baboons? Get ready. 

STUDENTS: Troops. 

TEACHER: Great answer, troops. Once more, say the sentence that tells what troops of baboons did. Good 

strong voices. Get ready. 

STUDENTS: Troops of baboons moved across the veld. 

TEACHER: Great job sitting really smart with your eyes on me. Great, that’s how I know you're listening. Nice 

work. Okay, touch column one as fast as you can. Okay, word one is gorilla. What word? 

STUDENTS: Gorilla. 

TEACHER: Spell gorilla. Get ready. 

STUDENTS: G-O-R-I-L-L-A! 

TEACHER: Nice job. A gorilla is a huge member of the ape family. Word two is leopard. What word? 

STUDENTS: Leopard. 

TEACHER: Spell leopard! Get ready. 

STUDENTS: L-E-O-P-A-R-D! 

TEACHER: Good. A leopard is a member of the cat family that lives in Africa. Word three is porpoise. What 

word? 

STUDENTS: Porpoise. 

TEACHER: Spell porpoise. Get ready. 

STUDENTS: P-O-R-P-O-I-S-E. 

TEACHER: Nice job, good spelling. A porpoise is sometimes called a dolphin. 

STUDENTS: O-R-B-E-L-L. 



TEACHER: Great job, now it's time [inaudible] and fast! What word? 

STUDENTS: Gorilla. 

TEACHER: Oh, what word? 

STUDENTS: Gorilla. 

TEACHER: Good. Word two, what word? 

STUDENTS: Leopard. 

TEACHER: Word three, what word? 

STUDENTS: Porpoise. 

TEACHER: Fourth word? 

STUDENTS: Doorbell. 

TEACHER: Good, nice job tracking. Column two, touch as fast as you can. Word one? What word? 

STUDENTS: Sweater. 

TEACHER: Word two, what word? 

STUDENTS: Camp. 

TEACHER: Word three, what word? 

STUDENTS: Snowstorm. 

TEACHER: Four, what word. 

STUDENTS: Johnson. 

TEACHER: Five, what word? 

STUDENTS: Swan! 

TEACHER: Time for you to get smart and fast. Word one, what word? 

STUDENTS: Sweater. 

TEACHER: Word two, what word? 

STUDENTS: Camp. 

TEACHER: Word three, what word? 



STUDENTS: Snowstorm. 

TEACHER: Four, what word? 

STUDENTS: Johnson. 

TEACHER: Five, what word? 

STUDENTS: Swan. 

TEACHER: Great work, no mistakes so far. Touch column three, last column. Word one? What word? 

STUDENTS: Curve. 

TEACHER: Word two, what word? 

STUDENTS: Party. 

TEACHER: Word three, what word? 

STUDENTS: Stop. 

TEACHER: Word four, what word? 

STUDENTS: Child. 

TEACHER: Word five, what word? 

STUDENTS: Crepe. 

TEACHER: Great job. Make sure you're tracking [inaudible]. Again smart, word one, what word? 

STUDENTS: Curve. 

TEACHER: Word two, what word? 

STUDENTS: Party. 

TEACHER: Word three, what word? 

STUDENTS: Stop. 

TEACHER: Four, what word? 

STUDENTS: Child. 

TEACHER: Five, what word? 

STUDENTS: Crepe. 



TEACHER: Nice job. I'm going to put three marbles in. Good work, good strong voices. Okay, let's go down our 

columns. Here's our first trial. Will you grab my timer, Anna? 

[VIDEO ENDS] 

BILL HEWARD: Yeah, those kids are ready for a nap at the end of the school day, as is their teacher. Well, you 

can have a lot of fun with choral responding and should. There's a variety of techniques. Students being 

teachers, speed up slow down game, match my voice, back and forth counting. One of the handouts describes 

these different ways to have some fun with choral responding. Here's a second-grade teacher with her students 

again, and they're having some fun practicing math. 

[VIDEO BEGINS] 

TEACHER: We're going to start with loud voice. Get ready. 

STUDENTS: Five times three equals 15. 

TEACHER: Nice job. Okay, get ready. 

STUDENTS: Three times four equals 12. 

TEACHER: Good. L, get ready. 

STUDENTS: Three times ten equals 30. 

TEACHER: M, get ready. 

STUDENTS: Six times three equals 18. 

TEACHER: Good. Remember, nice, strong whisper. Let's try that one again. M, get ready. 

STUDENTS: Six times three equals 18. 

TEACHER: There you go. Nice job. N, get ready. 

STUDENTS: Three times five equals 15. 

TEACHER: O, get ready. 

STUDENTS: Four times three equals 12. 

TEACHER: Great. Make sure you're touching so you know where we are. P, get ready. 

STUDENTS: Three times nine equals 27. 

TEACHER: Good. And the last one, your best whisper ever. Q, get ready. 



STUDENTS: Three times three equals nine. 

TEACHER: Good, that was a -- pat yourself on the back. Give your partner a silent high-five. Give your other 

partner a silent high-five. And do a little dancing in your seat. Nice job, guys. Good work. Okay, hands are free, 

pencils are down, chairs are pushed in. Okay, the whole -- we're going to start with the whole class. Count by 

two to 20, the whole class. Get ready. 

STUDENTS: Two, four, six, eight, ten, 12, 14, 16, 18, 20. 

TEACHER: Nice job. This side, get ready. 

STUDENTS: Two, four, six, eight, ten, 12, 14, 16, 18, 20. 

TEACHER: Wow, they're fast. Let's see how you guys can do. Ready? Get ready. 

STUDENTS: Two, four, six, eight, ten, 12, 14, 16, 18, 20. 

TEACHER: Wow, they're good. Okay, five to 50, this side. Get ready. 

STUDENTS: Five, ten, 15, 20, 25, 30, 35, 40, 45, 50. 

TEACHER: You guys are a good. This side, get ready. 

STUDENTS: Five, ten, 15, 20, 25, 30, 35, 40, 45, 50. 

TEACHER: Wow, in sixes, don't get tricked, let's see if you can do it. It's trickier. This side -- actually, let's -- 

[VIDEO ENDS] 

BILL HEWARD: Now choral responding is a technique that falls in a class of teaching practices I think of as low 

tech. Doesn't cost any money, it's relatively easy to learn to use, and to use effectively across a variety of 

curriculum subject areas and different stages of student learning. And it's literally a technique that teachers can 

begin to put into play right away. Had a chance a couple of years ago to do a teacher training workshop in Seoul, 

South Korea, and the next day we visited a school for special needs students and went into this man's class, his 

secondary students with developmental disabilities. And sure enough, he was already using choral responding 

in a lesson on the values of Korean currency and coins. And not only that, Mr. Yoon had his students then begin 

to take turns in the role of teacher as shown here. 

 Now there is research on the effective use of choral responding with students with autism spectrum 

disorders. The study shown here, as well as many other experimental research studies investigating choral 

responding, are available on the handouts accompanying this session. I thought it'd be nice if I could actually 

share with you some video clips of teachers doing choral responding with students with autism. So last week, I 

had an opportunity to shoot some video clips at the Haugland Learning Center in Columbus. Morton Haugland 



is the founder of this school in Columbus, and it serves about 200 children from preschool into high school age 

now, all on the autism spectrum. This clip will be the longest one we'll look at this afternoon, but I think it's 

important. It gives you a sense of teacher's very systematic presentation of material and of rules and of 

expectations for the -- for students and how to participate effectively in a lesson. These are primary-age 

students, and they've been working with this teacher for the entire school year. And as you'll see, have now 

become quite skilled at active participation. 

TEACHER: Expectations. Expectation number one. Get ready. 

STUDENTS: Complete all work. 

TEACHER: Complete all work. Expectation number two. Get ready. 

STUDENTS: Use positive words. 

TEACHER: Use positive words, great. Expectation number three, get ready. 

STUDENTS: Answer on signal. 

TEACHER: Answer on signal. Very good. Number four, get ready. 

STUDENTS: Learning position. 

TEACHER: Learning position. Show me a learning position right now. Very good. Where should your eyes be 

with a learning position? 

STUDENTS: On the board. 

TEACHER: On the board. What should you be doing with your hands, Michael? Show us. Excellent job. And 

Owen, show me how you are sitting in your seat. Should you be tucking your shoes up under your bottom? 

STUDENT: No. 

TEACHER: No, should you be putting your feet up on the desk, relaxing? 

STUDENTS: No. 

TEACHER: So let's see where those feet belong. Check your feet. Oh, perfect, on the floor. All right, number five 

expectation. Get ready. 

STUDENTS: Raise your hand. 

TEACHER: Raise your hand. Take a look up here, try it again. Get ready. 

STUDENTS: Raise your hand. Yes, Alex, thanks for raising your hand. You get a point. Yes? 



STUDENT: One is for the sentence, the expectation and use positive words. 

TEACHER: That's right. You need to use positive words in class. If we don't know what something is, do we 

throw a fit? 

STUDENTS: No. 

TEACHER: No, we can just use positive words. We can say, I need help, please help me. Right? Those are great 

words to use. All right, let's get started. We're going to be detectives today. First of all, let's see those learning 

positions. Perfect. Okay, we're going to be detectives. So everyone, put on your detective hat. Put it on. All 

right, I'm going to give you a funny word. You're not going to know what this word is, but I'm going to give you 

clues. I'm going to give you three clues and we're going to figure out what this word means. See if you can 

figure out what I'm thinking of. I'm thinking of an object called an ambit. What is this object called? Get ready. 

STUDENTS: An ambit. 

TEACHER: An ambit. Michael, are you okay? 

STUDENT: I'm trying to watch you. 

TEACHER: Okay, both eyes. All right, what word are we talking about? Get ready. 

STUDENTS: An ambit. 

TEACHER: An ambit. There's my first clue. Clue number one, an ambit is in the class of buildings. What class is 

an ambit in? Get ready. 

STUDENTS: The class of buildings. 

TEACHER: The class of building. Alex, great job staying in your learning position the whole time. Thank you so 

much for keeping your hands where they belong. 

STUDENT: We got to earn lots of points. 

TEACHER: An ambit is in a class of what? Get ready. 

STUDENTS: Buildings. 

TEACHER: Buildings, nice job. My second clue. An ambit is made of wood. What is an ambit made of? Get ready. 

STUDENTS: Wood. 

TEACHER: Wood. So my first clue, an ambit is an in what class? Get ready. Oh, let's try that again on signal. An 

ambit is in what class? Get ready. 



STUDENTS: Of buildings. 

TEACHER: Buildings, great job. An ambit is made of what? Get ready. 

STUDENTS: Wood. 

TEACHER: Wood. And my third clue, you find an ambit on a farm. Where do you find an ambit? Get ready. 

STUDENTS: On a farm. 

TEACHER: On a farm. Okay, let's try these clues again. Everybody got their detective hat on? 

STUDENTS: Yes. 

TEACHER: Okay, let's figure out what this ambit is. An ambit is in the class of what? Get ready. 

STUDENTS: Buildings. 

TEACHER: An ambit is made of what? Get ready. 

STUDENTS: Wood. 

TEACHER: An ambit is found where? Get ready. 

STUDENTS: On a farm. 

TEACHER: On a farm. What do you think an ambit could be? Raise your hand if you have an idea what an ambit 

could be? Michael. 

STUDENT: A barn. 

TEACHER: It could be a barn. What do you think, Alex? 

STUDENT: A barn. 

TEACHER: You think it's a barn also? 

STUDENT: Yes. 

TEACHER: How about you, Owen? What do you think it might be? 

STUDENT: A barn. 

TEACHER: A barn. You know what? You guys are great detectives. An ambit is a barn. What is it? Get ready. 

STUDENTS: A barn. 

TEACHER: A barn. You're a super detective. All right, here's one more. 



[VIDEO ENDS] 

BILL HEWARD: An ambit is a barn. Here's little older students, teachers doing choral responding in a morning 

daily decoding lesson. 

[VIDEO BEGINS] 

TEACHER: Leslie, nice job. Get ready. What word? 

STUDENTS: Jowl. 

TEACHER: Jowl, nice responding on signal. From the bottom, what word? 

STUDENTS: Jowl. 

TEACHER: What word? 

STUDENTS: Generously. 

TEACHER: What word? 

STUDENTS: Stealthily. 

TEACHER: What word? 

STUDENTS: Preacher. 

TEACHER: What word? 

STUDENTS: Nautical. 

TEACHER: What word? 

STUDENTS: Preacher. 

TEACHER: What word? 

STUDENTS: Perilously. 

TEACHER: What word? 

STUDENTS: Stealthily. 

TEACHER: What word? 

STUDENTS: Jowl. 

TEACHER: What word? 



STUDENTS: Nautical. 

TEACHER: What word? 

STUDENTS: Nautical. 

TEACHER: Very good. Dylan. 

STUDENT: Perilously. 

TEACHER: Chris. 

STUDENT: Stealthily. 

TEACHER: Ryan. 

STUDENT: Nautical. 

TEACHER: Who should I pick? Connor? 

STUDENT: Stealthily. 

TEACHER: And Lance? 

STUDENT: Preacher. 

TEACHER: Dylan? 

STUDENT: Jowl. 

TEACHER: Ryan? 

STUDENT: Perilously. 

TEACHER: Say it fast. 

STUDENT: Perilously. 

TEACHER: Good. And Chris? 

STUDENT: Nautical. 

TEACHER: Nice job. Next column, get ready. What word? 

STUDENT: Granite. 

TEACHER: Granite, nice job getting that short i sound. Give yourselves a point. Get ready. What word? 

STUDENTS: Force. 



TEACHER: Force. Awesome job on -- what word? 

STUDENTS: Granite. 

TEACHER: Granite, good. Get ready. What word? 

STUDENTS: Force. 

TEACHER: Force, nice job. Get ready. What word? 

STUDENTS: Feudalism. 

TEACHER: Feudalism, perfect. Get ready, what word? 

STUDENTS: Thieves. 

TEACHER: Thieves. Nice job getting that long e. Give yourselves a point. Get ready. What word? 

STUDENTS: Vassals. 

TEACHER: Make sure we’re answering on signal. Let’s try again. Get ready. What word?  

STUDENTS: Vassals. 

TEACHER: Vassals, good. Same as the last one. Get ready. What word? 

STUDENTS: Vessels. 

TEACHER: Vessels, good. And from the bottom, what word? 

STUDENTS: Vessels. 

TEACHER: What word? 

STUDENTS: Vassals. 

TEACHER: What word? 

STUDENTS: Thieves. 

TEACHER: What word? 

STUDENTS: Feudalism. 

TEACHER: What word? 

STUDENTS: Force. 

TEACHER: What word? 



STUDENTS: Granite. 

TEACHER: Nice job answering on signal. Give yourselves a point. And what word? What word? 

STUDENTS: Vassals. 

TEACHER: What word? 

STUDENTS: Thieves. 

TEACHER: What word? 

STUDENTS: Vessels. 

TEACHER: What word? 

STUDENTS: Granite. 

TEACHER: What word? 

STUDENTS: Feudalism. 

TEACHER: What word? 

STUDENTS: Force. 

TEACHER: So is it a or ah? 

STUDENT: Ah. 

TEACHER: Good, so what's the whole word? 

STUDENTS: Vassals. 

TEACHER: Vassals, good. And, Christian. 

STUDENT: Vessels. 

TEACHER: Good. And Brian? 

STUDENT: Thieves. 

TEACHER: Lance? 

STUDENT: Force. 

TEACHER: Mark? 

STUDENT: Granite. 



TEACHER: And Chris? 

STUDENT: Thieves. 

TEACHER: Nice job. Next column. Get ready. 

[VIDEO ENDS] 

BILL HEWARD: And one more clip from the Haugland Learning Center, where all of the teachers are really skilled 

in high-ASR teaching techniques, use choral responding every day in various parts of the curriculum and school 

day. Here's another class doing some math. 

[VIDEO BEGINS] 

TEACHER: All right, we're going to do a quick review, fellas. We're going to be reviewing the three different 

names of fractions and numbers up here that we got, okay? Can anybody remember what the different names 

of fractions are? What are some different names? Danny? 

STUDENT: Mixed. 

TEACHER: There's a mixed what? Mix -- a mixed number? Yeah, what else? 

STUDENT: Proper. 

TEACHER: A proper fraction. And what's the last one? 

STUDENT: Improper. 

TEACHER: Improper, right. Are you guys ready? I'm going to go through them, you guys are going to say proper, 

improper, or mixed. Are you guys ready? 

STUDENTS: Yes. Proper. 

TEACHER: Get ready. 

STUDENTS: Proper. 

TEACHER: Get ready.  

STUDENTS: Mixed. 

TEACHER: Get ready. 

STUDENTS: Mixed. 

TEACHER: Get ready. 



STUDENTS: Proper. 

TEACHER: Get ready. 

STUDENTS: Proper. Improper. 

TEACHER: All right, let's make sure. Remember, if the top number is bigger, then it is what? Lance? 

STUDENT: Improper. 

TEACHER: Improper. If the top number's bigger, it's improper. If the top number is smaller, it's a proper fraction. 

Are you guys ready? 

STUDENTS: Yes. 

TEACHER: All right, get ready. 

STUDENTS: Proper. 

TEACHER: Get ready. 

STUDENTS: Proper. 

TEACHER: Get ready. 

STUDENTS: Mixed 

TEACHER: Get ready. 

STUDENTS: Mixed. 

TEACHER: Get ready. 

STUDENTS: Proper. 

TEACHER: Get ready. 

STUDENTS: Improper. 

TEACHER: Get ready. 

STUDENTS: Improper. 

TEACHER: Get ready. 

STUDENTS: Improper. 

TEACHER: Get ready. 



STUDENTS: Improper. 

TEACHER: Get ready. 

STUDENTS: Improper. 

TEACHER: Get ready. 

STUDENTS: Mixed 

TEACHER: Get ready. 

STUDENTS: Proper. Improper. 

TEACHER: Let's try that one more time. Get ready. 

STUDENTS: Improper. 

TEACHER: Get ready. 

STUDENTS: Improper. 

TEACHER: Hmm, I see a smaller number on top and a bigger number on bottom. So everybody, what is that? 

Think about it. Get ready. 

STUDENTS: Proper. 

TEACHER: Proper. Get ready. 

STUDENTS: Proper. 

TEACHER: Get ready. 

STUDENTS: Proper. 

TEACHER: All right, I'm going to mix it up this time. All right, get ready. Get ready. 

STUDENTS: Proper. 

TEACHER: Get ready. 

STUDENTS: Improper. 

TEACHER: Get ready. 

STUDENTS: Mixed. 

TEACHER: Get ready. 



STUDENTS: Improper. 

TEACHER: Get ready. 

STUDENTS: Mixed. 

TEACHER: Good, get ready. 

STUDENTS: Mixed. 

TEACHER: Get ready. 

STUDENTS: Improper. 

TEACHER: Oh, very good. Danny? 

STUDENT: Improper. 

TEACHER: Jason? 

STUDENT: Proper. 

TEACHER: What is it? 

STUDENT: Proper. 

TEACHER: Proper. The um part -- I think when you said um, it made me think you were saying im. What is it? 

STUDENT: Proper. Proper. 

TEACHER: TJ? 

STUDENT: Proper. 

TEACHER: TJ? 

STUDENT: Improper. 

TEACHER: Connor? 

STUDENT: Improper. 

TEACHER: Lance? 

STUDENT: Improper. 

TEACHER: Jason? 

STUDENT: Improper. 



TEACHER: Jason? 

STUDENT: Improper. 

TEACHER: TJ? 

STUDENT: Improper. 

[VIDEO ENDS] 

BILL HEWARD: If you didn't get much of the audio in the first part of that video clip, I apologize for that. I'm 

switching back and forth audio input with a headset for my voice and then to the computer with the video clips 

directly. But you'll notice I mentioned presenting items and then calling students' names and doing that 

randomly and presenting the item first when you do individual turns. Both of the teachers in the last two clips 

that you saw, they would do a round of individual turns at the end or every so often after a chunk of unison 

responding. But even though they are pointing to the word, or in this case the math item first, they then call on 

the individual -- they then call on the individual students in a random order. So the students all have to pay 

attention and stay with it. They don't know who will be called on to respond. 

 There's two handouts on choral responding in the materials to accompany these -- this session, and I 

encourage you to take a look at them if you haven't yet. And I hope that this information on choral responding 

has -- will encourage you to give it a try if you've not yet used this technique as a teacher. And if you have in the 

past, hopefully it's given you some ideas and maybe reinvigorate, re-motivate you to make choral responding 

part of your professional teaching repertoire. 

 Response cards are another low tech, evidence-based practice for providing all student in the group, 

whether it's a small group or the whole class, with an opportunity to respond to each and every question or 

item presented during the lesson. And response cards are simply some physical material, typically a card but 

not necessarily so, that all students in the class hold up simultaneously to display their responses to questions 

or problems presented by the teachers.  

Two basic types of response cards, preprinted response cards in which student has a set of cards and 

selects -- chooses the card with the answer that they wish to display for each question so that, on a preprinted 

response card, the answer is on the card that's displayed. And then write-on response cards, sometimes called 

whiteboards by teachers and educators, students mark or write their answers on a blank card that they then 

erase between learning trials. Look at some examples of preprinted response card. Probably the red and green, 

yes/true and no/false card is the most common one that be used independent of curriculum content, but 

preprinted response cards can and are made by teachers to represent responses and content and concepts 

across really a complete range of curriculum material from preschool things to secondary content.  



Examples here: before and after,  s-apostrophe/apostrophe-s, helping -- used in a lesson for students to 

learn how to spell singular possessive and plural possessive words, union and confederate flag, American 

history. I like the juxtaposition of these two sets of response cards. Learning basic colors, but then the same 

strategy used in a high school class on kinds of art, art genre. These -- a good way to make preprinted response 

cards is you can put a whole collection of responses on the same sheet, or in the case of the types, parts of a 

story example on the left, on half of a file folder. And then students can use, just with their hands or fingers to 

indicate the response, but a good way to do that is to provide students with clothespins to pinch or 

demonstrate their response. 

 These are two different response cards used by two different early childhood special ed teachers. In 

each case, the teachers wrapped scrap pieces of cardboard with felt. The one in the top was used in a lesson on 

teaching relational concepts, first, second, and third, so forth. The one on the bottom was used in a series of 

lessons to help children improve and develop their listening comprehension. Teacher would read stories, and 

then the children would indicate by placing the characters above the numbers one, two, three, four, and so 

forth, indicate which character then has entered the story.  

And response cards, again, are a low-tech strategy. A wide range of applications and teachers can begin 

using them immediately. This is another classroom, another teacher's class that we visited the day following this 

workshop in South Korea, and this teacher had his middle school teachers with developmental disabilities using 

red and white signal flags as a way to indicate their comprehension of multiple-step instructions. 

 And write-on response cards, as I mentioned, are the whiteboards where students will use an erasable 

marker of some kind to write their answer and then hold it up to display for the teacher. Here's a brief video 

clip of a middle school classroom, earth science class, in Dunkirk, New York, upstate New York. There's five 

students with IEPs in this class, including a student with Downs Syndrome. 

[VIDEO BEGINS] 

TEACHER: This is a place where an animal lives, a place where an animal lives. Yes, all the team, show me 

please. Wow. What's the answer to this one please? 

STUDENTS: A habitat. 

TEACHER: Habitat. Please erase and try again. No, I can't use that one. Board right behind me, water as a gas. 

Show me please. I thought I tricked you and there was no way I could. Water vapor. Very well done. Let's try 

another -- make food. What do you call that process? Plants that make food. Show me please. Very good. Oh, 

good, Brittany, very -- 100%, hardest word on the board. Very well done. How about when water is no longer -- 

look at all of them, when water is no longer in a puddle. What happened? Water that's not in a puddle 



anymore. [Inaudible]. Show me please. 

STUDENT: Evaporate. 

TEACHER: And Johnny even said it all. What is that word? 

STUDENTS: Evaporation! 

TEACHER: Very good, let's try another one. All right, should we do one more quick? 

STUDENTS: Yes. 

TEACHER: One more, one more? Autumn says yes, let's go for it. We'll do this rapid drill. How about now this 

one. Hmm, when is a puddle because it's been a very rain day. There's a puddle, and puddle, and then the next 

day you get up and the puddle is gone, completely gone. What word would describe what happened to that 

water that was in a puddle yesterday? Show me please. Oh my gosh, I think this is 100 -- almost 100% here, 

Mrs. Gifford, what do you think? 

[VIDEO ENDS] 

BILL HEWARD: And here's our final clip today, one of the Haugland Learning Center teachers using response 

cards with her middle school students with autism, a vocabulary activity on a topic near and dear to the 

students. 

[VIDEO BEGINS] 

TEACHER: I'm looking for a word that means the head of a man and the body of a horse, a mythological 

creature. Okay, keep your boards down. You're doing nice job of that, Alex, thank you. Looking good, Tim. Ready 

right away. Nice work, guys. Nice job keeping your board down. And boards up! Beautiful, yeah, you didn't 

know, that's a great thing to write, yeah. Centaur, awesome. So C-E-N-T-A-U-R. Thank you, guys. You guys did a 

nice job putting your boards up that way. Yeah, Austin? 

STUDENT: I just formulated what my question should be. What mythical creature has the head of a goat, body 

of a lion, and the tail of a snake? I think it's a lion’s head too. 

TEACHER: So try if you know it. If you don't, you need to put a question mark, but let's do it right away, right on 

signal. Tim looks ready to go. Great job putting your board down right away, Whitney. All right, boards up! 

STUDENTS: [Inaudible]. 

TEACHER: Beautiful. 

STUDENT: What? Chimera. 



TEACHER: Chimera. Awesome. Those of you who did know it, very pleased. Boards up. Thank you. 

[VIDEO ENDS] 

BILL HEWARD: Chimera. I learned some new vocabulary in that classroom. There's a considerable body of 

classroom research evaluating the effects of response cards, and most of these studies, like the one represented 

with a graph here, have compared the use of response cards with the most common way that teachers 

generate student participation, and that's having individual students answer questions, most often by raising 

their hand to be called on, or the teacher selecting the students.  

And pretty consistently, these experiments have found kind of the same pattern of results, that first, 

students make many more responses per minute of instruction with response cards than they do when 

individual students are called on to respond. In this study, the six students that were observed throughout each 

of a daily 20-minute lesson on social studies made a little less than two responses in a 20-minute lesson when 

hand raising was used. They made almost 30 responses with response cards. That's pretty significant. You don't 

need any statistical analysis to see there's a big difference there, but the real exciting thing is to think about the 

impact, the cumulative impact of using these high-ASR teaching strategies over the course of a 36-week school 

year. And if we take the results from this experiment and do the arithmetic, we find that, over the course of a 

30-week school year, each student in this fourth-grade class would have made more than 5,000 additional 

social study responses if response cards were used just during this 20-minute lesson per day instead of hand 

raising. 

 Another consistent finding is that students' scores on quizzes and tests and review exams over content 

taught with response cards, they do consistently better than they do over content taught with various ways of 

individual student responding. And consistently, students report that they like response cards. Not surprising. 

Students would rather be active and engaged than have to be still, docile, and quiet. 

 On this slide, I got a few of the comments that Reynolds reported in his master's thesis. There were high 

school students with and without disabilities. Content was also earth science. And at the end of the 

experiment, they made comments such as these describing their perspectives on response cards. A side benefit, 

if we can think of it as that, of greatly increasing students' frequency of responding during instruction is that 

when students are making lots of responses relative to the lesson, they tend to be much less off task and 

disruptive, as illustrated by this graph from a recent experiment that evaluated, in addition to ASR and test 

performance, the effects of response cards on disruptive behavior.  

There is a body of research on response cards with students with autism as well as with other 

disabilities. Some of those shown on this slide. A more complete bibliography of research on response cards are 



in your handouts. We don't have time today to go over these suggestions together, but all of these suggestions 

for using response cards in general as well as some suggestions specific to pre-printed and write-on response 

cards are described in detail in the handouts. There are three handouts related to response cards: the everyone 

participates in this class article, a little single page with information on how to get your own set of write-on 

response cards, and a brief handout that provides a template, an outline, for designing lessons that use choral 

responding and/or response cards. 

 Now the final tactic we'll look at today is guided notes. Guided notes are a handout, a paper and pencil 

activity. Each student has a guided note. It guides the students through a lecture or demonstration by providing 

background information and a consistent set of visual cues that indicate where to write and how much to write 

in terms of key content. The example on this slide was used by a fifth-grade teacher in a history lesson. Here's 

an example of guided notes, an elementary lesson on flowers and pollination. An example of guided notes on 

clouds and the weather. These notes were completed by an elementary student with learning disabilities.  

Why use guided notes? Well, very much so from upper-elementary and certainly in junior high through 

high school and post-secondary education after that, the lecture is a widely used method for presenting 

academic content to students. The teacher talks, shows and tells, and students are expected to discriminate 

what's the most important information that the teachers presented and, in some fashion, remember that 

information and provide it back later, typically on a test, an exam, and sometimes a real-world opportunity to 

use the knowledge and skills. Well, successful students tend to take notes during lectures and presentations, 

but many students don't know how to take good notes. And then the language and/or motor skill deficits of 

some students with disabilities make it particularly hard for them to take an accurate and complete set of 

notes.  

And another reason for using guided notes is sometimes teachers get sidetracked from the main points 

that students really need to know from the lesson or from the material. And I found that it's teachers who are 

most knowledgeable and most passionate and interested in their content are the ones that will often get 

sidetracked because there’s so much that they want to share with their students. 

 Advantages of guided notes. Well, to complete the guided notes, a student must actively interact with a 

lesson's content. Look, listen, think, and write. So guided notes increase relevant ASR. And with guided notes, 

students are better able to tell if they're getting it, if they're writing down the important stuff. Because, for 

example, if there's three bullet marks or lines under an item, students know there are three facts or concepts or 

dates or strategies, three things I'm to write down here. And if I've only got two of them, I'm now better able to 

raise my hand and ask the teacher to go over that again.  

Research has shown again and again that when students use guided notes, it levels the note-taking 



playing field. All students are able to produce a standard set of accurate notes for subsequent study. Now 

whether or not they study those notes later, that's another question. We'll talk about that a bit here in a 

moment, but guided notes help all students prepare, take a good set of lecture notes. 

 And I think two other advantages of guided notes is they require -- they force the teacher to really 

prepare the lesson carefully. If I'm going to develop guided notes, I got to think about, well, what are the most 

important concepts and facts, relationships, events that students need to learn? I.e. that I need to teach in this 

lesson. And once you prepare the guided notes that way, teachers are more likely to stick to the lesson's 

content. And if and when we do stray and tell an interesting anecdote, it's easy for the students. They're able to 

tell that, well, this is interesting stuff, but I don't have to be concerned about, I'm not responsible for knowing it 

later. But the most important advantage of using guided notes is the benefit to student learning. A significant 

body of experimental studies in classrooms from middle elementary through high school through college, in 

fact, have shown time and time again that students' scores on quizzes and exams over content taught when 

they completed guided notes, their scores are higher than when the students take their own notes. 

 Some guidelines for developing and using guided notes. Again, all of this information will be -- is 

available to you in the handouts with examples, but include background information so students' note-taking 

focuses on the most important facts, concepts, and relationships. Use a consistent set of visual cues that tell 

students when, where, and how many concepts to write. Be careful we don't require students to write too 

much. One very interesting study, Fran Courson's doctoral dissertation some years ago with middle school 

learning disabled students, Fran in -- did an alternating treatments comparison of two forms of guided lines. 

They kind of were like the IRS 1040 short form and the longer form. And on the short form, students only had to 

write a word or a phrase to complete a concept or a relationship, and they had to write more complete 

sentences with the long-form guided notes. Not only did students take more accurate and complete notes with 

the short-form version of guided notes, but their scores on quizzes and exams were slightly better than their 

scores with the guided notes, and either form of guided notes was considerably -- produced considerably higher 

test and exam scores than the short form. 

 Consider gradually fading out guided notes. That's one way to help students to learn how to take good 

notes on their own. And then this last point's an important one. It says building follow-up activities and 

contingencies to motivate students to not only complete their notes, but study their guided notes. Note-taking, 

whether it's students taking their own notes or completing guided notes, has two functions, a process function 

and a product function. The process function of note-taking is the ASR bit. To complete my guided notes or take 

my own notes, again, I've got to interact, I've got to respond to the content. Look, listen, think, write. So any 

form of note-taking increases ASR, but research has shown, again, whether guides notes or students' own 



notes, that students who then interact with their notes later, study their notes, use their notes as a way to 

generate yet more active student responding with respect to the lesson content, they perform even better on 

tests of learning and achievement.  

And a follow-up contingency may be as simple as a next-day quiz. So the teacher that developed the 

flowers and pollination, the guided notes for that lesson I showed earlier, the next day the students would come 

to class and have this quiz. And if I've completed my notes and then study my notes, I'm in really good shape to 

be successful on this quiz. 

 A very interesting study was Cynthia Beckley's master's thesis with middle school students. And with 

the students with special needs who were in her experiment, they did much better on next-day recall ten-item 

quizzes when they used -- when they completed guided notes than they did with taking their own notes. And 

that's the comparison of the own notes baseline condition, the white bars here on this bar graph compared to 

the purple, purplish or blue bars.  

But then Cynthia had another condition in her experiment where, on some days, the resource room 

teacher would ask the students to break out their notes that they took early in the day in the general education 

social studies class, and the special ed teacher then would take the students' guided notes and ask the student 

one question over each item on the notes. If the notes were incomplete or the student had written down the 

wrong information, then that's what they went over, or the teacher couldn't present the information. So the 

special ed teacher was not re-teaching anything, but merely using the students' guided notes as the vehicle 

with which to provide this study, this additional ASR. And you can see the yellow bars here show the mean 

scores by this group of five students with special education needs on these ten-item tests. So taking guided 

notes can help us do better, but then actually studying and interacting with those notes will do -- our students 

will do even better. 

 Now I've had some teachers say to me, they'll say, well, this guided notes sounds good, but I don't want 

to make it too easy for my students. I don't want to spoon-feed them. And if we prepare a set of guided notes 

that provides background information for students and makes it really clear to them what's important in this 

lecture or this class, and then go a step further and show them how many items and where they should write 

them down, are we spoon-feeding our students? Making it too easy?  

And I guess my response to that is to complete guided notes, students must actively respond. Again, I've 

got to look, listen, think, and write throughout the lecture or class demonstration. I think we make it too easy 

for our students when we let them sit passively during class. And like choral responding and response cards, 

guided notes is another tactic that teachers can use to provide each and every student in a class with frequent, 

continuous opportunities to actively respond throughout the lesson. 



 There's a handout on guide notes. It looks like this. And we'll just close -- we'll wrap up today's session. 

Apologize for running a little bit over time, but just a reminder of one of the key points we made in our first 

session together, and that's the importance of explicit instruction. None of these strategies, choral responding, 

response cards, guided notes, or any other research-based teaching practice for that matter, will be very 

effective in the content of poorly-planned lessons and indirect instruction.  

So I just want to remind you to always begin and think in terms of, is my lesson explicit? Is the way that 

I'm presenting my lesson explicit? Do I have an objectively, clearly defined learning outcome? What do I want 

my students to know or be able to do that they didn't know or couldn't do before the lesson? What I want them 

to know at the end of the lesson. Am I presenting new material in small steps? And by all means, I've got active 

and successful engagement by all students during the lesson. I'm providing systematic feedback and error 

correction. I'm monitoring students' learning through a variety of exercises. And I build in systematic review.  

There are two handouts with respect to explicit direction -- instruction and direct instruction as part of 

the materials for this lesson. Questions and feedback regarding this webinar can be emailed to me at 

billheward@pattan.net. Thank you. Look forward to talking with you about effective teaching practices in the 

coming weeks. Bye bye. 


