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Chapter 4: Variable B 
 

Chapter terms 
 
Reading/finding/accessing 
outcome  
 

Generating/constructing 
outcome 

  

 
Chapter Introduction 

 
The previous chapters introduced the ABCD instructional design variables. This chapter 
explains variable B; the behavior variable (see Figure 1.) Variable B represents the 
outcome of the learning experience.  It is what we, as instructional designers, consider 
to be the purpose or instructional goal. Seeing, hearing, finding, reading, drawing, 
charting, concept mapping, visualizing and the like are behaviors that involve thinking 
and, consequently, learning.  
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1: The Variable B Icon 
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Two Learning Outcomes 
 
 
Variable B represents the behavior/outcome desired; the goals for the learner. We also 
consider Variable B to be “Point B” in the “taking the learner from Point A to Point B” 
metaphor.  
 
For example, if our goal is to help the learner select healthy foods for a balanced diet, 
learners at the start of the instructional experience represent Point A. Learners at the 
end of the instructional experience represent Point B. A learner at Point A may have 
little experience or understanding of nutrition and diet and their contribution towards 
health. A learner at Point B will be able to choose healthy foods.  
 
To demonstrate achievement of this objective the learner would choose healthy foods 
when shopping in a grocery store. Other strategies for observing learner behavior in a 
class-room or in an online environment might require the learner to create a poster 
showing healthy foods or compose a digital story with a healthy food theme. The learner 
might create a month-long food plan or calendar to demonstrate achievement of this 
objective. 
 
This chapter explains two general learning outcomes using two icons: 1) the eye symbol 
to represent the act of reading/finding (or hearing and thus “seeing” in the mind’s eye) 
and 2) the pencil or stylus symbol to represent creating, the act of making a mark, an 
thus demonstrating generating/constructing outcomes.   
 
These two outcomes simplify instructional design, and as such, are useful for beginning 
designers. There are many more outcomes possible, and you learn about them when 
we cover Bloom’s taxonomy, later in the chapter. For now, think of two very general 
outcomes that represent two stages of learning. The first stage requires less cognitive 
effort than the second stage. The first stage involves the provision of information. The 
second stage requires learners to create meaning from the information.  
 
Table 1 provides six examples of the read/find and generate/construct outcomes. 
 
Point A Scenario Point B. Reading/Finding 

Outcome 
Point B. 
Generating/Constructing 
Outcome 

Learner must interpret hand 
signals for underwater 
diving 

Learner reads a chart 
showing underwater hand 
signals 

Learner sketches scenarios 
where underwater hand 
signals are used (for 
example the symbol to 
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return to the water surface 
when danger is eminent 
might be sketched showing 
a nearby shark, and the 
diving symbol to leave the 
area).  
 

Learner must increase a 
chocolate chip cookie 
recipe by 70 percent. 
 

Learner reads a recipe for 
10 chocolate chip cookies  

Learner creates new and 
illustrated instructions for 
making 17 chocolate chip 
cookies.  The illustrated 
version includes separate 
bowls for mixing wet and 
dry ingredients, and makes 
the mixing order clear. 

Learner must define and 
provide examples of the 
concept of compounding 
interest. 

Learner reads a description 
of compounding interest 
and views a table showing 
the value of investments 
over time when 
compounding interest is 
applied 

Learner creates a visual 
representation of the 
concept of compounding 
interest (for example the 
learner creates a sketch of 
rabbits reproducing at a 
rate much faster than 
humans). 
 

Learner must depict 
distances between planets 
of the solar system and 
relative size. 

Learner views a chart 
showing distances between 
planets as well as size of 
planets. 

Learner creates a visual 
representation of planets by 
sketching an arrangement 
of flowers in a vase. For 
example the learner draws 
flowers in an arrangement 
sized and positioned similar 
to the size and position of 
each planet in the solar 
system.  
 

Learner must create a story 
to explain a learning 
disability 

Learners views definitions 
of several learning 
disabilities 

Leaner creates a story core 
(a visual representation of 
the beginning, middle, and 
end of a story) to explain a 
learning disability and the 
conflicts it creates. 
 

Learner must select healthy 
foods that represent a 

Learner reads well-
organized dieting and 

Learner creates a shopping 
list and diagram 
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balanced diet nutrition information representing the nutritional 
value of listed foods 
 

Table 1: Read/find/access and generate/construct activities for six learning outcomes 
 
Reading/finding/ accessing outcomes 
 
Reading/finding/accessing outcomes are desired when the goal of instruction is to 
provide access to data or information. When you have reading/finding/ accessing goals 
you (the instructional designer) work to provide clarity by making information as easy as 
possible for the learner to access and use. Deep learning, or learning for lasting 
memory is not the goal;  
the goal is to help the learner spend as little energy as possible finding information in 
order to preserve energy for content that is more challenging. This does not mean that 
reading/finding/accessing behaviors are not important. In fact, much of a person’s life is 
spent on reading/finding/accessing outcomes and many times these experiences are 
frustrating and time consuming because they are not carefully designed and as such 
create extraneous load.  
 
The word “finding” is included for this first outcome because part of a learner’s initial 
interaction with instructional content or experiences is based on understanding and 
accessing cues that help direct the learner through that environment. Page numbers, 
the table of contents in a book, a menu in electronic displays, auditory cues in an 
elevator or training, and the like are examples of cues that direct learners’ attention. 
 
Think how difficult a textbook would be to use if there were no table of contents or page 
numbers to direct a reader. Or, think of how difficult it would be to provide directions to a 
location in a city without maps or road signs. As an instructional designer you often must 
rearrange information visually to help your learner. For example, in writing this chapter 
icons, topic headings, tables, and diagrams are used to help you access important 
information.  
 
Generating/constructing outcomes 
 
In general, generating/constructing behaviors purposefully require more learner effort 
than reading/finding/accessing behaviors. Generating/constructing behaviors require the 
learner to create understanding and knowledge, and as such tend to pose a higher 
cognitive load. The outcome is generally worth it because the more the learner works or 
thinks, the more they learn, and the more the learning is lasting and meaningful.  
 
For example, to help you understand chapter content we might ask you to create a 
concept map of chapter content, use comic software and a cartoon character to explain 
the chapter, create a poster to advertise the chapter and its focus, create a flowchart 
representing the logical flow of the chapter, create a PowerPoint presentation to teach 
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chapter content to others, and the like. The purpose of generating/constructing 
outcomes is to help the learner rehearse what they have just learned, practice applying 
that information, or create something new using that information.  
 
 

 
The case study example of reading/finding/ accessing outcomes and  

generating/constructing outcomes 
 

Let's return to the international student case study for clear examples of each outcome 
type. We learned in Chapter 3 that one of the needs expressed by international students 
studying at a new university related to the need for recreation opportunities. 
International students were living close to a hiking trail with spectacular mountain views 
and opportunities to immerse themselves in nature. Unfortunately few students were 
aware of the trails existence. 
 
To teach the students about the trail involved helping them 1) find and read trail data 
and information, and 2) generate/construct a trail hike plan. The finding and reading 
about trail information outcome was achieved by providing a website with maps and trail 
information. Generating/constructing a hiking plan was achieved using a short lesson 
that required the students to visualize a hiking trip and create a plan.  
 
Reading/finding/accessing outcome 
 
Instructional designers created a trail website to help international students access 
important information. Figure 2 shows the interface to the website. Information was 
divided into general information (weather information, directions, trail hours), trail 
activities (necessary clothing, animals to look for, biking and other activities), and trail 
rules (trail etiquette, safety, and maps). Students accessing and reading this page of the 
website are demonstrating reading/finding/accessing behaviors. The instructional 
designers used chunking, color, and a variety of icons to help the international student 
access important information easily. The goal of the website was to help the 
international student quickly access critically important information, such as directions, 
hours the trail is open, trail maps, and the like.   
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Figure 2: A reading/finding/accessing outcome 
 
 
Generating/constructing outcome 
International students were then asked visualize a trail experience prior to visiting the 
trail, and they were asked to summarize their experience after their visit by posting 
pictures and comments to a blog. Figure 3 shows one student’s visualization using plan, 
pack, pursue, and post activities. The “plan” and “post” activities require the student to 
visually generate a packing list and blog posting. Photographs or sketches the student 
takes on the hike, along with a description of the experience are blogged, and the blogs 
are available to future students interested in visiting the trail.    
 

 

Figure 3: Student-generated Visualization  
 
 

The role of theory in selecting outcomes 
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The relationship of each outcome to cognitive load issues and information processing 
theory helps you identify when to create learning experiences that focus on 
reading/finding/accessing outcomes, and when to create learning experiences that 
focus on generating/construction outcomes.  
 
 

 
 
 
 
 
 
 
 
 

 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 

Figure 4: Three memory systems 
 
 
Prior to this point in the book we have addressed cognitive load theory and the 
importance of decreasing the load placed on memory by increasing germane load and 
reducing extraneous load. Our goal is to help the learner visualize in a way that reduces 
extraneous load and increases germane load. This section of the chapter describes 
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efforts to increase germane load and reduce extraneous load in the international student 
experience example.  
 
Information processing theory 
Information processing theory explains three memory systems that direct our design 
attention (see Figure 4). These systems include sensory memory, working memory, and 
long-term memory. We covered these memory systems in the previous chapter, and we 
will revisit them here. 
 
Sensory memory collects a vast amount of data and information, but lasts only seconds.  
Filters in sensory memory allow only some of that information to be processed by 
working memory. The website interface layout and icons help the international students 
select relevant or critical information (see Figure 2). Many of the icons used have a 
universal meaning, for example, a clock icon represents trail hours. A car icon 
represents driving directions. Using information chunks and icons reduces extraneous 
load (as long as the icons used make sense to the learner, if they don’t then extraneous 
load is likely to be the outcome).   
 
Working memory is not much better at retaining information, lasting seconds as well. 
There is, however, enough time for working memory to process the information in a way 
that moves that information into long-term memory where it becomes knowledge. The 
international student scenario required students to create hiking plans and post pictures 
and blogs. Participating in these activities strengthened their memories and extended 
working memory into long-term memory. These personalized activities work to increase 
germane load. 
 
Long-term memory. The ability to remember information is dependent on long-term 
memory. Because international students blog their experience, they are more likely to 
remember it. Photographs and sketches help them capture images that become part of 
their memory, and strengthen their memories of the experience. 
  
Test your understanding: 
 
Each scenario in Table 1 can be described according to its use of short-term, working, 
and long-term memory and the impact this has on cognitive load issues. Fill in the 
blanks to Table 2 to test your understanding. 
 

 
Point A Scenario Point B. 

Reading/Finding/Accessing  
Outcome and Short Term 
memory 
 

Point B. 
Generating/Constructing 
Outcome and Working and 
Long Term memory 
 

1. Learner must interpret Learner reads a chart Learner sketches scenarios 
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hand signals for underwater 
diving 

showing underwater hand 
signals. The chart is 
organized to help the 
learner see different types 
of underwater hand signals 
by using a table that shows 
a diagram of the hand 
signal in the left column, 
and a succinct description 
of the signal and when it is 
used in the right column. 
The table chunks content 
into image/definition 
categories. _________ load 
is minimized by helping the 
learner focus on the critical 
content. This task involves 
___________ memory. 

where underwater hand 
signals are used (for 
example the symbol to 
return to the water surface 
when danger is eminent 
might be sketched showing 
a nearby shark, and the 
diving symbol to leave the 
area). The activity requires 
learners to think about and 
visually describe (using 
sketches) what they are 
learning. In doing so they 
are likely to increase 
______ load and 
strengthen _________ 
memory.  
 

2. Learner must increase a 
chocolate chip cookie 
recipe by 70 percent. 
 

Learner reads a recipe for 
10 chocolate chip cookies. 
The recipe is organized into 
several sections: an 
ingredient list showing 
quantities of each 
ingredient, assembly 
instructions, and cooking 
and cooling directions.  
The organization of this 
information into these 
sections is likely to 
_________ extraneous 
load.   

Learner creates new and 
illustrated instructions for 
making 17 chocolate chip 
cookies. They organize 
their illustration into 
sections that show the 
ingredient list and the 
adjusted quantities required 
for each ingredient. The 
illustrated version includes 
separate bowls for mixing 
wet and dry ingredients, 
and makes the mixing order 
clear. Recalculating and 
rewriting the recipe is likely 
to increase ________ load 
by extending _______ 
memory.  

3. Learner must define and 
provide examples of the 
concept of compounding 
interest. 

Learner reads a description 
of compounding interest 
and views a bar chart 
showing the value of 
investments over time when 
compounding interest is 
applied. The bar chart 
shows values for 6% and 

Learner creates a visual 
representation of the 
concept of compounding 
interest (for example the 
learner creates a sketch of 
rabbits reproducing at a 
rate much faster than 
humans). By creating a 
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12% interest over a period 
of 10 years. The bars in the 
bar chart work to ________ 
load.  

visual analogy the learner 
___________ long term 
memory. 
 

4. Learner must depict 
distances between planets 
of the solar system and 
relative size. 

Learner views a chart 
showing distances between 
planets as well as size of 
planets. The chart lists 
planets on the rows and 
intersects the rows with 
radius, distance, and 
temperature columns. This 
organization scheme 
improves the learner’s 
ability to __________ and 
_________ information, 
which _____________ 
extraneous load.  

Learner creates a visual 
representation of planets by 
sketching an arrangement 
of flowers in a vase. For 
example the learner draws 
flowers in an arrangement 
sized and positioned similar 
to the size and position of 
each planet in the solar 
system. This activity is 
likely to _________ working 
memory and consequently 
__________ germane load. 
 

5. Learner must create a 
story to explain a learning 
disability. 

Learners views definitions 
of several learning 
disabilities. A chart shows 
names listed in one column 
with definitions in the next 
column. The columns help 
___________ the 
information in ways that 
visually reduce 
______________.  

Leaner creates a story core 
(a visual representation of 
the beginning, middle, and 
end of a story) to explain a 
learning disability and the 
conflicts it creates. 
Development and 
illustration of a visual story 
core extends 
____________ memory 
and increases germane 
load because it is more 
_________. 
 

6. Learner must select 
healthy foods that represent 
a balanced diet 

Learner reads well-
organized dieting and 
nutrition information. The 
organization helps 
________ extraneous load. 

Learner creates a shopping 
list and diagram 
representing the nutritional 
value of listed foods. The 
diagram helps _________ 
germane load. 
 

Table 2: Relationship of memory and cognitive load 
 
Fill in the blank answers:  
Row 1 extraneous, short term, germane, working and long term. 
Row 2 reduce, germane, working 
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Row 3 decrease extraneous, extends 
Row 4 access/find/read and compare, reduces, extend, increase   
Row 5 organize, extraneous load, working, meaningful 
Row 6 reduce, increase 

 
 
Let’s help you visualize row 4 of Table 2.  Row 4 in Table 2 describes an activity that 
requires learners to read/find/access information in Table 3 and generate a visual 
representation of the table (Figure 5).  
 

Example of Table 2, Row 4 solution 
 
Let’s look at one of the instructional scenarios explained in Table 2. Go to row 4 and 
notice how that row describes reading/finding/accessing outcomes and 
generating/constructing outcomes associated with learning about planets. 
Reading/finding outcomes are facilitated when students read the information in in Table 
3. Generating/constructing outcomes are facilitated by requiring the learner to represent 
Table 3 data as“flowers.” 
 

 
 
Table 3: Planet radius, distance and temperatures 
 
Generate/construct visualization  
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Figure 5: Planets as flowers
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When Reading/finding/accessing and Generating/Constructing Verbs Are Not 
Enough:  

Bloom’s revised Taxonomy 
 

Reading/finding /accessing and generating/constructing outcome statements at minimum 
require that you identify two levels of learning: an easy or essential level and a more 
difficult level. These two outcome categories work as shortcuts to help you scaffold, or 
sequence learning experiences from easy to more difficult. While these two outcomes 
might be a good way to introduce instructional design to novices these two outcome 
categories are not all encompassing. Most outcome statements will involve far more 
than reading/finding/accessing and generating/constructing verbs. You will need to 
scaffold or sequence your outcome statements with greater precision and specificity. 
When this is the case, Bloom’s taxonomy (see Table 3) is very helpful.  
 
Table 3 is actually a revision of Bloom’s taxonomy (Krathwohl and Anderson made 
changes to the original that reflect recent learning theory).The revised taxonomy 
identifies six levels of learning from easy to difficult: 1. Remember, 2. Understand, 3. 
Apply, 4. Analyze, 5. Evaluate, and 6. Create. The taxonomy also identifies four types of 
knowledge (fact, concept, procedure, and metacognitive knowledge), resulting in a 
minimum of 24 potential learning outcomes for cognitive learning.   

• Factual learning includes the basic elements and information that students must 
know.  

• Conceptual learning includes an understanding of the interrelationships among 
the basic elements and information that students must know.  

• Procedural learning includes an understanding of how and when to do 
something.  

• Metacognitive learning includes an understanding of one’s own thinking 
processes.  

 
Bloom’s taxonomy is widely used because it helps educators identify specific learning 
outcomes. You will see in Table 3 that the cognitive process dimension increases as 
you move across the table. The increased complexity represents increased depth of 
learning. For example, understanding factual content at the lowest level of learning or 
cognitive processing might involve listing behavior, as in the learner lists characteristics 
of an apple. Factual content at the highest levels involves ranking and combining 
behavior, as in the learner ranks fruits and vegetables according to the amount of fiber 
they provide.  
 
Likewise, conceptual content at the lowest level includes descriptions, and at the 
highest level plans. Teachers and designers use the taxonomy as a means of 
classifying learning outcomes with precision.  
 
These taxonomies represent both learning as a verb and learning as a noun, described 
in Chapter 1 of this textbook. Cognitive processes represent learning as a verb because 
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they describe thinking behaviors that increase in complexity. Learning as a noun is 
represented by the knowledge dimension column and is identified as factual, 
conceptual, procedural, and metacognitive.  
 
Knowledge 
Dimension 

Cognitive Process Dimension 

 Remember Understand Apply Analyze Evaluate Create 
Factual 
knowledge 

List Summarize Classify Order Rank Combine 

Conceptual 
knowledge 

Describe Interpret Experiment Explain Assess Plan 

Procedural 
knowledge 

Tabulate Predict Calculate Differentiate Conclude Compose 

Metacognitive 
Knowledge 

Appropriate 
Use 

Execute Construct Achieve Action Actualize 

 Table 3: Bloom’s revised taxonomy of the cognitive domain 
 
Each cell in Table 3 represents one or more instructional strategy possibilities, 
expressed as verbs. I have included only one verb for each cell. There are actually 
many potential verbs to describe each cell in Table 3.  
 
If you become a professional instructional designer, you may be required to work with 
Bloom’s taxonomy to precisely identify learner cognitive activity. Let’s say you are 
teaching art students how to make mono-prints. How would you use Bloom’s taxonomy? 
 
Factual knowledge 
 You might begin by teaching factual information such as: 
 

• The definition of mono-printing as a method of printmaking that makes only one 
copy of an image 

• The media used when mono-printing includes paper, paints and brushes or 
sponges. 

 
After presenting factual information, you might require that students demonstrate 
understanding by  

• Remembering the definition of a mono-print  
• Listing the media used when mono-printing 

 
Conceptual knowledge 
You would teach students the concept of print making by: 

• explaining the difference between painting and print making (painting involves 
brushing paints onto a canvas to express emotion or feeling. Print-making 
involves making a template to produce many copies of a print.)  
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• clarifying how mono printing involves only one print, making it fall somewhere 
between painting and print-making.  
 

After presenting conceptual information, you might require that students demonstrate 
understanding by  

• Explaining the difference between print making and painting 
• Identifying examples of paintings and printings 
• Differentiating between paintings and printings 

 
Procedural knowledge 
You would teach procedures involved in mono printing by explaining 

• How a mono print work area is set up (find a place with a large flat surface free of 
objects) 

• How different media are placed in the work area (where to place paper, where to 
mix paints) 

• The steps of adding and mixing paints and applying different forms of resists 
• The practice of layering prints to introduce visual depth 

 
After presenting procedural information, you might require that students demonstrate 
understanding by: 

• Setting up a mono print work area 
• Applying paint to a flat surface 
• Positioning paper over the painted flat surface 

 
Metacognitive knowledge 
You would support metacognitive learning by helping students think about: 

• When a mono print might be a useful expression for a particular emotion or 
feeling 

• How a mono print might limit their expression of a particular emotion or feeling 
 
After presenting metacognitive content you might ask students to: 

• Reflect on their use of a mono print and its capacity to express what they were 
feeling  

• Create a mono print and a painting to express an emotion and discuss the effect 
of each 

 
 
When reading/finding/accessing and generating/constructing outcomes suffice 
Because this book emphasizes the importance of a learning environment, access to 
information is a form of learner activity, and as such must be carefully designed, often  
by you!  If you are creating or employing a learning environment you must recognize the 
importance of visual, auditory, and kinesthetic cues to direct learners. For example, a 
museum is a learning environment that accommodates many types of interaction and 
cueing systems. Many signs are present to designate exhibits, instructions, and 



16 

 2011 Linda Lohr and Anna Ursyn, Prentice-Hall 

information. Audio systems and head-sets are available to explain museum artifacts to 
visitors who would rather listen than read. When we create learning environments we 
need to address perception and the importance of clearly understood messages.  
 
The strategy you will use in this class employs Table 4. You will focus on two types of 
outcomes: Reading/finding/accessing outcomes and Generating/Constructing 
outcomes.  
 
Reading/finding/accessing outcomes are focused on data and information 
Whenever you want a learner to read something, find information, hear information, and 
simply access content you will specify a reading/finding/accessing outcome. You design 
information, you create clear directions and focus on making that information easy to 
read, hear, or perceive. Your focus is on information and information access.  Your 
primary goal is to transmit information. When you direct learner attention to a sign, a 
chapter in a book, a job-aid, an auditory message, and the like, your goal is to transmit 
information. You are not overly concerned about making the information personally 
meaningful. You build awareness, provide information, and inform. Clark and Mayer (e-
Learning and the Science of Instruction) describe information outcomes as those where 
there are no expectations of skills to be acquired   
 
Generating/constructing outcomes are focused on learning, meaning, and 
knowledge acquisition  
Generating /constructing outcomes describe the group of cognitive processes 
(remembering, understanding, applying, analyzing, evaluating, and creating) that you 
elicit when you require the learner to go beyond simply noticing or reading to thinking 
about information in a practiced or rehearsed way to generate personal or meaningful 
learning.   
 
In short, our approach to the design of learning environments introduces a new column 
in Bloom’s taxonomy (reading/finding/accessing), and groups remember, understand, 
apply, analyze, evaluate, and create under a general heading - generates/constructs. 
Why do we eliminate all of those specific columns? We don’t really want you to 
eliminate them, instead we want you to focus on two very important learner outcomes: 
accessing information, and interacting with information in a way that generates 
understanding and knowledge.  
 
Table 4: Textbook interpretation of Bloom’s revised taxonomy.  
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Table 5: Read/find/access and generates/constructs cognitive dimensions. 
  

Chapter Summary 
 
This chapter presents two types of learner outcomes: read/find/access outcomes and 
generate/construct outcomes. As an instructional designer you create clear access to 
data and information to support reading/finding/accessing learner behaviors. Clear 
access means removing extraneous load as much as possible. As an instructional 
designer you also create opportunities for learners to construct personal meaning from 
data and information. By constructing meaning, the germane load of the learner is likely 
to increase. 
 
The textbooks interpretation of Bloom’s Taxonomy does not distinguish between content 
types. Facts, concepts, and principles are not separated. Cognitive processes are 
simplified, however a perception level of cognition is added to address the importance of 
easy access to information. Bloom’s taxonomy is still useful and is revisited at the end 
of this textbook. 

 
 
 

Discussion topics 
The chapter you read introduces a new learner outcome category 
(reading/finding/accessing) and collapses Bloom’s classification scheme under the 
generating/constructing heading. Describe any benefits and problems that might be 
experienced when you design instruction using these two categories. Do you think 
Chapter 2’s approach is more practical, does it allow you to get started with instructional 
design more easily, or, does the approach make the task more difficult, because it is 
less specific? (I am asking you to give me feedback, I like the simplification of two 
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general outcomes, and I find it easier to teach. I do wonder, though, if I should stress all 
of the specific outcome categories that fall under the generating/constructing heading. 
On one hand, I feel like I am chunking content to reduce extraneous load. On the other 
hand, I feel like I am decreasing germane load by reducing specificity. Help me out with 
your thoughts! 

 
Analysis 

Think of the unit of instruction that you are creating in this class. Share 
reading/finding/accessing and generating/constructing outcomes that you hope to elicit 
from your learners. At minimum, include one example of each outcome.  

 
Design 

I’m not sure I really like the symbols that I have used for reading/finding and 
generating/constructing outcomes. I use an “eye” and a “pencil”. I like those symbols 
because they have a learner emphasis (the learner sees, the learner creates). Can you 
suggest different icons or symbols to represent the same meaning? Can you suggest 
other symbols and explain why they might be useful. Take a stand and describe why the 
current symbols should remain the same or should change. 
 
 
  


