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1. Introduction

In July, 1973, departments of geography on five univer-
sity campuses entered into a new cooperative relationship with
the Association of American Geographers to -explore ways for
incorporating teaching preparation into the programs of doc-
toral students. Thereupon, the Project on Teaching and
Learning in Graduate Geography (TLGG) came into being.1 The
present report has been drafted following a review of intervening
activities and an analysis of accounts by project representatives
in the departments. It is presented as an evaluative interpre-
tation of Phase I of the project.

The report is divided into three parts. In Part One, we
try to establish in relatively few words the essential facts
of the project: who we are, what we have been doing, why vie
have been doing it, and how our actions secem to relate to those
of others interested in educational improvement, both now and
in the past. In Parts Two and Three we report on lessons
learned during Phase I. Taking the form of tentative recommen-
dations, these lessons are addressed to future directors of
local training programs in Part Two, and to future organizers
of national projects in Part Three. We regard both parts as
evidence of progress toward the principled knowledge about
training preparation at which we have aimed from the time the
project was first broached to the Mational Science Foundation.

1Funded by the National Science Foundation as "Teacher
Development in Ph.D. Programs in Geography," (Gz-2816).




2. Our Perception of the Problem

Speaking for the group of initiative-takers brought
together by TLGG, we can say that the project has been re-
garded from the beginning as a problem-solving organization.
The challenge as seen by us has been to help our cognitive
communit& -- the geographic discipline -- reorient its view of
teaching. We cannot claim that TLGG initiated the reorienta-
tion process. A break occurred in the mid-1960's, largely
attributable to publicly funded interventions. Institutes,
especially those organized under the National Defense Educa-
tion Act, must be given a large share of the credit, in that
they opened a direct dialogue between professors and educators
from “the other teaching culture," that of America's, elementary
and secondary schools.

To some extent, credit must go too to the Commission on
College Geography,1 though probably somewhat more so to its
predecessor, the Geography in Liberal Education Project.2
Bearing directly on the emergence of TLGG were the experiences
of some geographers as producers of curriculum materials for
the High School Geography Project -- especially at a late
stage when they were learning to respond to the "consumers"
of those materials.3 Most immediately related were the efforts,

1Established in 1965 as one of a family of commissions, the
Commission on College Geography has sponsored three continuing
series of papers with a succession of grants from the Mational
Science Foundation, exploring a number of issues in undergraduate
geography. The CCG has also sponsored a series of articulation
conferences between two- and four-year collegiate institutions.

2mhis project began as a committee in 1961, was established
as a formal project by the AAG in 1963, and published its report,
Geography in Undergraduate Liberal Education, in 1965, Its self-
defined tack was "to investigate ways®in which geography might be
introduced into the curricular structure of liberal arts colleges
where little or no gesography was then offered, and to develop a
set of general recommendations for the improvement of college
undergraduate programs in geography." :

3See William D. Pattison, "The Producers: A Social History,"
Chapter Six in From Geographic Discipline to Inauiring Student,
Final Report on the High School Geography Project, edited by
Donald J. Patton (Washington: Association of American Geographers,

1970).
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a few years ago, of a handful of crusaders to open the eyes

of their fellow geographers to the potential personal meaning-
fulness of teaching through four workshops on introductory
college courses (often referred to as the Road Shows.)1 Two
regional conferences organized as extensions of those workshops
led directly to the creation of TLGG.

Each of these innovational activities brought into
prominence at least one of the geographers who would later
become a principal in TLGG. As their roles developed, the
Association of American Geographers was re-ordering its
priorities, -becoming more and more directly concerned with
education through the same projects. The AAG's coordination
of ‘change-making efforts achieved a new level of
definition by assuming leadership in CONPASS (Consortium of
Professional Associations for Study of Special Teacher
Improvement Programs). It represented geography at the CONPASS
Grove Park Institute (June, 1969), out of which came concrete
recommendations for vmodernization" of the field's teaching.2
The Association was by then moving rapidly toward readiness
for the responsibilities of TLGG.

As TLGG matured, the doctoral departments of geography --
about 50 in all -- were emerging as the most prcmising focus
for follow-through on earlier projects. Comprising the intel-
lectual core of the geographic community, these units were
eminently eligible for involvement. Further, many of them had
felt the impact of the workshops on introductory courses or had
been otherwise touched by innovational activity. When proposals

1'I'he background and character of these conferences have
been described by John M. Ball, et al., "Experiments in Teaching
College Geography: A Report to the Profession,” in The Profes-
sional Geographer, Vol. XXIV, No. L4 (November, 1972), pp- 350-361 .

2rhis institute was sponsored by the U.S. Office of |
Education at the Grove Park Inn, Asheville, North Carolina. The
ingtitute proceedings are presented in Thomas Vogt, ed., Five
ILevels of Incompetence: Higher Education, Teaching and the
Education of Teachers (Washington: Consortium of Professional
Associations for Study of Special Teacher Improvement Programs,

1970).




for action were solicited from those departments which had
shovn general interest in teaching improvement, the response
came almost always from a resident reformer with a history of
pro ject experience.

To appreciate the position in which the typical reformer
found himself, it must be borfie in mind that the attitudinal
milieu of a doctoral department in geography generally reflects
a tradition that may be as o0ld as American post-college educa-
tion itself. It is a tradition that calls upon the university
to take responsibility for generating new and better ways of
tﬁinking about nature and society, therefore encouraging the
growth of specialized disciplines, each of which comprises a
systematic, method-concious conversation among qualified
scholars.1 .The "catch” is that the faculties of the respective
disciplines -- not least that of geography -- have found it
difficult to conceive of teaching as anything mofe than the
transmission of their disciplinary wisdom. The drive to
develop a field of knowledge, such as geography, has too often
obscured the peculiar demands arising from the developmental
needs of students. Recognition of this fact led the classi-
cist W%}Iiam Arrowsmith several years ago to declare the
prgspeéts for creative teaching hopeless wherever the disci-
plines dominate-2

In effect, TLGG has dedicated itself to proving Arrow-
smith wrong, finding justification for its hopes of success
largely in a concentration of efforts on this limited objec-
tive: +to establish téaching preparation programs within doctoral
departments. By this means TLGG originally proposed to

1’l‘his tradition is particularly well characterized in
Nicholas S. Thompson, "The Failure of Pluralism," in Change
Magazine, Vol. III, No. 6 (October, 1971), pp. 27-32.

2William Arrowsmith, "The Future of Teaching," keynote
address, meeting of American Council on Education, New Crleans,
Louisiana, Cctober 13, 1966. Subsequently re-published in
Calvin B.T. Lee, ed., Improving College Teaching (Washington:
American Council on Education, 1967), pp. 57-71.




the National Science Foundation that it would foster an

alternate philosophy of education among Ph.D. programs.1
Beyond that intent has always stood the larger aim of
exerting a discipline-wide influence for teaching reform.

In pursuit of that end, during the past year each participa-
ting program has adopted, in some sense, a "learning" frame
of reference. Or to put the matter another way, the direc-
tors of the programs have demonstrated their agreement with
this statement:

The mission of our project is to propagate
among geographers the concept of teaching
as responsibility for learning and to take
the lead in putting that concept into action.

1Although it was not stated in the formal proposal, this
intent was communicated to the National Science Foundation
during preliminary discussions.

2‘I'hié statement was put before the program directors at
the opening session of the project conference that inaugurated
Phase II of TLGG, Ann Arbor, Michigan, August 15-16, 1974.




3. Historical Perspective on our Response

A search of the literature and our own inter-
organizational cofrespondence has made it possible to gain
some perspective on TIGG. To begin, it has become apparent
that the project is one of many similar efforts that have
been mounted during the past half-century or so. In 1930,
a survey of major universities made in connection with =a
conference on the subject revealed that formal programs for
the preparation of college teachers were being attempted at
Chicago, Clark, Idaho, Iowa, Ohio State and Oregon.1 In
1949, a survey associated with a similar conference yielded
this 1list of institutions:?

Chicago Kansas State Ohio State

Colgate Michigan State Oregon

Colorado Michigan Pennsylvania State
Cornell Minnesota Radcliffe

Denver Mississippi Syracuse

Emory Northwestern Wisconsin

Still others were identified in 1958, when a third conference
was held.3

Up to a point, these earlier undertakings and the litera-
ture associated with them can be seen to have been consistent
with the spirit and purpose of TLGG. For example, a commission

1William S. Gray, ed., The Training of College Teachers,
Including Their Preliminary Preparation and In-Service
Improvement, Proceedings of the Institute for Administrative
0fficers of Higher Institutions, 1930 (Chicazo: University
of Chicago Press, 1930).

2‘I'heodore C. Blegen and Russell M. Cooper, eds., The
Preparation of College Teachers, Report of a Conference held
at Chicago, Illinois, December 8-10, 1949 (Washington:
American Council on Education, 1950)

3Joseph Axelrod, ed., Graduate Study for Future College
Teachers, Report of the Conference on College Teacher Prepara-
tion Programs, sponsored by the Committee on College Teaching
of the American Council on Education (Washington: American
Council on Education, 1959).




report giving rise to the 1949 conference charged,

It is in the preparation of college teachers
that the graduate school program is seriously
inadequate. Its single-minded emphasis on the
research tradition and its purpose of forcing
all of its students into the mold of a narrow
specialism do not produce ﬁollege teachers of
the kind we urgently need.

On the preparation of graduate students for teaching, the same
report said, /

The most conspicuous weakness of the current
graduate programs is the failure to provide
potential faculty members with basic skills
and the art necessary to impart knowledge to
others. College teaching is the only major
profession for which there does not exist a
well-defined program of preparation directed
towards developing the skills which it is
essential for the practitioner to possess.

Further, clear precedents were being set by 1958 for the
inclusiorn: of traininé for teaching within programs for the
"regular" degree (Ph.D.), in the manner of TLGG, as against
the relegation of such training to programs for special dg-
grees (Ed.D. or a modified M.A.). The general conclusion of
the 1958 Conference was that an option for training in teaching
competence should be made available in Ph.D. programs everywhere.

One can also find in the past record some reflection of
the preference that TLGG has shown for placing training leader-
ship in the hands of persons knowledgeable in the substantive
field of specialization, in our case geography. The geographer
Harlan Barrows took this view in a paper presented at the 1930
conference:

There can be no question of the great value of
special courses on the organization and presen-
tation of geographic material for teaching

1"Higher Education for American Democracy: A Report of
The President's Commission on Higher Education," Vol. I:
Establishing the Goals (New York: Harper & Bros., 1947), p. 89.

2“Higher Education for American Democracy," Vol. IV:
Stafging Higher Education (New York: Harper & Bros., 1947),
p. 16.
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purposes when conducted by a person thoroughly
equipped both in education and in geography.

It is, I think, the futile effort of some educa-
tors to apply the general principles of

education to special fields with whose philosophy,
subject matter, and research methods they have
little acquaintance that has brought "method
courses" into disfavor in many academic circles.

This feeling of distrust for educational abstractions,
however, did not prevent heavy reliance upon professionals
from the field of education for overall guidance. Thus, a
program conducted at Chicago from 1953 to 1958, with the
support of the Carnegie Corporation, brought together selected
fellows from a broad range of departiments, committees and
professional schools, whose experience in practice teaching
was coordinated through a seminar led by a professor of
education.2

One should notice that, under the terms of this system,
a given department joined with other acadenic units on the same
campus in sending students to a teaching preparation program.
This form of organization has continued to hold appeal for many
academicians, having been re-established in recent years on a
somewhat different basis with the creation of institutional
resource centers on major uﬁiversity campuses. These centers,
founded to improve the quality of teaching campus-wide, have
normally been conceived of as aid-stations for professors, but

their utility for TA training has not always been ignored.

The true innovation of the 1970's has been the linking up,
for purposes of_teaching’preparation,vof a given department on
one campus with:departments in. the same field on other campuses.
This new form of organization -- which need not conflict with

o™

1Harlan H. Barrows, "The Specific Professional Training at
the University of Chicago of Prospective Teachers of Geography
in Colleges, Universi+ies, and the Teacher-Training Institutions,"
from The Training of .ollege Teachers, edited by William 5. Gray
(Chicago: University of Chicago Press, i930), p. 117.

2Harold B. Dunkel, “fraining College Teachers," Journal
of Higher Education, Vol. XXIX (January, 1958), pp. 1-7., 57-
58.




the old -- has been made possible, it seems, by the rise of

educational change-making in colleges and universities as
an acceptable objective for discipline-specific, national
associations. To our knowledge, the two assoclations that
have pioneered in bringing departments from many campuses
together in the interests of teaching preparation are the
AAG and the Joint Council on Economic Education.1

The Joint Council on Economic Education has aimed, as we
have, at the promotion of programs for “"regular® Ph.D. students.
Their try-outs began at exactly the .same time as our trials,
.in September, 1973. In striking contrast to us, however,
they have commit .ed themselves %o standardization of content
and procedure. Theirs is a package approach, in which a
model curriculum, drafted in the summer of 1973, recelved a
first run-through at two universities in the fall semes:er,
and two more in the spring. The expectation is that the
number of azdopters will expand to about twelve in five years.
Revision ic to be ongoing, of course.

A third group, the American Political Scienne Associatian,
also launched an educational reform venture -- the Political
Science Education Project -- in the fall of 1973. Our under-
standing of this disciplinary initiative, which resembles the
Commission on College Geography in the emphasis given to sub-
ject mastery, is that teaching preparation is not to receive
early attention, but that its turn will come as the project
evolves. As we note near the end of the present report, we
have been taking care to keep these people informed.

lohe Joint Council on Economic Education differs from the
ALG in twe respects: 1t is a non-membership organization, and
it has always had instructional improvement as its primary
purpose. The true counterpart to the AAG in economics is the
American Lkconomic Association.

-10-




L4, The Constituent Programs

These, then, are the departments that TLGG has brought
into a consortium relationship for purposes of teaching
preparation as of July 1, 1973:

School of Geography, Clark University
Chairman: Saul B. Cohen
TLGG Director: Duane F. Knos

Department of Geography, University of Illinois
(Champaign-Urbana)

Head: John Thompson

TLGC Director: Janice Monk

Department of Geography, University of Iowa
Chairman: Clyde F. Kohn
PLGG Director: James Lindberg

Department of Geography, University of Colorado
Chairman: Nicholas Helburn
PLGe Director: A. David Hill

Department of Geography, University of California at
Berkeley

Chairman: James J. Parsons

TLGG Directors: Risa Palm and Robert Reed

Each department was ready to proceed with a training program.
As Figure 1 makes evident, the programs tended to unfold
along parallel lines. When reviewed, lhree components stand
out: a pre-session orientation period, a coordinating
seminar, and -a-practicum. The events in each are summarized
in the following paragraphs.

Pre-Session Component

Towa held a three-day off-campus retreat as soon as
classes began in the fall. It was attended by all those to be
engaged in undergraduate teaching for the year: six of the
department's ten faculty and eighteen graduate students. The
general purpose was later described by the director as “narrow
—— 10 raise consciousness, generate enthusiasm, and introduce
people to one another.” Departmental housekeeping was minimized
and no training was attempted. To this- end, there were short
(two-hour) morning and afternoon sessions with {(a) discussions
of the responsibilities of teaching; (b) analysis of specific
topics by five-person work groupsj (¢c) comments by the profes-
sors who would be supervising the teaching assistants; and (d)
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an evaluation of the retreat itself.

Illinois, by contrast, held a one-week orientation program
on campus. Here, there was an attempt to develop teachine
skills. The responsibility for this program was shared by the
TLGG program director and a senior faculty member who had run
a similar session by himself in previous years. Consequently,
the general purpose and the agenda did not differ greatly from
what had gone before. The participants, all new teaching
assistants, heard lectures by the senior faculty member on the
téacher's role, lecturing, leading discussions, and the eval-
uation of student learning. The participants then prepared
their own mini-lectures, as well as class discussions and
quizzes for a hypothetical class. Following each wpresentation,
there was a critique by the faculty and other particirants.
The fina: day was given over to a question-and-answer orien-
tation to the university in general and the department in
particular.

Colorado, like Iowa, held a three-day off-campus retreat,
but with a wider range of purposes. The meeting was designed
to provide (a) an orientation for new students and a chance
for them to meet the faculty; (b) discussions on the teaching
of geography; and (c) an opportunity for old and new personnel
to get acaquainted. All faculty and graduate students were
invited. Seven of the sixteen faculty attended, along with
nine old and twenty new graduate students. The segsions
devoted to teaching were varied in content, including pair
interviewing, individual reporting on positive and negative
learning experiences, a panel discussion on an article from
Change Magazine, small group sharing of learning and feelings
about the day, a simulation game, and psycho-social exercises
on communication and value clarification.

Seminars

A1l five programs featured seminars on the teaching of
geography in higher education. However, there were major
differences in the way they were run.

One of these dimensions of variation was the manner and
extent of reliance on people other than the geographer

13- 00017




responsible for the course, who was in all cases the director
or co-director of the local TLGG program. At Iowa, the
leader had taught much the same seminar before, and felt
capable of handling it alone, which he did. The situation

at Colorado was similar, except that there were two leaders,
both with several years of experience in the special sub- '
field of geographic education. The students in the Colorado
seminar -- who selected the topics to be discussed -- decided
that they wanted to invite a third Colorado geographer at one
point to talk about his role in the High School Geography
Project. The director at Illinois also directed the seminar
primarily by herself, although at times she used a former
colleague in the Office of Instruction Resources at Illinois
as a resource person.

Clark's was the only case where a non-geographer -- a
professor of education -- shared leadership responsibility,
both in the seminar and in the program as a whole. TFor a
few months he took full responsibility, when the geography
co-director was ill and was unable to carry on his duties.
The Berkeley program was distinguished by its extensive
reliance on visiting experts. This was at least partially
a result of the fact that the two directors had little exper-
jence in geographic education as a specialization. Their
approach was facilitated by the availability of an exceptionally
rich array of qualified people, both from the university and
from elsewhere in California.

A lesser but still significant dimension of variation
was that of seminar tactics. Clark emphasized exercises for
stimulating creatixﬁ%y and imagination, experiences in group
formation, and strongly introspective discussions. This was
done in the belief that a "freeing-up"of the students’
thinking processes and an enhancement of self-awareness would
produce the independent yet communicating kind of teaching
that was desired. Berkeley relied primarily on the assimila-
tion of expert opinion. A combination of readings, lectures
and discussions was used in an attempt to help students acquire

-1k~ 00018




the best there was to be had. Iliinois, offering a third

alternative, concentrated on an anlysis of teaching developed
in close association with the students' current teaching expe-
rience. Observation of teaching, usually self-observation,
was followed by a careful critigue -- by the student himself,
by his peers, and/or by the seminar director. The Colorado
and Iowa programs drew on all three of these approaches.

Practicum

 all five programs had an experiential component. That is
to say, all of the participating students engaged in one kind
of teaching or another. Their activities -- referred to here
as practicum experience -- ranged from the preparation of course
materials to full responsibility for conducting a course.

Again, however, there was considerable variation from pro-
gram to program. First, a difference could be observed in the
relation established between practicum and teaching assistant
service. The practicum was placed within the responsibilities
of the teaching assistantship at Iowa and Colorado, but it was
pursued beyond the teaching assistantship at Illinois and
Berkeley and independent of it at Clark. Second, depending in
part on how the first option was settled, the number of faculty .
members associated with the students’ teaching varied. At
Illinois, for example, every memver of the geography department
submitted a list of teaching projects that they were ready to
vork on with TLGG participants. At Iowa, the practicum took
place under the guidance of the four faculty who taught two
large introductory courses. The students at Berkeley and
Clark developed teaching projects, some of which required
faculty cooperation, but many of which were executed independently.

~‘Third, there was variation in the means employed in
trying to assure that the practicum would comprise a set of
true learning experiences. Undoubtedly, much of the reflection
required for learning about teaching occurred without direction,
as students analyzed their experiences on their own or discussed
them with peers or with various faculty members. Yet there was
a difference worth noting in the way formal provision was made.

-15- 00019




At Illinois and Iowa, the seminar was set up such that certain
times were given over to a discussion of current teaching. At
Illinois and Clark there were individual and small-group
clinical sessions. Colorado had a workshop for teaching assis-
tants that was separated from the seminar altogether, as well

as a course set up to give credit for projects on experimental
teaching. Students at Berkeley met informally and voluntarily
an hour befcre each seminar session to discuss their experiences
as teaching assistants.

Special Components

Two components were peculiar to individual programs.
Colorado set up a Geographic Education Lab and staffed it with
three graduate student coordinators. It became a place where
students could come to relax, to find books on geographic edu-
cation, and to find people ready to talk about teaching. In
addition, the three residents were able to keep informed
about events, feelings and chenging attitudes with respect to
teaching through this lab.

Iowa tried having senior graduate students serve as
mentors for junior teaching assistants. This idea was patterned
after the Teaching Fellow program at the University of Michigan,

publicized in Frank Koen's "The Preparation of College Teachers."1

Four experienced graduate students were assigned to work with
beginning teaching assistants in both "helper" and "demonstrator"

roles. p

1Frank Koen, "The Preparation of College Teachers," in
Preservice Preparation of College Biology Teachers, Publication
No. 24 (Washington: Commission on Undergraduate Education in
the Biological Sciences, 1970).
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1. Introduction -
T

811 told, there weré about 220 students to whom_ the five
TLGG programs brought a chance for teaching preparation, between
September 1973 and June 1974. The question asked here is the
following: what can be learned from the experience of the
program directors in dealing with these people? The directors
themgelves were made aware at about mid-year that this question
woula)be askgd by way of a request for

preparation of an interpretive paper...in which you
undertake to advance this TLGG objective: develop-
ment of principled knowledge germane to the
preparation of teachers for higher education.

That was the project {or national) director's invitation. To
it was added a note on the expectation on the part of the
steering committee chairman that each author would be

setting forth hunches and hypotheses about training
college teachers, interpreting data acquired during
project activities [Eng9 stating the assumptions and
propositions which led you to design the program you
did.

At the end of the year, the responses came in. They are
reproduced in this report as Appendix A. In the following
sections, lessons drawn from these papers -- and from related
sources, including interviews -- are passed on.
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2. On Geographic Education as the Master Frame

To be prepared for the first lesson, the reader should be
reminded that in our original proposal to the National Science
Foundation the programs of TLGG were described as training
opportunities for "leadership in geographic education." Pre-
paration for such leadership was said to be subject to pursuit
along paths A, B, and C, as the proposal states:

A refers to the largest population to be produced
via these programs: individuals who progress from
a closely supervised teaching experience while
developing teaching skills, to increased participa-
tion in their own course planning, to individual
autonomy for developing anhd teaching their own
courses. '

B refers to individuals who, along with achieving
competence at the A level, continue with an
emphasis on developing skills and competencies
which will enable them to serve as supervisors
and trainers of college teachers.

C refers to individuals who have completed compre-
hensive training in geographic education equivalent
in course requirements, research experlences, and
internships to a cognate major with sub-fielcs of
geography as minor fields.

As a matter of fact, on%y one of the five program directors
found himself in a position to try to foster development along
allxthree paths within his program. He was David Hill, at Colo-
rado. BAg Hill explains in his interpretive paper (see Appendix
A4), he went into the pilot year fully committed to the principle
that "geographic education was to be a specialty [/of the TLGG
program/ in which students might attain varying levels of know-
ledge, skill, and experience.” In the paper he goes on to give
reasons for his stand.

At the end of the year, he felt guite differently. His
words of reconsideration were these:

1 propose that our TLGG program be re-oriented with
a new organizing principle, namely, the Departmental
requirement of and provision for systematic teacher
preparation of every graduate student who plans to
teach at the college level and who hopes to be recom-
mended by this Department for such a position. This
would not be a program for specialization in
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geographic education. Such opportunity would con-
tinue but would not be considered a purpose of the
TLGG program. Students specializing in geographic
education, such as Geographic Education Lab Coordi-
nators, could serve along with other advanced
students and faculty as supporting resources for
the TLGG program. Thus, I am suggesting two sepa-
rate but functionally related programs: (1) a
TLGG program for all graduate students planning
college teaching in the future, and (2) a program
of specialization in geographic education.

What happened? Quite simply, Hill had found that the
geographic education concept, with its tri-level differen-
tiation, had seriously impaired the interests of the greatest
number -- the "A-type" students. As he explains in his paper,
he came to believe that some students were feeling threatened
by the announcement of a hierarchy of roles, and that in any
event he nimself had been led to give his attention almost
completely to the higher training levels.

To summarize, our limited experience suggests that
geographic education as the master frame for a program of
teaching preparation should be approached with caution. We

of the project have not relinguished our belief that a new
generation of leaders in geographic education may be expected
to come from the ranks of the "A-type" graduates of TLGG
programs, but a separation of training groups now appears to
us to be desirable.
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3. On Student Participation

Our year's experience encourages the belief that under
normal conditions a program director should expect most of

his trainees to be new teaching assistants. In part, this

preponderance seems to arise from the uneasiness of local
faculty members over the immediate teaching prospects of

these fledglings. Thus, at Berkeley all new teaching assis-
tants were required, by faculty agreement, to enroll in the
first-term seminar, and at Illinois and Iowa they were strongly
urged to do so (and nearly all did). UnderAVarying conditions,
these clients tended to stay with the programs through the year.

A no less important factor may be the lack of confidence
in their own teaching ability among new teaching assistants
themselves. Evidence to this effect was provided in our pro-
ject by Colorado, where an entirely vqluntary workshop on
teaching problems was attended (during the time when partici-
pation held up at all well) almost entirely by new teaching
assistants.

An exceptional situation existed at Clark, where the
geography faculty had departed from the norms of American higher
education in a number of respects before the appearance of TLGG.
For one thing, they had come to accept the idea of group inves-
tigation by students. When the Clark director organized his
PLGG effort, he assembled a cadre of students interested in a
shared investigation of teaching and learning New TA's were
not especially conspicuous in the makeup of the group.

We are tempted to make a second generalization about
participation: the intrinsic rewards of teacher training,
without supplementation, should not be expected to attract and
hold students. Ail we really know is that in the one department

where added inducements were not offered (Colorado), partici-
pation on a sustained basis was definitely low, whereas in other
departments attendance was substantial at the beginning, and it
held up or even grew through the year. In these departments
academic credit was granted for the special courses taken. At
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Illinois, fees were offered by the department as an alternative
to credit for work-study assistance in the second half of the
year. DMembers of the Clark cadre received a departmental sti-
pend assigned to that group for the year.

0f course, argument from the Colorado experiment is
weakened by the fact that the director, as a matter of policy
(see preceding section), was diverting his own energies to
higher levels of gecgraphic education, delegating the leader-
ship in teaching preparation to selected students.
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L., On Intended Learner Outcomes

Perhaps it can be taken for granted that any director of
a teaching preparation program will think about and talk about
his program objectives in terms of learner outcomes. What seems
much less certain is that he will have, in advance, a discrimina-

ting awareness of the spread of potential outcomes across the
realms of thinking, doing, and feeling or “"affect." To contribute

t0 such an awareness we offer the following discussion, under
subheads that refer to these dimensions of learning.

The Knowing Objective: To_be Informed and Thoughtful

As one would expect, all TLGG programs aimed at an increase
in knowledge and understanding on the part of the students. The
typical seminar was meant primarily to familiarize them with at
Least a basic literature on curriculum, philosophies of education,
alternative modes of instruction, and evaluation policies. Many
of the mailings from the central office to the program directors
were items that spoke to one or mo.e of these points. There was
basic agreement that we should try to move students toward an
intellectual perspective on teaching.

For one program director -- Hill at Colorado -- the knowing
objective was clearly an overriding aim. To say this is to get
at the principle underlying his emphasis on the "higher levels"
of geographic education, But there was more to his knowing-
dominated conception of purpose than that: he was intent upon
promoting the idea of teaching as problem-sclving. Of the "A-
type" student Hill said, at the beginning of the year, "/He/ is
expected to learn tb think about the structural nature of the
educational process, how scientific analysis can be applied to
that process, and what procedures may be appropriate. The objec-
tive 1is to equip ﬁhe students to begin to operate in a problem-

solving mode."

The Doing Cbjective: To Be Skillful
Almost everyone assocliates teacher training with skill-

development or how-to-do-it exercises, and not unreasonably so,
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Geography," p. 354. 00028

since the term "truaining" implies this sort of activity.
Teaching preparation as sponsored by TLGG, however, while
not neglecting this dimension, has not been typically skills-
centered. The reason for this, we believe, is that the

controlling concept of *he TLGG mission -- teaching as respon-
sibility for learning -- leads to a reduced concern for
technique.

A rule that appears to have held for the year under feview
is that the closer a local program came to going along with
traditionazl, "academic" conceptions of higher education, the
more likely it was to approach teaching as a body of skills.

At Tllinois, adoption of the title "Improving Teaching Skills”
for the lead-off seminar was meant to symbolize the receptivity
of the program to locally prevailing values, and the content

of the seminar dig lean toward gaining ability to do specific
things. (See interpretive paper for Illinois in Appendix A.)

At Berkeley, where acceptance of normal vniversity values
was probably at a maximum, skills orientation was most prominent.
Tt was here that the observation of teaching -- including
teaching by other students -- reached a height; furthermore,
"Methods and lledia” appeared as a session of major importance
(in a conference sponsored by the program), and a pre- and
post-course guestionnaire featured an itemization of instruc-
tional skills. See interpretive paper for Berkeley in Appendix
A.)

The Feelings (bjective: To Be Open
As the reader knows, TLGG had an immediate precursor,
a "road show" project that operated through regional conferen-

ces. Those conferences, to quote from that project’'s report
to the profession, were addressed to

our classroom atmosphere (tense, relaxed, friendly),
our classroom morale, and the generasl emotional
climate. TFor example: What are the norms about us
or our students expressing personal feelings concer-
ning issues or people? How do we feel about being
wrong or foolish? How do we make students’ feel if
they are wrong or foolishf?l

1John M. Ball, et al., "Experiments in Teaching College

-2l




Since in all cases the incentive for organizing TLGG
programs was traceable at least in part to this project, one
would expect a relatively well-developed concern for affective
outcomes among the directors. Generally speaking, they were
responsive to this inheritance, as can be confirmed in their
interpretive papers (Appendix A). It took little or no
persuasion for them to agree at a mid-year meeting that
"relaxation of authority stance” should be cited as one of
their shared objectives. In common with the "roazd shows,"
they plainly wanted to influence their students toward
openness.

Certain points in some programs -- for example, the
retreats at Colorado and Iowa, and the clinical portion of
the seminar at Illinois -- can be identified as times when
the affective dimension of teaching received special emphasis.
But at Clark the feelings orientation was dominant. Under the
guidance c¢f Duane Knos, the move toward openness was given
definition as a preferehce for forming learning communities,

a readiness to support non-competitive learning, a directing
of attention to problems of self-respect, a willingness to
legitimize feelings of delight, a sensitivity for others’
experience. A statement of conviction by Knos, written
during this teaching period, is to be published elsewhere

soon. 1

1puane Knos, "On Tearning," forthcoming as a chapter in
a Pacesetter book on geographic curriculum development and
teaching strategies, to be published by the National Council
for Geographic Education and edited by Gary Manson and Merrill
Ridd.
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5. On the Management lModel

From the beginning, we of TLGG have felt inducements to
adopt a management model at all levels of our operation. This
is to say, we have been aware of pressures for a systematization
of procedures in which (a) objectives are stipulated in advance
(ideally, at the program level, in the terms discussed in the
preceding section), (b) means are devised for efficient
achievement of these ends, and (c) an evaluation process is
developed in which observed results are compared with intended
results. All of the directors responded affirmatively to this
demand to some extent, but one, Fill of Colorado, made an all-
out attempt to comply.

Hill gave himself these directions (as he says in his
interpretive paper):

(1} assess the job for which the students are being trained,

and (2) tell the students what is expected of them.

Accordingly, he took over from an earlier analyst {(Frank Yoen)
six dimensions of college teaching, namely, content mastery,
course design, management of learning skills, interpersonal
communications, self-evaluation, and professionalization/
socialization. And for each he produced a general statement of
learning objectives, behaviorally expressed, which was commu-
nicated to his students. Further, Hill conceptualized his
program as an array of twelve broadly defined activities, for
each of which a contribution to at least one of the learning
objecti: es was mapped out. All of this, as & plan, went into a
syllabus. Evaluation later occurred as a built-in part of
several of the activities. An overall in-progress evaluation took
place in March, 1974, through more than seven hours of interviewing.

At the end of the year, when Hill lcoked back appraisingly,
he had not lost confidence in the management model, as such. The
leading point in his critique was that he had fallen short of the
requirements of the model, (a) by failing to be specific enough
in his statements of objective, and (b) by not having developed
really systematic monitoring and evaluation of in-class teaching
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behavior. This reaction on Hill's part can be read as a lesson
in itself. To it we would add two more.

First, to judge by Hill's experience, a director openly
enunciating the principles of the management model should

expect to engender some_unrest among his colleagues. Hill came

to realize that by promulgating his program in systematic, means-
ends terms he had invited invidious comparisons between the
presumed clear-headedness of his special field and the apparent
amateurism of others. Quite aside from that, he was introducing
something “"sufficiently foreign," to quote him, "to have created
troublesome cognitive dissonance." Many of his colleagues

simply had difficulty assimilating what he was saying to them,
given their ovmn accustomed views.

Second, events at Colorado suggest that a director vigo-
rously implementing the management model should not be surprised
to discover conflict within himself. Hill felt he was in
something of a dilemma, saying

On its face, this looks to be the perennial conflict
between directiveness and non-directiveness. How
much direction can one give before one robs the
student of choice, his opportunity to exercise his
own responsibility and freedom to learn? On the
other side of the coin: How much wasted time and
resources can one accept in the course of encoura-
ging a student to struggle with freedom and choice?

e was inclined to see his own directiveness as threatening

what he termed "the open classroom principle,” essentially the
principle of self-reliance that by general acceptance ought to
be at the heart of graduate school life.
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6. On the Exploration Model

A counter-pressure within TIGG has also been felt,
pushing for the right of directors to take a chance on inde-
terminacy. The desire expressed, generally speaking, has been
for the adoption of an exploration model, wherein program
members learn together during the time allotted, making discove-
ries as they go, not only about the nature of teaching but also
about what they can believe in or emotionally accept as teaching
preparation. All of the directors showed some signs of this
alternative inclination, but one, Knos of Clark, developed an
entire scheme of program organization according to the model.

By our reading (see Clark interpretive paper), two points
of intent set Clark upon its exploration course:

(1) encourage group cooperation and sharing in learning, and

(2) /pursue/ the dialectic of individuality and group
consensus .

What one finds implied in these aims is a particular form of
exploration, an inquiry conducted by a learning group. The

cadre mentioned above in earlier sections looked upon itself as
such a group. It proceeded under +the guidance of Knos in the
first half of the year, and under that of his co-director in the
second.

As members of a learning group, the Clark students were
producers whose job was to "construct learning experiences,"”
to quote from a conversation with Knos at the end of the year.
Their constructions -- often designs for teaching to be used in
other learning groups (classes) -- began in about the eighth
week of the year, being regarded by them as attempts "to trans-
late some of the [fheg7 emerging notions about learning and the
nature of knowledge." Tryouts, revisions and more originations
continued throughout the year.

From first to last, self-consultation was the rule. Where
have we been? Where are we now? Vhere do we want to go? These
were the dominant, recurring questions. In June, the group
assembled to see what normative principles they could agree on
concerning teaching and learning, and how they thought their
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collective "autobiography" related to these standards. It was
a status check on the exploration. For the results the reader
is referred again to the Clark paper.

There are two principle lessons to be drawn from Clark's
experience with the exploration model, we believe. First, the
director who believes deeply in teacher training through the

instrumentality of the learning (exploring) group should be

prepared for doubts from his fellow geographers. Although the

Clark faculty may have been generally friendly to the Knos
venture, as an earlier remark on their innovations would sug-
gest, he had to put up with much less than complete trust from
his co-disciplinarians in the national project, ourselves
included. Cognitive dissonance was pronounced; and outright
conflict arose whenever he, consistent with his convictions,

proposed that the entire project organize itself as a community- -

in-formation, like his home group.
The second lesson is that teacher training as group explo-

ration does not assure in itself exemption from a feeling

among the students that they are being coerced. "Some students,"”

the Clark paper notes, "worry about group learning becoming
dictatorial and constraining." Because of the press for agree-~
ment that is inherent in the model, hearing of this worry is
not altogether surprising.
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7. On Sharing and Delegating Authority

If we may start with the assumption that the understandings
upon which TLGG is based -- between the doctoral departments and
the Association of American Geographers -- gave a significant
amount of authority to each program director (or directorial
pair), then a question of interest might be: what can be
learned from the actions of the directors in (1) sharing their
authority with other faculty members, and (2) delegating their
authority to particular students?

From the year's experience with the first way of spreading
responsibility, that of faculty sharing, we have gained the
following impressions:

-That every director should plan on such spreading, if
only to keep his own work load at a tolerable level.
This assertion gives us a chance to say that we had
only part-time directors, all of whom met their normai
university obligations during the year. To illustrate
this kind of sharing: at Illinois, six or more faculty
members supervised student teaching projects; at Iowa,
four professors supervised the TA activities that com-
prised the TLGG practicum; at both Illinois and Iowa,
the orientation sessions were run in cooperation with
other faculty; at Colorado, leadership of the principal
seminar was shared.

~That the survivability of a program will almost certainly
increase, with such spreading. Without naming specific
programs, the one which appears to us most likely to keep
going after external funding has ceased has the highest
level of faculty participation; and the least likely,
the lowest. Ignoring for the moment the possibility of
some common underlying cause of these correlated condi-
tions, we would point to the following necessary effects
of participation: a greater awareness among local
decision-makers of what TLGG is driving at; and a greater
chance that faculty members other than the director will
feel they have a personal stake in- teaching preparation.

-That a risk is being taken: other faculty members can-
not be depended upon to see teacher training the way the
director does. As best we can see, there was some price
paid in terms of program unity wherever faculty sharing
occurred.

As to the second way of spreading responsibility, that of
delegation to students, these are our suggestions:
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-That students should serve as delegates only when close
support and cooperation can be provided by the director
or other qualified faculty. Reasons for this cautionary
note come from instances this past year when students
were left pretty much alone. We have in mind two pro-
grams where “senior mentors" found it difficult to
function effectively without guidance, ana a remarkable
core group of students in a third program whose energy
and inventiveness could not always compensate for their
lack of background.

-That evaluation assignments be given especially serious
consideration as jobs to be delegated. Stand-out
performances by students as program contributors,
across all five programs, tended to be instances of
evaluation. Examples are evaluations of the orienta-
tion sessions at Illinois, Iowa and Colorado; development
of guestionnaires at Berkeley for an assessment not only
of the local TLGG program, but also of a course on
quantitative methods and of the whole instructional
effort of the department; and the ongoing evaluation by
students at Clark of their own progress.

At some point, we realize, the distinction between a delega-
ted responsibility and an independent learning activity becomes
almost impossible to make: the one merges into the other. As
to independent learning activities taken in their own right one
should realize that they were encouraged in all programs,
comprising a major part of the practicum component. TLGG-type
training probably could not be mounted without them.
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1. Introduction

The time has come to recognize the existence of scmething
more than the training activities of the five programs. They are
the central organizing activities carried on at (1) the office
of the Association of American Geographers in Washington, D.C.,
(2) the national headquarters of TIGG, in Chicago, (3) meetings
of the project's steering committee, and (4) conferences attended
by the program directors. Taken together, they can be portrayed
in relation to the whole of the project as follows:

The readar will observe that, in this conception, TLGG is
an operating system (a social, goal-oriented system), sustained
by the exchanges (communications and transactions) symbolized By
arrows.

The central organizing activities were conducted during
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1973-74 mainly by these individuals: Saul Cohen (Professor,
Clark University), L.D. Fink (Doctoral Student, University of
Chicago), Gary Manson (Professor, Michigan State University),
Salvatore Natoli (Educational Affairs Director, Association of
American Geographers), and William D. Pattison (Professor,
University of Chicago). Their participation was distributed as
follows:

At office of the AAG:
MNatoli, assisted by others in the office, and
functioning through co-option of Pattison and
Fink, when required.

At headquarters of TLGG:
Pattison (National Director) and Fink (Associate
Mational Director), assisted by a part-time
secretary, and functioning through co-option of
Natoli, when required.

At Steering Committee meetings (of which there were four:
Manson (Chairman), Cchen, Fink, Natoli, and Pattison.

At Project Conferences (of which there were three):
Two or more of the above-named group of five
(serving as conveners); joined by the program
directors, at times, in decision making.

Our first general statement in the present part of this
report is a recemmendation to the organizers of any future project
resembling TLGG in scrcp2 and purpose that the principles of small

size and cross-membership illustrated by the group primarily

charged with TILGG central activities be given a trial. We make

the recommendation on the basis of the efficiency of communication
and the economies in transportation and other cost items that

were achieved during the year. We believe that no loss in
accountability occurred and that the negative effects of

reduced representativeness were negligible.
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2. On Structuring the System

It appears to us now, looking back, that the ceniral
organizing activities of the year were two-fold: (1) thug: that
served to structure the TIGE system and (2) those that facili-
tated operation of the system, or made it go, within the structure
established. The former are described under the headings
"defining," "regulating"” and "planning," below. Our recommenda-
tion is that these three aspects of structuring be given

explicit recognition from the beginning in any future project.

Defining

When the proposal for organizing TLGG was approved by the
National Science Foundation, in the spring of 1973, the following
objectives -- having been set forth in that document -- went
into effect:

(1) an improved population of teachers at college and
graduate levels,

(2) an array of developmentally conceived, self-sustaining
programs in the teaching/learning arts for doctoral
students, ‘

(3) a leadership corps of geographers skilled in preparing
others in the teaching/learning arts, and

(4) principled knowledge germane to the preparation of
teachers in higher education.

But it soon became apparent that goal-defining could not stop
there. Developments that followed were these:

Recognition of an overarching migsion. First clearly
suggested by the national director in a speech in
April, 1973, contrasting TLGG with another NSF-
sponsored enterprise, the Commission on College
Geography. TFinally resolved by the same person more
than a year later in these words (repeated from Part
One of the present report): - lhe mission of our pro-
ject is to propogate among geographers the concept of
teaching as responsibility for learning and to take
the lead in putting that concep® into action.”

Clarification of the meaning of "improved population.”
At the third -- and last -- project conference of the
year (at Boulder, in the beginning of February), the
directors began to come to grips with this challenge.
Fress toward a formulation came from headguarters per-
sonnel, resulting in tentative agreement at that time
on this particularization:
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(a) growth in awareness of tae significance of the
teaching role, (b) enlargement of knowledge about
the teaching/learning situation, (c) expansion of
knowledge of teaching style and strategies, (d) in-
crease of commitment to self-evaluation as an
on-going process, (e) growth of confidence in the
self as teacher, and (f) relaxation of authority
stance.

Realization of the significance of the program thrust.
Perhaps most important, along this line, was the
stimulus received by the national director from a
meeting of the directors of NSF-supported projects
at Lirlie House, Virginia, in mid-February. It in-,
duced in him a readiness to say that the programs
had been organized “to foster an alternative
philosophy of education among doctoral programs in
geography in the United States. Challenging the
generally accepted view that training for disci-
plinary command 1is sufficient for such programs,
the project sponsors local pilot ventures in which
a practice-oriented approach to problems of teaching
becomes part of the preparation for the Ph.D. degree.

"1

Specification of membership in the "leadership corps.”
The exigencies of prcject management led the Steering
Committee to identify, relatively early in the year,
"three or more of the (current) program directors”
as persons "exhibiting great potential as examplars
and missionaries." This improvement on earlier,
quite general designations allowed us to get on with
a conceptualization of a second year for TLGG in
which new directors would learn from old.

Determination of some guides 1o “principled knowledge."
During the year, 1t was the chairman of the Steering
Committee who kept the objective of producing prin-
cipled knowledge in view. By the end of the year,
enough discussion had taken place and enough response
hsd come in from the field to make it possible for us,
at the project headquarters, to generate the guide-
1lines for program understanding presented in Part Two
of the present report, and for project understanding
in Part Three.

Regulating
Final authority for project policy has rested with the

Steering Committee, as the part of the project that has represen-
ted the interests of the AAG and ultimately of the Mational

1Individual project descriptions have been included in
Proceedings, Project Directors Meeting, Airlie House, Virginia,
February 10-12, 1974, published by liaterials and Instructicnal
Development Section, Division of Higher Education, National
~ Science Foundation. !
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Science Foundation. Cf the regulatory functions attached to
that authority, perhaps the most important has been that of
maintaining accountability, especially for the four charter
objectives cited above, not to mention standards of perfor-
mance implied by other declarations in the original proposal.
The Steering Committee began to ask for reports from project
headquarters at ics second m=eting, both on the headquarters
itself and on the programs; and at the third (and most produc-
tive) Project Conference its members directly monitored the
project as a whole. It was at this conference that the meaning
0of "improved population" received clarification, thus setting
in motion evaluations that led to the self-accounting by program
directors in their interpretive papers.

Allocation of available funds became a problem as the opening
date of TLGG approached, since the total amount granted to the
project was much less than what had been thought necessary. At
its first meeting the Rteering Committee authorized a formula
for sharing the reduced sum that all programs later accepted.

As another function, the Committee assigned or confirmed
roles in the project. 1Its action established the equal status
of the several programs and of their directors, as well as
stabilizing the relation of the programs to project headguarters.
An early measure approved the exceptional role of the Teaching
Preparation Program at UCLA -- already a going concern -- as
"affiliated pilot" (se: Appendix B).

And, too, the Steering Committee received for review the
applications of doctoral departments for inclusion in Phase II
of the project. Deliberations on their content, while naving
a regulatory result, were also part of the planning process, next
to be noted.

Planning
The key member of the Steering Committee in all planning

operations was the Educational Affairs Director of the AAG, whose
drive toward tangible and practical outcomes served to hold the
attention of the crmmittee on the next step ahead. Responsihbility
for planning had been passed on to the committee from the




Commission for Geographic Education (COMGED), which had originated

the project proposal. Planning in the restricted sense of
adopting a charted course occurred at the first meeting of the
committee. New charting began at the second meeting, when the
probable state of the programs at the end of the 1973-74 period
was projected. At this point, the need for an extension of
effort into a second year was agreed upon and. procedures for
opening TLGG to an enlarged membership were worked out. The
third meeting was devoted almost entirely to development of plans
for a second year, based in large part on the applications received
from new departments. Much of the fourth meeting -- held during
the major project conference of the year -- was given over to
discussion of those plans with the current project membership.
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3. On Making the System Go

With all of the foregoing matters spoken of, we can turn
at last to the claim made under "Historical Perspective on Our
Response,” that the type of project represented by TIGG has
special merit as a source of support for the teaching prepara-
tion effort of any given academic department. That is, we are
ready to specify the national activities beyond those required
for structuring the project, the functions that are unequivocally
mission-serving in nature.

These activities -- the ones that have made the TLGG system
go by countering the tendencies of local enterprises toward
isolation -- were promotive of (1) interaction among the programs,
(2) interaction between the programs and the disciplinary commu-
nity, and (3) interaction between the programs and the greater
environmerit. The circles and arrows of the diagram presented on
page 33 were drawn to assist in conceiving of the activities in
these terms. To future project managers our recommendation is
that this view of central functions be adopted as a guide in the

development of project plans.

Interaction among the Programs

The program directors often commented during the year on
the value to them of project-sponsored information flows, program
to program. On the one hand, there were regulated transmissions,

passing through the central office, and on the other, relatively
free interchanges during the Project Conferences. In both instan-
ces, the inclusion of UCLA as a sixth training enterprise was of
cardinal importance. This program, highly systematized and
already in operation when TLGG began, as has been said, put more
information into the interdepartmental exchange than any other.
To formalize the transmissions through project headquarters,
an Internally Originated Item (IOI) Series was instituted, which
had run to eleven issues by the end of the year. For titles and
descriptions, the reader is referred to Appendix C. None of the
listed items was solicited; all were passed through the screen
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of our judgment at project headquarters, as to suitability for

the advancement of project objectives.

There were, to repeat, three Project Conferences during the
year. Whereas all three were probably valued most by the central
organizers for their structuring potential -- as occasions for
affirmation of mission and assertion of accountability -- they
were looked upon favorably by the directors, primarily as
opportunities for speaking to and hearing from one another. The
first time (in March, 1973), they were probably most interested
in sharing impressions of goal; and the second and third times
(in the following November and February), in a give-and-take
on trainers' experiences.

Interaction between the Programs

and the Disciplinary Community

Because of its design, as a branch of the society that
represents the community of professional geographers, the TIGG
could hardly have been better placed for promoting program-
community interchange. The thing of great worth that TLGG
brought in to the programs from the community was legitimacy,
or recognized status. Thanks to project sponsorship, each

director could regard his own actions as having, in a sense,
national and official significance. For example, all programs
and directors were identified by name in a special TLGG
announcement at the opening of the AQG'S Guide to Graduate

Departments of Geography in the United States and Canada for

1973-74, and notices on them appeared from time to time in the
AAG lewsletter. In addition, the project was represented by
the directors at sessions of the annual meeting of the National
Council for Geographic Education in the fall, and of the AAG

in the spring. Also in the fall, two of the programs shared
the platform at a regional meeting of the AAG.

What TLGG brought to the community from the programs was
evidence on the basis of which other departments of geography
could begin to form judgments. The question placed before this
public was whether teacher training of the TLGG brand appeared
feasible, and if sc, whether it looked desirable. It must be
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admitted that the means for delivering evidence were relatively
few and low in key, consisting almost solely of the presenta-
tions made at‘the meetings cited above. The central organizers
might be faulted for this, but reflection suggests that they
should not be: any more time and energy taken away from program
development for the purpose of evidence-production would have
been difficult to justify. (A full-dress report on the programs
and the project, to be distributed throughout the profession,

is planned for the end of Phase Two.)

Interaction between the Programs

and the Greater Environment

To begin with what TLGG was able to bring to the programs
from the greater environment, first mention must be made of the
support of the National Science Foundation. Not only as a mone-
tary subvention but also as a symbol of acceptance in honored
circles, this backing was ‘critical in "putting over" more than
one program as something that a departmental chairman would be
willing to authorize. To credit TLGG with attracting NSF's
support seems not unreasonable, since it was the national impact
possibilities of the project, which no local program acting alone
could aspire to, that had much to do -- to the best of our know-
ledge -- with NSF's willingness to invest in teacher training
by geographers.

The central organizers also brought in from sources beyond
the geographic community important expressions of contemporary
educational thought, particularly those pertaining to higher
education. To be sure, in each case of transmission the materials
concerned might have come to the attention of every director
sooner or later anyway, but they could not have served as a basis
for a growing common culture among the directors had we not inter-
vened as we did. Most of the transmissions were sent out as items
in the Externally Originated Item (EOI) Series, for a full listing
of which the reader is referred to Appendix D. Some, though, came
by way of IOI mailings, where the immediate author was a project
member who had summarized cr otherwise processed the thinking of




outsiders. This was true of IOI #10, for example, "A Review
.of Recent Reports on Higher Education."

It should be said here that although we of the TIGG
central organization passed on to our clients information about
the Keller Plan for science instruction (via EOI #11), we refrained
from any attempt during the year to align the TLGG programs with
the school of thought with which it is most often associated. This
school, as we understand it, holds that a revolution in education 1
at all levels is "portended by developments in electronics, notably
those involving the radio, television, tape recorder, and computer."1
Our policy called for learning about this view, especially as it
has been implemented in other NSF projects, and for planning
appropriate action in Phase Two of our project.

In small measure, the central organizers sought to induce a !
positive attitude toward the programs among university personnel
above the departmental level. This line of action was confined
during the year almost altogether to a single letter sent to deans,
emphasizing the exceptional character of the TIGG programs on their
campuses, and encouraging an optimistic view of their future.

Now, to close: what has TLGG brought to the greater environ-
ment from the programs? We have brought news, or better, reports
on performance from which non-geographers can draw conclusions as
to the practicality and worth of what our people have been trying
to do. Our addressees have been two, of which the first has been }
a new educational reform unit in a sister discipline, the Division 1
of Educational Affairs of the American Political Science |
Association. We have kept them posted on the programs almost from |
the beginning. They in turn have already disseminated some of ?
our information to political scientists through a feature story j
in the DEA I'Iews.2 - ’

1'I'he Fourth Revolution: Instructional Technology in Higher
Education, A& Report and Recommendations by the Carnegie Commis-
sion on Higher Education (lNew York: McGraw-Hill, 1972), p. 9.

2"Geographers and Economists Upgrade Teacher Training,”
DEA News (Winter, 1975), published by the Division of Educational
Affairs of the American Political Science Association, p. 5.
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our second addressee has been our sponsor, the Materials
and Instructional Development Section, Division of Higher
Education, National Science Foundation. By informing this
agency we have regarded ourselves as speaking to science
education in the United States at large, and beyond that, to
American society. Within three months of the opening of the
academic year we were able to provide Dr. Withrow, of that
section, with first-hand access to the program directors (as
they discussed their experiences in the previously mentioned
convention session of the National Council for Geographic
Education, in Washington, D.C.). A few months later we for-
warded a progress report, and now we are submitting this
retrospective view of an entire year's work.
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between learning and perfarmance objectives mxy at first eeem pedantic,
Rovever, since the process ef learning proper is never actually ebserved
(learning preper being an intracellular slectro-chsmical event) ve have
only the behavieral manifestatiens of these events as evidence of
. learning in conjunctioen with the diroctions of deeired change.
The fellouing are the 7eals and bchuionl/y.r{omnce objectives
established fer the Barkeley TLCG progras.

Goals |

1. Te ehare teaching expsriences and problems-vith others vho
are eixilarly involved, and to deal constructively with thess.

2. To gain insights into one's own teaching praotice and
eparging style.

3., Te Xeep abreast of eignificant i1ssuss which 1.late to college
teachirg, and to be informad en these. .

4+ To prepare for a future college tesching poeitinn,

Boheviore] Objectives

! At the end of this seminar each student should posa questions as to
W the following:

1. The avareness of his/her teaching strengths and abilities

2. Thoe ausreness of his/her shortceomings and the means for
dealinx vith these.

3. The capability of obtaining feedback from significant others
on his/her own teaching.

4+ The avareness of differences betveen your own teaching style
and practice and that of others. And the avareness of the
plausible justifications for those differences such s
differences in personality, eubject metter, traditions, etc.

S5, Expansion of range of teaching style and .strategles.

6. Indicate some means of continuing contact vith vital inputs
applicable to your teaching interests e¢o as to keep abresst.

The analysis ef the change in the attitudes of participants v . respect
¢
te these gcals and objectives wvas acceaplished by comparing the etatistical
meAn Tesponses to questiens on a pre-project questiomnaire vith the mean

responses fer identical questiens on a post-course questiennaire. The
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students responses ranged from a (=3), if the student vas strongly

disagreeing uith a etatement er an issue, 2 (0), if neutral er not
aure, and & (3), in the case of strong agresment. An example of &
typical question and the pre and post course response is:

Question: I presently bave adequate ekill in the use of the folloving
{natructional techniques tc be a gocod college level tdacher:
eelf ovaluation for teaching improvement.

Pro-course responsat (0) neutral/not eure

Post-course response:(2) agree

Clearly it can be inferred that takingpart {n the TLGG project aided
participants in developing & relative avareness of self evaluation of
teaching practices. The ability for the participant to undertake objective
solf analysis of his/her teaching practices is fundaxental to achieving
the desired change in attitude or awarenoss accordant uith the previously
otated goals and oblectives, This change in avareness is not a clein
that all or any of the participants have scquired ..n absolutn competence
er even rajor skill in meaningful self analysis, hovever, it is ebviows
that participants have advanced significantly in their avarensss and
confidencs in this aspact of the teaching role. ,

Apalysis of the data obtained frra the pre and post course questiennaire
provided evidonce that over the course of the pest acadenic Year the
participant had begun to evolye a carefully thoughtout “philesophy” ef
teaching and learning which could be applied to college level ipstruction.
Participants also indicated an {ncressing avarensse eof the major {nstructional
problems and linitstiens vhich college level teachers face.

The experience of an expanded teaching Tole, in addition to astsiens

of greup and individual ovaluation of teaching from both fellow participants

1
See Appendix One
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and faculty, lead to an expansion in the rangs of teaching stylss and
otrategles vith the partioipants besoming inoreasingly more confident
in their abilities. There vere expreseions of a feeling of a positive
cbangs in the ability to lecture and speak to large classes and a

very strong positive chanze in the participants! perception of their
ability te stivulate and conduct disoussiens and to direct one-to-one
independent etudy programs, There vas a similar growth in the avareness
of the significance of the teachers role in developing individualized
instructien and the evaluation sf student learning. In assoclation with
the iacreasing knovledge of the teaching role, participants indicated
that tvo of their urgent needs if teaching a geography class irmediately
aftor TLGG vould bo.to becozs mere evare of student problems and to

dovelep a distinct teaching style, These latter two concerns ere streng

advantage in the developwent ef go
TLCG participants vith the feeling
n0n~TLGCG prospective college teache
One area vhich the Berkeley pr
daveloping participant avareness or
self instruction, teaching via eudi
1s felt tbat this felling vas the
tos quickly and vithout eignificant
aspect of the program dealing vith
be expanded in the coming years.

PARTICIPANT ORIGINATED
TIGG

't_ evidence that TLCG participants experience & tremendous grovth in u_xo A messure of the vorth of any
®fe0ling® for vhat the teaching role. is, that 1s, psrticipants gained of the individuals involved. In o
considersble insight as to the teaching/lsarning process from the stand- persavore a large measure of studen
pelnt of the teacher. actirvities of the participants in

It is essentlel te stats cnce again that it is not maintalned that resourcefulrese ond a realization o
participants acquired an absolute proficiency in any ono are, hovevsr, progre=s vill continue to be found j
the expansion of knosledge and the evarenass of problems s ‘in itself population. Insefar as this is not
quits significant., Participation in the Berkeley TLSG Provided the but rather ef the progran in its en
vehicle vhich facilitated this increased avarensss, «o avareness vhich aotivities wvhich vill be of an onge!
often {» net acquired until the first tesching peeitien, and bes provided partioipants vill be discussed.
eignificant insights fer those vhe intend to pursus a teaching oareer. The participants of the Burks
This ®early in the carer® imsight as to ths reles and techniques used on 3everel Projects vhich developed
by toschers and learners is comtidersd by participants to be ef very real This sicczer graduats student and
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advantage in the development ef good cellege teachers’and bas provided
TLCG participants vith the fesling of an initial incressed ability over
non=-TLGG prospective college teachers.

One area vhich the Berkelsy pregran has had 1ittle effect in
daveloping participant avarenese or skille is in the use of programed
eelf imstruction, teaching via sudio-visual techniques and the media. It
19 felt that thia falling ves the result of exploring thess techniques
toe quickly and vithout eignificant depth oZ coverage. This partioular
aspect of the program dealing with media and prograxmed instructien, vill
be expanded in the coping years.

PARTICIPANT CRIGINATED PROJECTS AS AN ELEMZNT IN THZ
TLGG ETALUATION

A megsure of thv worthk of any enterpricre 1s reflected in the actlioms
of the individuals involved. In order fcr the Berkeley TLGS projfect te
perssvers & large moasure of student snthusissa will be needed, If the
activities of the perticipants in this past year!s program are indicative,
resourcefulnese and a realization of <he importance of teacher preparation
progra=s vill continue to be found in the Be.x'ke‘.ey graduate etudent
population., Insofer as this is not an evaluation of individual students
but rather ef the program in its entirety, saly these etudent initiated
activities which will be of an ongoing paturs involving future TLGG
pertiocfpants will be discussed.

The participante of tho Burkeley TLGG project are eurrently vorking
on several projects vhich develeped s epinoffs from the main TICG etruoture.
This sicier graduate etudent end TLGG partisipant Alsin Witeh vill camplets
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Aruitoxt provided by Eic:
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Y departaentsl alide library. This unique *library” will house & oollecticn
of slides copiad from the cellections of the Berkeley faculty, as vell
ss developed from otaer ecurces. This library wil) be a resource available
te all in the university cosmunity and will be extcmsively utilized by
TLGG participanis «s ® source for visusl ma.urials to esicompany thair
teaching. Thia resonos will allow participants te expens their teaching
etyles to include 2i{de presentation en virtuvally any subject ares. Mr.
Ritch recalved funding for this project froa the university, however, the
develement of this excellent resource had as fts point of inception
the TILG program. {
4 similar miversity grant vill allow TLGG participent Christopher
Exline te develop & comrss syllabus and lndeperdent learning sets for
use in the quantitative zsthods course. This project vill also include
an assessment of undergraduata students attitudes toward quantitative
techniques in beth & pre ard pest course questionnaire. i
In each of these casss the resources developed fram theso)gmnu
will be available Jer use by rext years TLGG participants. An.iuporunt
part of the sssessment of instructioa at Berkeley vill ccme fros &
TL3C project by perticipent Lavrence Handley. Mr. Handley's serding
questiennairss to recent graduates of the geography department in order s
te ebtaln &n everview of the teaching and learning eituation at Berkeley.
During the summer six cr the participants in this past yesr's TLGG :
prograa will be vorking to organize the activities of the coning year.
This planning involves developing & oourse program for 1974-75 and
presentation ef these idess and suggesticas te Profesecrs Reed ;zxi 'Palz.

®h=3e aotirities are mentioned because each rapresents a spinoff

O
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project frca the 1971-1974 TLGG. Each
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\mh_:\uo *library” vill house & collestion

1library uill be o resource available

project frca the 1973-1974 TLGG. Each of these projects will expand

the range and scope of activities participants in the coning TLGG program
may take part in. These spinoff activities reflect the essence of the
TLGG program in 1973-197, and are not reflective solely ef the actions
of ¢ few isolated studen:s,. for without the TLGG program as & focal puint

1t {s douhtful if any of these other projects would have bsen develeped:
B GG- CALIFORNTA GEOGRAPYY TEACHERS CCNFERENC

Cne of the fundameatal c;ncem of the National TLGG program is with
a sultiplier or "snowball" effect at is adding to the nmber of
institutional TL(S prodrams aout the country. Throughout the
course of 1973-7, it baca=s apparent that such & multiplier effect
eizht be produced on an intra-state level, servicing raster's degres
cendidates in California's ninsteen state colleges, who would be seeking
oozzunity collage tesching pesitions. This "snowball® pnsibuit{ when
added to the desirs to make California geographers aware of the Berkeley
TLGC progran was the impetus for holding a TLGG sponsored conference of
geozraphy teachers froz throughout Californis (Hevada was also represented)
in March of 197;. TIGG participants, other graduate students, and the
Berkeley faculty ccmbined to previde 140 geographers with an afternoon
begioning wita & lunchson (Professors Julian Wclpert, David Hooson, and
Jares Parscns a3 speakers) fclloved by group workshop sessions, and ooo-
cluding vith vine and cheese at Professor Daniel-Luten's home,

TLGG partioipants teok an sotive role in serving as leaders of the
afternoon workshop sessions. This role afferded students the opportunity

to interact with those actually {n the teaohing prefession and to begin

»
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to comsider and foroulate solutioms to problems facing the practicing

geegraphy teachers. Virtually all of the University of California, California

State Cellage/University and one half of the California Community College

cazpuses vere represented at this meeting. Those vho attended the conference

offered snppert fer en annual confarence of this sort, dealing Farely vitix

preblems of teaching and learning, to be iield at various campuses throughout

the stats. Ths Berkeley TLGG student participants and faculty supervisors

vere cormended for their leadership in bringing California Geography

teachers together expressly to work on tsaching problems. at the Vay

197, meeting of the California Council for Geographlc Education innual i

Keoting, Bakersfield, California.

DNSTITUTIONALIZATION

The issus of the institutionalization (integration into the depart-
mental Permanent curriculum) of the TLGG prograz at Berkeley can not be
considered until the complstion of the 197,-1975 project. Although the
cwrrent prograa is highly produ:tive and perceivad to be a success by
211 concerned, the fect that ouwr graduate astudent po.pu]ation vill
doudle (25 to approximately 50) next year means that the acceptance of
the projact by these psv studenis will be of critioal importance if . :
institutionalizatien is to take place. Institutionalization will be
tbe result of expressed student interest and dezonstrated student needs
and vill only come if the student population makes the faculty awvare of
the desire for the contimuaticn ef auch a program. The 1974=75 TLGG
project will hrxely determine if this ongoing student support vill be

generated, If the interest shoun by participants during tbs 1973-74 -rwc

Aruitoxt provided by Eic:
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pregran is indicative, the prospects of institutionalization appear reasenably

(ood.

_CONCLISIONS |

In conclusion it can be said that the Berkeley TLGG Program was
a success in influencing participants te beccme aubstantially involved
in the censideration of varivus teaching techniques and the teaching
role in genora.l. This program provided no great background in educational
theory but this vas net our goal, ve sizply vanted to induce prospsctive
teachers to ask critical qusstions regarding teaching ln;l lsarning and
to enccursge self evaluation. These aims are reflected in the stated
goals and objectives of the Berkeley program, and &3 has been demonstrated
by the results of the pre and post course quastiennaire,desired change
in behavior and expansion of teaching’strategios has taken place.

The Projects which have originated as "spinoffs® from the TLGG will
exzand the range of activities opon to next year's participants. The
existenco of these projects largely reflacts the influence of the TLGG
Prozran on genorating an interest and cozmitment to concerns of teaching
and learning.

The program for next year will be expanded to_ allow for greater
depth in coverage of cortain types of teaching and evaluation ‘techniques
vhich vers insufficiently covered during 1973-74. This prograa expans fon
will deal with the major criticism of tho Berkeley programs attempting

to acocuplish to0o nuch in teo short & time period.

The mest vital question conserning tho Berkeley TLGG program, that

of institutienalizatien, can net be answvered. If student interest centinues 1
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te grov aod participation i+ videspread next ysar, than institutionsliazation
Yecomes a possidbility. It will take the students comzunicating a desire
for such a pregrax o all members of the faculty in order for institution-
alization to be considered. The question of vhether the TLLG projeot
becomes & part of tbe psrmanent Berkeley curriculum will be ansvered early
in 1975,

=¥
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RANDCM SAMPLE OF STATISTICALLY
THE PRZ AND FOST CCOURSE

sStatistical
Quostion san
Scale
Strengly ¥ildly Ne

Disagree Disagroe Disacree No

-3 -2 -1

In oxder %o loarn subject matter, stud
1iks i%. .

I have psrscnally evolved a carsfully
nphilosophy” of teaching ard learaing
in college level instruction.
1
1 a= currontly aware of tho =ajor inst
probloxs and lizmitaticns which colloge
teackons feco.
1 protontly hsze adoquate skill in use |
follosing instructicnal techniques to
good collage level toschert i
. Locturing and spaaking to large cli
1
Stimulating and conducting dl:cu331
Direciing indopondont student stwﬂ
Devolopinz individualized instruct

Evaluation of stuient learning

|
‘ 1
‘
.
!
;
1

Self-avaluation ani teaching improf

|

If 1 vere touching a goography class n
nost urgens nsods would be:

|
:
To bacemo zore avars of student pr

To devolop a distinct teaching sty
|

;
s
i
:
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next ysar, thaa {nstitutionalization
' avlo RANDOY SAMPLE OF STATISTICALLY SIGNIFICANT RESPONSES TO
tudents cosmuntoating a desire THS PRE AND FOST CCURSE QUISTICITNAIRE®

faculty in order for instltutien~ 'SQt.ut:ztical p;pu:.(i:iosgio
uostion sample size:
of wvhether the TLIG project Scale

y curriculum will be araversd ear Strengly ¥iidly Neutral ¥ildly . Strongly
ly
Disagree Disagree Disasree Not Sure Agros dgree hgres
-3 -2 -1 0 $1 2 {3
0 P2R PBT

In ordar %o laarn subject matter, siudents uust {irst 0 +.8
1iks 1%,

"I have personally evolved a carefully thought out ~d +.3

nphiloscphy™ of teaching arnd learning whica I can apply
in collaze level instruction.

I a= currontly aware of Lho =2jor instructional 0 +6
probiczs and limitatiens vhich collogoe level
teachors feco.

I prosontly heve adequate skill in use of the
follosing instructicnal techniques to be a
good collage lewsl toschert

° Losturing and spiaking to large clusses -8 4.2
Stinulating and conducting discussicns +5 *1.6
Directing indepondont student stwdy +.3 11.5

] Devolopinz individualizod instruction -3 +.6
Zvaluation of student learning -2 oh
Self-svoluation and teaching improvement 0 +2.0

. . If I vere teuching a geography class next quarier xy

303t urgent nsods would bes
To boccco nore avare of stulent probiems . 0 +1. -
To devolop'a distinct teachizg style . 0 +.8
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Clark University TLGG* Evaluation Renort

There are four essential steps in evaluating the Clark University

TLGG Project.

1) a description of the program as it was developed during the year -
to provide the essential parts of autobiography of the project,

2) a description of the normative model presenting the basic concepts
that formed the substance of the program. Since the program had to do with
teaching and learning, the substantive content of the project should give
a base against rhich the program nay be evaluated,

3} a corpar{son of the performance withi;n the program with normative

mocel to describe successes &ne short-comings of the project,

4) plans for next year as a result of what has been learned in the

past.
™ The follouing, then, is a formulation of the structure, content, and

i
cp performance of the project in terms of these four nceds.

The Structure
The TLGG Program at Clark began with the eight student participants

enrolled in a course entitled Geographic Vays of Knoing, All incoming

* graduate students were also enrolled in this course. The objectives of this

course for both incoming graduate students and TLGG participants were to:
1) acquaint participants with the process of naming anfl metaphorizing
as part and parcel of scientific activity,
2) encourage group cooperation and shari'ng {n learning,
3) discuss the dialectic of individuality and group consensus, and

4) relate these issves to research and learning within the comunity

of geographers.

* Pproject on Teaching and Leaming {n Graduate Geography - a project of the
Association of Arerican Geographers supported by the National Science
Foundation.

LRIC
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Yark began with the eight student participants
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1led in this course. The objectives of this

te students and TLGG participants vere to:
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scientific activity,

atfon and sh%ring {in learning,

of individuality and group consensus, and
research and learning within the cormunt ty

-

ming {n Graduate Geography - a project of the
raphers supported by the [lational Science

After the first seven weeks of Geographic tays of Xnoting, the

TLGG participants met in 2 group apart from the incoming graduate students.
During the next seven weecks, participants bagan evaluating the activities
of the first seven veeks and developing activities that attempted to trans-
late some of the emerging notions about fearning and the nature of kno-ledge
{ato specific learning experiences.

Ouring the winter jntersessfon, there was one evaluation session
of the Geographic l‘ays of Knowing course in which both the first year graduate
students and TLGG fellows participated. This session focused on tthat indivie
duals felt they had learned and how they had tearned it. Further, it gave 2
farum for some participants to discuss their frustration with an¢ insights
into hou the activities and games played in the course were related tc the
product and process of geography.

Ouring the second semester, members of the TLGG program sx:t with
Irving Schuartz as individuals and in small groups for clinical sessions to
discuss particular teaching experiences. particular- attenticn was paved to
evaluation, one and tip w3y comunication, student-teacher roles, stufint-
teacher satisfaction s:ith laboratory s{tuations and curriculun develorment.

During the second semester, also, 311 TLGG participants had specific
One participants taught a course at another college.
Others

practicum assignments.
Another was responsible for practicum in undergraduate education.
served as teaching assistants within the School of Geograchy, vhile still
others worked in a variety of curriculum projécts.

Finally, during the sugmer, members of the TLGG group met to eval-
uate the eatire year's experience and to articulate a set of ideas and

understandings that were derive‘}d from the program. The normative model
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and future plans dascrided telos resulted from these discussions.
The Normative Modol '

The process of building the normative model w:as carried out through
discussfons among participants in the project during the month of June, 1974.
The sodal consists of seven general principles that our participants feel to
be of prire immortance in the coastruction of learning experiences. They
are not presented bere in any special order of priority of importance, ner
are they rutually exclusive. They do, norever, represent a consensus of
opinion as to thke essential clemeats for maximum learning.

1) Llearaing exgeriences should exphasize non-competitive learning
struclures.

There has been considerable resistance to this unamended statement
by a nuwler of participants for it is felt that ccrpetition {s a norral,
healthy and interesting aspect of humen experience. Cn the other hand, it
was felt by all participants that in traditional classrcoms there has been
little erphasis upon coonerative techniaues. Because of an emnhasis upon
personal achfevement as reflected in grades, learning in school has usually
teen viemed as en individual enterprise. Cooperation has frequantly been
equated with cheating. As a result, learners in classroors losélﬂle povierful
resources offered by their corpanions in the learning)venturc. furthermore,
ccatinued cemparison of one learner with the achievements of others tends to
work to the disadvantage of thoso vhose performance fs les; praiseworthy.
Such students begin to define themselves as durb. Taey are diminished in
torms of their on self respect, and as a result, they drop out of the leamn-
ing process with alarming freauency. For these reasons, all participants

feel that structures should be developed in vhich skills of cogperative

00063 -
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tearning may be cnhanced. Tais is not to say that competitiveness shouid
be squashed. It simply says that cooperation in learning should % encouraged.
2) An important aspect of any learning situation pays attention to
alternative vays of knouing.

This notfon simply argues that teachers should seek to develop an
ability to sce alternative solutions to problems and alternative stractures
of knotledge. In one sense, this notfon derfves from tuc idea .that learning
{s facilitated \hen constraining dogma is questioned and statements of alter-
native structures arc encouraged'. It has to do with the notfon that creati-
vity is enhanced vhen alternatives can be defined, Indeed, it is this creatf-
vity that all participants agree should be an {ntegral part of any learning
program.

3) A lcarning program should increase and legitimatize the feeling

of delight that accompanies understanding or fnsight.

This idea seems to energe from thz personal experience of a majority
of the participants {n the project. In a traditional school system that eme
phasizes the seriousness of dogged pursuit of truth, that reuards diligent
hard work and brings joy and delight within the purview of hedenism, the
natfon of a legitimate delight in learaing seems to be a somcwhat radical
idea to vhiciSall participants are 111ling to subscribe. It is felt that
it is this delight that becomes the porerful mativator for further learning
and is requisite for developing the drive and desire to learn,

4) Studeats suould complete tu:: learning experience with a senye

of comsetence -- & confidence on one's oun ability for self-

actuated learning.

fow Students are able to mithstand the fruscration of coming to

know the unknown gripped by the fear that their efforts are 1fkely to end in
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failure. Cornfidence in one's adility to learn, along vith the exncctation of
delight that comes with understanding, becores 3 strong rotive for continued
learning activity. Consequently, narticipants feel that teachers should con-
sciouwsly seck ways to help students cevelod their ovn sense of comnetence --
their on seif-respect -- as an integral part of their teaching strategies.
5) A learniag program should develop skills in the communication
of not only rationzl fdeas but croticnal states as weil.

The corrunication skills required, of course, {ncludes the ability

to convey onc's ideas clearly with sensitivity for other's exnerience and

0T-v

. better waderstood is an intellectual skill of grez* irportance.

structure of knouing. In-addition, the art of listening, holdina in abeyance
one’s am prediiections and atternting aggressively to understand another's
pesition is of first importance, Finally, an ability to give feecback, not
only in the form cf criticisns of ideas, but in terms of the process of
communication s also included among these skills. These clements are, of
course, essentials in any two-vay communicaticy system, and while most merbers
of the group place sore considerable importance on one-ray commnication skills
(e.g. lecturing), all support the notion that tiwo-uay communication is a power-
ful too! in the process of learning.

Anotiier aspect of communication skills has to do with skill in asking
questicns. To ask questions, to refine such questions as solutions develop,
and state them in the context of another's experfence so that they might be
It is taken
here as ¢ skill that should be consciously pursued in the act of teaching.

6} There are subject matter objectives that must be defined by
- the teacher as he constructs learning experiences. ,

¢t {s fair to say that most of our participants agree to disagree

on what the subject matter content siould be in any given course. Al would

agree, hotever, that the criterfa for what the course content should be should

ERIC

Aruitoxt provided by Eic:

- o

include that it be intellectually ho
for the intellcctual devoloprment of
7) A learming program should h
.the development of a learni
The development of a commun
cipants as an important way to eari
fndividual students. Such 8 .communi
tive fdeas may be introduced into th
cism and evaluation of {deas, and it
promiscs to increase the volume and
{nformation that may become part of
vorry about group learning becoming
that recognizes the power of {ndivi
learning program. :
These seven principles, t!
specific objectd ses of the TLGG pro
tive rodel against which the cvents
its vorth, }
The Evaluation
This section consists of
Eichen, a participant. It was vrit!
participants and has bean revieved {
Marc's evaluation follows: !
The normative model ve hi
it, of seven parts. He-would eri
course here at Clark) to experfen
(2) the possibility of alternat{




«5- . . : 6

iility to learn, along 1{th the e
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ntegral part of their teaching strategles.
’ 9 ’ The development of a comrunity of Tearners {s seen by most parti-

d develop sk111s {n the comunication . .
cipants as an irportant way to enrich the menu of resources availadie to

as but ereticnal states as well. individual students. Such a community enhances the likelihood tiat alterna-
required, of course, Includes the ability tive ideas may be fntroduced into the process. It orovides a forun for criti-
sensitivity for other’s exrerience and cism and evaluation of ideas, and §t makes possible a division of labor that
» the art of stening, holding in abeyance promises to increase the volume and varfety of external sources 2¢ {deas and

ting aggressively to uncerstand another's ¢ .
Y : information that may become part of the experience. Ihile some participants.
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comrunication system, and while most menbers These seven principles, then, may be taken as a statement of tie

le importance on one-v:ay communication skills specific object! /s of the TLGG project at Ciark and as such becomes the norre-
notion that tro-uay communication 1s a power- tive model against which the ecvents of the program may be compared in Judging
na: {ts vorth.

{cation skills has to do with skill {n asking
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’ " participants and has bean reviewed and approved by all neonle who trere {nvolved.

sciously pursuad in the act of teaching. Harc® Juation follows
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objectives that pust be defined by The normative model te have built for TLGG consists, as I understand
ts learning experiences. . {t, of seven parts. te would Hke people fn the TLGG project (and in the core
t of our participants agree to disagree course here at Clark) to experfence: (1) & non-comnetitive learning situation, |

should be 4n any given course. A1 would (2) the possibility of alternative ways of knaring, {3) delfght in knaeing
for what the course content should be should
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socething, (4) the feeling of competence, rather than arrogance, in knowing,
(5) an increased facility vith comwnication skills, () some agreed upon .

content, f.e., what ' know as geooraphy, and (7) davelon skills in groun

learning. 1 t:111 try, in the paper to follo:, to assess and give examples
as to “"where we're at® regarding cach of_these seven normative criteria.

There seem to be two perspectives as to vhether or not the TLGG
did encourage a non-competitive leaming sftuation. For myself, [ felt very
at ease and non-corpetitive. Taerc scomed to be a relaxed atmosphere in the
_core course and that extended to sessions outside of class. I am comnaring
‘this to my experience {n England where no one told anyone uhat they were doing
for fear of plagiarism. 1 am also comparing this with oy other experiences
in u;e core course as an intro to Graduate Ccography at Clark. Perhaps my
feeling of non-competitiveness {s also partially due to my position as a third
year graduate student. I uas not one of the pecple vho jJust arrived at Clark.
1 kne the rules and the ropes, vhile those neople in the core course here for
the first time did not have the knouledge. The second perspective on the non-
corpetitive criterfa emphasizes the nemess of the situation and the resulting
intrinsic competitiveness. This {s associated with tho stranganess of a new
environrent for incoming graduate students. In a stiange s{tuation where
success plus a positive self image are isportant, participants tend to be
self conscious in their atternts to establish themselves. This vas the case
fnitially in the core course. For most participants in the core course {166 i
rerbers included), harver, the situation became less competitive as the course
progressed. This r:as rentioned particularly in the evaluation sessions at the
end of the course {January) and during the follawing summer.

The ability to see altermative ways of knoting vras partially succese-

ful. The use of the "Schwartz BoxeS™” was an expioration in see¢ing alternatives

O
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and maching a ‘consensus. This was useful for me, but I think less useful

to othc;i's. I had the feeline during that me‘eting that members of the class
vere alternatively confusad and bored. Peojile vere unsura “vhat the hell
this was all about", or “wvere we not {1lustrating an ohvious point*., Vhile
the point {s obvious (people do and should have the opportunity to tee things
fu different ways) 1t is one vhich i must leamn over and over. Thus, I found
the exercise useful.

Throughout-the course I felt the delight in learning som:thing. Yet,
the feedback I was getting from others {ndicated they vere feeling confusion
and anger rather than delight. In the evaluation session during January,
menbers of the course said they ¢id indeed feel somewhat elated at learning
something which they believed to e importent. That came as a pleasant shock
{ft felt good). ’

Hore than perhaps any other objective, I sense people felt some
competence rather than arrogance. This congietence vas due partially to knowing
and partially to realizing that you, like everyone elsc, didn't knoz very auch.
In this the core course 1:as a great leveler. Evervone felt eoually confused
and thus when the confusion.]lifted thcy sawr the sense that it lifted tarough
group effort. This vas narticularly the case after people rea¢ Brono'ski and
Kuhn. Things startcd to make.sense. Things mede sense, collectively.

It 1s diff{cult for me to assass to vhat degree ;;ecple‘s communica-
tions skills yvere improved. If nothing else, the mere being together {mproved
the abil{ty and yi1lingness to speak and lfsten with one another. Yet I vonder
to uliat extent this tould carry over to other situations and »rth other neople.
There are ways of overtly teaching communication skills and {f that {s that ve

are after e could usa these methods, e.g. listening without speaking, repeat-
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{ng the othar's message, criteria for giving good feedhack, and so sn. If we
define the content as vhat t:2 know to be "hard core” aeography th;'n only the
sessions thich introduced the faculty provided éhls content. If, hovever, e
cee the content as the five aforementioned normative criteria then entire
course, and perhaps the entire year, focused on such content.

tiore generally, 1 felt a coming together of the graduate students
in many important and real ways. PecPle, perhaps for the tirst time in years,
are playing together and drinking toipther. There is a sense of group worth
and a sense of either "making it together or not makirg it at all.® This,
ft seecs to me is an extremely important offstoot directly velated to the
core course experience (in the January evaluation séssion this was particularly
rentioned and attributed to the core course). This sense o sonmunity 1s
evidenced not only by being together but also by working togather. liore nov
than at any time I can remember, people are finding others with commen {nterests
and working uith them on problems of mutual import. Yhile it is particvlarly
difficult to say whether this sense of community 1111 continue throughcut the
graduate expgrience and then after, it 1s a lzige and meaningful step in the
right direction.

The Future
One of the things that derives from the foregoing fs that duing

this past year's project we dealt primarily uith the nature of learning and
the problens of knoledge in a some-hat abstract and indirect manner. That
{s, e dealt with the concepts as concepts developing them through various
sedia such as games, sln;.l‘latlons. reading assignments and discussions. Each
concept was somevhat disconnected although there 1as an attempt to put things

together as ve went along. Through our discussions {t was felt that the

O
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opportunity to find unity in the conclptual content of teaching and learning
could be irrprove:j upon in future programs. It was ‘felt that next vear's pro-
gram should get at essentially the same notions in essentially the same struc-
ture, except that the program be developed around a sinqle specific question.
That question must have implications for teaching and learning, must be auto-
biographical in the sense that it is personally relevant to each student, and
that it should lead to the development of skills in communication and community
development.
The question selected can be stated somevhat crudely perhiaps in the

follaing manner. Mot does a student evaluate himself in terms of where he

has baen, wvhere he fs, and vhere he ants to go. In one sense this process is
integral throughout a student’s graduate career. The question imnlies a develop-
ment in each individual’s learning of a structure of knowing, 3 sense of the
process of coning to know, and a sense of problem of vhat may be. It implies

a serfes of questions which, if dealt with on an indjvidual level, gives oractice
{n a number of the leamning skills impliied in the norminftive model. The ques-
tion rould have each individual ceal autobiographically -rith his cin experience,
his past traiaing, and its effect upon his understanding of geography, his om
value sets, his sense of ccrpetency. It {icplies the uriting of his specific
autobiography -- events in his life vhich have meaning. Specific questions may
derive from this activity from vhich data useful in considering the art of
teaching and leamning may be obtained. For example: (1) Iy did I decide

on an acacemic career? (2) ihy did I decide on geography? (3) Vhy did I

decide to come to Clark?
Secondly, the auestion fmpliec an evaluation of Clark -~ 1ts resources

(e.g. libraries, support harduare, faculty, other Students, atsosphere of .
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freedon, 2 sense of coemrunity). Consiceration of this kind of an evaluation
opens up arcas of developing ways ta utilize resources, to develop community

building skills, to learn how to dlumd resources fthin the environment.

ﬁnd. third, it fmplias dealing s-ith the nature of exnectations and H
hot goals are derived and changed as learning progresses. Within this context,
e vould hope to deal with prodlems of crcativity, the pursuit and structuring
of knowledge, and tha implications of these insights in the eonstruction of
learning exgariences for others.
1'e vould expect that the foregoing :rould serve multiple purposes.
One, we would expect that tiie program would start ag student on his graduate
career, arare of his om place in the community of learners and to see his {
learning as developrental process over 'mich he has sore control. Secondly,
we see the sharing of those considerations as opening up vistas to the nature
of learning viich may be exploited in the development of teaching practice.
Finally, the personalization of the problem is expected to give a base for the
{nternalization of the content principles of the program as exprassed in the
norminative model, and in addaition to be an intrinsic part in the development

of the Clark learning comunity.

In short ve would ask incoming students and TLGG graduate students vho
are at a second or third year level to deal with the question of evaluation
from botl; the personal and group context. The burden of structured and non-
structured Interviews and questionnaires {11 be a heavr on2. qurcnt graduate-
students, faculty, students who have been at Clark and have left, and students
vho were accepted at Clark and vent elsevhere will be involved. Faculty per-
ception of faculty, student perception of faculty, facultg perception of students,
student perception of other students and faculty percention of other faculty

are cosplex and sometimes threatening areas in which to delve. Yet these are

O
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and capacities in the context of the ¢
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Hrile self learning vill te {
of the results are expected to be put {

process of group learning.

Studcnts Interests !

tlarc Efchen - Political

fiyrna Creitvart - Social

kichael Godkin - Social

Elliot llessler - Paysical & Pesources

Gary Kessler - Cevelopment

Farron Vogel - Development ¢ Agricultu
8111 Remrick - Physical & Environment

Ken Gelman - Urdan & Social

Paul Oberg - undecided
Sisca Viarstra - Geographic Education

Faculty ‘Involved

Duan2 Knos
Saul B. Cohen
Irving Schiartz
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basic to a genuine assessment by the {ndividual of his o expcctations, needs
and capacities in the context of the characteristics of that system knon as

an innovative departrent.
Hiile self learning will te the major coal of this activity, part

of the results are expacted to bz put into publishable form to promote the

procass of group leaming. .

1974-75 Assianments

Studcnts Interasts

{larc Eichen - Political Rescarch Fellow

tiyrna Creitvart - Social Instructor - {on caznus - off carpus )
tiichael Gockin - Social Teaching /ssistant
E1l4ot tessler - Physical & Pesources Teaching Assistant
Gary Kessler - Cevelopment Pesearch Felloy

Farron Vogel - Development ¢ Agriculture Research Fello

8111 Rersick - Physical & Environment Yeaching Assistant

Ken Gelman - Urban & Social pesearch Felloy

Paul Oberg - undecided Teaching Assistant
Sisca Viarstra - Geographic Education ceceameon
Faculty Involved

Duane Xnos

Saul 8. Cohen
Irving Schirartz
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THE COLORADO PROJECT ON TEACHING

AND LEARKING IN GRADUATE GROGRAPHY IN TRANSITION

by
A. David Hill

April, 1974

In the Introducticn to a description of the Colorado Project on Teaching
and Leaming in Graduate Geography (TLGG), I wrote:

« « .As geographers we presume to address geofraphic problems
scientifically. Ve also need to learn to apply our enalvtical
skills to the problem of systematic teacher preparation because we
see the responsibility of teacher training resting directly on us.
It is clear that we have much to learn about this problem and, as
with the geographic problems yit}\: thch we commonly deal, we know
we nust expect trial and error-before we arrive at a workable design.
+  Thus, ve present this progran design as our initial hypothesis, our
first approximation to a solution.

“The University of Colorado Department of Geography
Progran in Geofrachic Education," July 1, 1973.

If those words constitute more than customary disclaimer, then our initial
prosran design and its assumptions must be re-exarined in the light of our
experience with the program. Thus, the purpose of this paper is to critique,
with the benefit of seven months' experience directing our propram,certain
assunpticns and cesign elenents described in the July, 1973, statenment. The
caver does not exhaust all that should be said about our profiral, €.f..., it
does not include all evidence of "successes” or “failures,” nor the activities
and experience of individual participants. Rather, its scope is limited to
reflections on Socme problens of copnitive dissonance encountered with the
introduction of this new program and certain shortcomings in its operation.
Finally, a few changes are sugzested.

The Original Design Principles

The Orzanizing Princiole

In the July statement, I said systematic training in peopraphic education
was to be an Integral part of the Department's graduate progranm. The organizing
principle held that feonraphic education was to be a specialty in which students
misht attain varying levels of knowledge, skill, and exverience in the procssses
of teaching and learning geograohy. (This was the distinguishing feature of
the Colorado program. Nons of the other four original TLGG progras designs
ex=phasized geographic education as a specialty.) Underlying our organizing
principle vere the following thres assusptions.

Q

. T
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\h:CT Of TEACKING Fitness to an Existing Departmental Structure.--Since the TLGG orokram was an .
o Innovation, I thought its accepiance would rest partly upon the degree to which
GROGRAPHY IN TRANSITION {t= design was compatible with ex{stinz Departmental Ztructums. In our Depart-~
ment, the Ph.D. student is required to offer three specialties, or sub-fields,
on which to be exanined in his Comprehensives. This requiremant could presumably
accozmodate any acceptadle sub-field. For example, vhen new faculty menbers
have joined the Department, it has been customary to view their teaching and
research interests as also appropriate for fraduate students to specialize in.
Thus, the Department has added variety to its graduate offerings. By declaring
geopraphic education a specialty, this field was recognized as lying within
the competence of one or more of the faculty. (Of course, “Educational Geograohy”
has long been included on the AAG specialty 1st.) .

-
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fon of the Colorado Project on Teaching

}, I wrote:
add - Fitness to the Interest and Cempetence of the Facultv.--It seemed defensible that
ress geopraphic problems Reopraphic education could be consicered one of The specialties of the Departrent.
eam to apply our enalvtical At least four fachlty members--Deyer, Helburn, White and myself--had deronstrated
: t?‘?h" preparation because we professional engagement with this sub-fleld. Both Helburn and White were key
raining resting directly on us. figures in the AAG's High School Geopraphy Project. Bever and I had been exper-
earn about this problem and, as imenting with alternative instructional models and had been reading and publishing

which ve c?cnonly deal, we know on geographic cducation. None of us had formal schooling as educationists, but
ore ve arrive at a workablg desizn. Helburn, Beyer and I had named this as one of our specialties in the Department's
zn as our initial hypothesis, our section in the AAG Guide to Graduate Departments of feoprachy. ¥e wanted to

! . direct graduate students who sought training in geograpﬁxc education and ve felt

competent to do so.
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_purpose of this parer is to critique, identify types of persons fitting a structure c€ levels of expertise §
ience directing our profran,certain or leadership. There are those who (1) have a basic familiarity with
[ xn.the July, 1973, statement. The the speclalty, either through one or two graduate courses or through
be said about aur pronran, e.p.y it less formal training; (2) those who have sufficient interest and
esses” or "failures,” ror the a_tctxv!t!es special training to teach courses and so research in that specialty;
1ts. Rather, fts scove {s limited to and (3) those reccgnized leaders in the specialty. Ve asjune that
ive dissonance encountered with the * the higher the level of graduate training achieved in the specifalty,
rtain shortcomings in its operation. the higher the probability of achieving leadership in that specialty.
. Our design then applidd that assumption to the zeographic education specialty,
1 Design Principles as follows:
Figure 1
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7o sumarize, the program's organizing principle asserted that: (1) an
existing Departnental structure coul2 accommodate additional graduate specialties,
(2) geogravhic education could be such an addition because it was both long
recognized by tha AAG and was within the interest and competence of one or more
of the Department's faculty, and (3) as in any other recognized sub-field, a
etudent could attain varying levels of spacialization and expertise in geographic

education,

The Zehavioral Princival
Having stated the intention to prepare graduate studeats to fulfill increas-

ingly specialized roles and functions within geographic educaticn, the desiga
then Cescribed Frank Xoen's tix dimensions of college teaching, namely, content
mastery, course design, managemant of leaming skills, interpersondl comaunications,
self-evaluation, and pmfusi::\auutionlsocialization. Qur statement described
'(‘(;;neu]). Behavioral Objsctives” corresponding to each of the six dimensions

R 2).

Figure 2

.

Training Dimensicns General Behavioral Obfectives

1. Content Hastery

The student will be able to demonstrate his*
xnowledre of the subject matter of geopraphy at
the level cdenanded by the Departrment's faculty,
and will be able to articulate the relevance of
the subiect matter to students, self, and society.

The student will demonstrate his ability to or-
ganize the subject matter, to design and plan &
gecgraohy course, to establish instructional ob-
jectives, to prepare advanced organizers for these
such as syllabi, etc.; and will be able to articu-
late Supportable rationales.

2. Course Design

The student will demonstrate his affectiveness
using a variety of presentation skills and his
command of & wide range and flexible repertoire of
teaching strategies and will be able to articulate
supportable rationales for their use.

3. Nanagement of
Leaming Skills

The student will demonstrate ability in using in-
terpersonal communications skill and will be able
to articulate suoportable rationales for its use.

%, Interperuonal
Coemunications

The student will demonstrate his ability to svs-

5, Self-Lvaluation
tematically evaluate his own teaching effectiveness.

6. Professionalization? The student will demonstrate his knowledge of insti-

Socialization , tutional practices, ganiliarity with structures and
functions of professional organizations and socie-
ties, his ability to articulate explicitly his per-
sonal educational philosoohy, etc. :

#hare, and throughout the remainder of this document, pledss pread "his or her"
wherever "hie” appears.

Q
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The-progran was designed to train students in ell aix of the sbove dimen-
sions according to the principle that the depth and degree of training experi-
ence with all dimensions would increase by training levels. Redating thig con-
cept to the Department's Ph,D. program requirement of three specialtias yielded
the following expectations of levels of commitment, {nvolvenent, and -competency

(Figure 3).
Figure 3
GE Training
Level Depree of Cormitment and Specialization

o Each entering graduate student will, in Geography 501, have the
option of working {n a 2-3 week wnit in GE.

1 Approxinmately 2 senesters® of preparation in all 6 training dis
mensions with both theoretical and applied experiences. Ph.D.
candidate offers 3 departmental specialties for{éqnpnhensive
exzn other than in GE, e.8., quantitative methods Jurhan f20-
graphy, etc.

2 Approximately 4 semesters® of preparation in all 6 training di-
mensions with both theoretical and applied experiences, GE is
offered as 1 of 3 specialties for Ph.D. comprehensives, but dis-
sertation is in one of the other 2.

3 Apcroximately ¥ to & semesters? of preparation in all 6 GE

training divensions with both theoratical and applied experi-~
_ences. CET is cffered as 1 of 3 specialties for Ph.D., compre-

hensives and dissertation is in GE.

¥ 7 Vsemester of preparation’ means somé but not total cormitment of time on
.the specialty during a semester, €.Z., & practicun experience, such as a TA ship,
might be combined during the same semester with vork in other departrental spe-

cialties.

Our behavioral princiole had the following underlying assumptions. Assess
the Joh for Which You Are Training Studentse-We tried to snswer the auestion:
What is it that college reography teachers should know and what should they be
prepared to do? In Yarch, 1972, the Departnent's faculty and graduate students
generated a set of items in response
{n Kansas City at an AAG vorkshop in April,1872, to which the Department sent a
tean of three. Frank Koen, a staff member for that workshop, had in orevious
research and writing provided an inclusive categorization of these sets, and it

seemed appropriate to use his "six dimensions."
--An assesspent of the functions for

Tell Leamers what is Ex cted of Them,
“hich training is intended suigests that one might be able to describe some things

he is ready to perforw

a student should be able to do in order to demonstrate that
those functions. Furthermore, the literature on behavioral (also perfomance or
{nstructional) objectives stresses the importance to the learner and teacher of
knowing in advance what outcomes are expected f
{nstructor must havs a clear idea of his instructional cbjectives before he can

design a course of instruction that can efficiently p

to this question. Other sets were developed

rom the instructional program. The

roduce the intended outcomas.
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The student leams best when he understands in ddvance not only what Is expected

of hin but also why and how those expectations have been formulated. Behavioral
objectives also aid the student in deciding whether or not he wishes to comnit

his time and effort to the program, Also, they may serve the student and instyuctor
in judging where they are in an instructional sequence. Too, they may help in
diagnosing strengths and veaknesses of both students and the program. Finally,

they help to eliminate the chance that the student vill be judged on arbitrary
and hidden criteria.

The behavioral principle simply avows the importance of goal-setting. When
properly practiced, Roals are stated in such a way (carefully described behaviors)
that one knows when one has attained them. This principle cautions against the
condition that "if you don't know whare you're going, any road will take you there.”

The Open Classrocm Principle

Twelve "progran activities” were described in our statement. These were
available courses, teaching opportinities, and other sugzestions to the student
of resources and mechanisns which they might use. The list was not meant to pre-
clude additional activities, and no sequence was required, although some
activities were ceemed more appropriate than others for advanced or beginning
students. The statenent read:

.« Jfmhe activiti_es] are designed to offer the student oppcrtun-
fties to ::{pex‘ien(z. during his graduate training, greater respon-
sibility and autoncmy, and to be progressively rewarded as well--
to allow hin to move from beginner to professional status. The
activities®reFlect the philosophy of individualization, é.e., No
single set or vequence of activities will be prescrided for all
students--it is likely that no two students will follow precisely
the sane progran. . .

The phrase "open-classroon” is, of course, used mataphorically here, since the
orograa is not a single course but rather consists of leamings in many courses
.and non-classroor situations. The phrase was not used in the program description,
but it does nevertheless carry certain intentions that were implicit in the dssign,
as ventiored below.

Enccurage Individualization.--fach student has a distinct set of needs, abilitias,
and experiences. Some nay have already had consilerable teaching experience, while
others have had none. Sone may have read more widaly in the area than others. A
tudent's progran should be carefully desipmed to meet his considered
needs and abilities. Mo single set of sequenced requirensnts would be ideal for
all students.

Encourage Student Choice.--To be able tc chosse, the student must be cognizant of

3 set of available options. By experiencing choice, ha both increses his abilities
to rake choices and is more likely to be motivazzd to pursue the .ine chosen because
he magde the decision. By encouraging studsnt clioice, the faculty is saying,

in effect, we trust you to make good choices; this rassage, in tum, tells the
atudent ha §3 vorthy, The fesling of self-worth is crucial to one's leaming
ability.

.

o I B

. ({3

Encourage Growth and Develo! ment . --Indiv
But may not be sutficlient for the open
they may operate without challenging the
leerning, outoncmy, and responsibility.
his om internal motivaticn for and moni
also svarestimate or widerestimate his
{bility of the faculty to help the stude!
enccurage him.

I have naid that the open-class
indivicualization, student choice, snd
program based on this prinziple will al
that are best-suited to their individua
through the achieving experience, a8 sen

Another principle should be menti

it applied to both the behavioral and t
aimply the old adage: “practice what yo
should modal what you consider to be im
0od geogranhic education. £ one cons

B e objectives o be an import
progran to prepare teachers should enphi
principles are judged conducive to lsary
and practiced by the teacher preparati
the operation of such principles, he is
own teaching on the basis of his own cr

Critd

Don't expect everybody to follow
Yes. But I think that sentence should
TLGG program director. 1 have been rem
months. It is so easy to fall in love
tg face the fact that others are not eq
must live with some ccgnitive dissonang

Take the case of the organizing
geographic education was to be viewed 4
attain varying levels of expertise. I
or tejected it. But I do have more re
1 was first designing the progran. I
these reservations.

Hierarchies, When Explicit, are Threat
this hvpothesis? Fipure 1 gives zn ex
geographic education. At least one g1
that some students would be classed abf
suppose it {s possibdle that some peopl
might reject the entire concept of ge

Q

LRIC




ctations have been formulated. Behavioral
ciding whether or not he wishes to comit
Also, they may serve the student and instructor
ctional sequenca, Too, they may help in

f both students and the program. Finally,

t the student will be judged on erbitrary

avova the {xportance of gosl-setting. When

{n such a way (carefully described behaviors)
them. This principle cautions against the

re you'se going, any road will take you there."

described in our statement. These were
ties, and other sugzgestions to the student
y night use. The list was not meant to pre-
equence was required, although some

te than others for advanced or beginning

d to offer the student opp:rtun~
raduate training, greater respon-
preiressively rewvarded as well--
r to professional status. The
of individualization, é.e., no
{es will be prescribed for all
o students will follow precisely

Tse, used mataphorically here, since the
her consists of leamings {n many courses
ase was not used in the program description,
intentions that were implicit in the design,

dent has a distinct set of needs, abilities,
had consiserahle teaching experience, while
ad more widely in the area than others. A
designed to meet his considered
sequenced requitements would be ideal for

to choose, the atudent must be cognizant of
encing choice, he both increases his abilities
be motivated to pursue the line chosen because
student choice, the faculty is saying,

ices; this message, in tum, tells the
self-worth is crucial to one'a leamning

o -

. (6)

Encourage Growth and Development.--Individualization and choice are necessary
But may not be sufficient for the open classroom, since it is conceivable that
they may operate without challenping the student to move to higher plateaus of
leaming, autonomy, and responsibility. The student may be presumed to provide
his own internal motivation for and monitoring of his progress. However, he may
also everestimate or underestimato his readiness to move on. 1t i{s the respons-
ibflity of the faculty to help the student diagnose his progress and .4 properly
encourage him,

I have said that the open-classroom principle means the encouragement of
indivicualization, student choice, &1d personal growth and development. A
progran based on this principle will allow students freedom to learn in wavs
that are best-suited to their individual capacities and needs gnd will develop,
through the achieving experience, & sense of self-worth,

Lo

Another principle should be mentioned, and I have left it for the end because

it applied to both the behavioral and the open-classroom principles. It is
simply the old adage: "Practice what you preach," Translation: Your program

should model what you consider to be important and positive characteristics of
good feoprachic education, 1f one considers, for exanple, the careful explication

of Tearning objectives to be an important element of good teaching, then a
program to prepare teachers should emphasize this in its design.

and practiced by the teacher preparation program, If the student has exoerienced
the operation of such principles, he is more likely to transfer them ints hie
own teaching on the basis of his own critical examinations of them.

Critique
Don't expect everybody to follow your logic and interests: Self-evident?
Yes.
TLGG profram director. I have been reminded of it every day for the vast Seven
months. It is 3o easy to fall in love with one's own ideas and so difficult
to face the fact that others are not equally enamoured with then.
pust live uith some cognitive dissonznce, but nust also seek to reduce it.

Take the case of the organizing principle. Recall that it states that
geographic education was to be viewed as a specialty in which students nirht
attain varying levels of expertise. I'm not certain that students have accepted
or rejected {t, But I do have more reservations about it now than I did when
T was first desipning the program. I'll trv to state Some hunches sterning from
these reservations.

Hierarchies, When Explicit, are Threatening.--Have sociologists been troubled by
this hvpothesis? Figure 1 gives an expl cit hierarchy of levels of exoertise in
geographic education. At least one graduate student expressed to me discomfort
that some atudents would be classed ahove scme others with this schema, I
suppose it is possible that some people who feel threatened by the hierarchy
might reject tha entire concept of geogrephic education as a viable specialty.

If open-classroom
principles are judged conducive to learning, then these principles should be applied

But T think that sentence should be emblazoned in f0ld above the desks of every

Project directors
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2y doing so they need not ratiocnalize their own lick of attainment in the area,
since they have “explained" {t out of existence. But, because v¢ are dealing with
teachicg coopetence, this {s very difficult to do, I extend this point with snothar
hunch,

Adcditional and Unexcected Demands Will Be Resisted.--Considar first that the

“UAG presran Is new., Graduate students entering the Departrent didn't expect

{t. Consicer, too, that most Ph.D. students plan careers 3s teachers, or at least
entertain the possitility, Conventional wisdom has held that traditional research
training for & Ph.D. has been (at least) sati{sfactory teacher preparation.

Now, however, at least some geopravhy faculty menbers are saying that traditional
training Is not sufficient. They are contending, rather, that graduate students
rust now learn and do more than they once df{d {n order to prepare thenselves

to be good teachers. There iz also a growing awareness that teaching competence
{3 Yeing increasingly enphasized by those who hire, profiote, and give salary
increases. The scenario might be: "If I want an academic position and I'm

8 graiuate student fron a departnent that has a special teacher-preparation
prograz, hov do I rationalize to prospective employers the fact that l'm not
involved in it? Even though the geographic education program isn't vequived,
conditions are such that it {s tantamount to a requirement. More to do, Hove
hassle! Haybe if I close my eyes, {t w{ll all go away!"

The "Level 1" Students Deserve More Attention.--A few studente have come to

our .epartent because they wish to specialize in geographic education, and a
few have decided while here to focus {n thiz area. These students, primarily
the Geograshic Education Lab Cozy?i- wors, have received the most attention

froa ne and, I suppose, have darived the most benefit from the program. They
have usually acted as links,especially in our "TA Workshop", between the project
director and most of the other students. I have viewed their roles as both
"trainees"” and as "peer teachers," the latter conceived as practicum for the
former., I still think this {s a productive model, hut something else {s needed,
1 telieve, to make it work better., Because our T'..\G design recognizes the higher
levels of specialization in geograchic education (Levels 2 and 3), and because
those students vorking at these levels have greater contact with me, a feeling
probadly exists that other students are not real.y part of the program, Indeed,
I do not think the progran is serving as it should the Level 1 students. To
succeed, our progran nust achieve a wider impact anong the graduate student body.
All graduate students planning teaching careers nust sse that the program offers
somthing {nportant to them and that the Department facully ixpects them to
becore involved in {t. That this condition has not yet developed {s attributabla,
I think, to both the dissonant viewpoints on the organizing principle and the
gctual inadequacies of the progran's operaticn thus far.

Before suggesting corrective action, let me continue this critique by
looking at the behavioral principle. Here again, I focus both on the problem
of cognitive dissonance and on shortcomings {n operationalizing the principle.

The Unigueness of the Behavioral Principle,-~In tha Introduction to tha progran
description, I said:

o o oSystenatic preparetion for college geography teaching i{s essential,
aspecially because a large nimber of geography Ph,D.s hecome teachers
at tha collega level. It is commonlv known, however, that tvpical
graduate training so stresses systematic masterv of tha content of the
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discipline that relatively 1ittle emphasis is given to systematic mastery
of theory and practice in teaching, the process that occupies most of
the praduates' subsequent professional time. . . (Emphasis added.)

I an now less snaguire sbout the phrase emphasized above than I was seven nonths
ayo, although my original intentfon was wore an attemot to show contrasting
emphases than to suppest that "typical graduate training” vas trulv systematic,
Rithin this Department, our geographic education program statenent is wnique--
there exists for no other sub-field a document that attempts to serve as a
eyllabus for students. Although faculty responsible for these eub-fields

nay have In their heads clearly-defined expactations for student perfornance,
¢ne cannot find these in writing. Thus, if systematic trainiug prograns exist
in these sub-fields, the faculty have not taken.the pains to write out for
students and faculty what they are. The fact that they have not might be
evidence that many peographers are not cognizant of zome {mportant concepts

in teaching and learning, such as the desirability of providing careful specif-
fications.of objectives, We typically do not state clearly for students,

even in individual courses, expected outcomes and levels of proficiency in
measurable (behavioral) terms. Since there {s 1ittle or no readilv accessibie
evidence of the operation of the behavioral principle in the other sub-fields
in the Department, I sugpest that the geopraphic education profiram staterent,
with its “general behavioral objectives,” has been sufficiently foreisn to nost
faculty and students to have created troublesome cognitive dissonance. Saul
Alinsky cautions the chanfe agent: “Don't go outside the experience of your
people." It {s good advice.

The leed to Operationalize the Pehavioral Principle.--We have evidence, albeit
mainly unobtrusive, that the program has broadened some neoples® awareness of
the corplexities of teaching and learning and has increased their comnitaents

to becore nmore proficient {n this realn, 3ut we need nuch nore refined indicators
of growth and developmant than we now have. In statin: expectations for students
in the prosram description, there is a notabls hedee in calling then "reneral
behavioral objectives." Frankly, when the statement was written 1 was not
prepared to be any nore specific., I now regret that. The verv generality of
our stated objectives nipht have been more a hindrance than a help. Ferhans
objectives threaten when they are so general that the student can't conceive

of them In a concrete, experiential mode. Fovr exanple, I wrote in the progrmm
statenent that "the progran {s desipned to traln students in all six of the « . .
dirensions according to the principle that the atpth and depree of training
experience with all dinensions will increase by tidining levels." PRyt depth
and dearce were only defined in terms of a student's time devoted to working

on the obiectives and of his depree of conmitment to the specialty (Fipure 3).
Depth and depree were not defined in functional terms, f{.e., specific learnings
sequentially and developnentally conceived. Just as disturbing to me now is

the original notion that advancement to higher levels of the specialty vas .
simply to ba a matter of {ncreasing concentration in the six dinensicns. I

tnow ‘think that additional dinensions should be specified for the hipher levels.
The six dimensions are probably sufficient to the needs of the Level 1 student,
{.e., every graduate student who plans a teaching career. But it now seens
escential to davelop a carefully structured set of behavioral objectives for
each of the dimensions that lend themselves to this process.
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The need to operationaliza the behavioral principle struck me particularly
during the course of over seven hours of private, indepth interviews with zrad-
vate students in March, 1974, The {ntervieving was proxpted by a decision of the
Boulder conference of TLGG representatives held in February, 1974, which called
for formative (in progress) eveluation of eech pilot project., We vere urged to
3ook for evidence of {ndividual change, or movement, along several dimenafone,
including:

(a) Growth in avareness of the significance of the teaching role;
(b) Enlargenent of knowledge about the teachinp/learning situation;
(c) Dxpmsion in range of teeching styles and strategies;

. (d) Increase in cocnitrent to self-evaluation as an ongoing process;
(e) Growth of confidencs in the self as teacher; and
(f) Relaxetion of euthority stance.

o & P ———— %

These dimensions, sinflar to our ovn "generel Lehavioral objectives," are too
general in their present forn to enable ond to identify change with nuch precision.
In the interviews, I found students to be wnadble to fdentify specific leamings
without considereble procpting. Unless one can specify indicators of change

alonz dicensions, one {3 left with only a vague feeling about development or

the lack of it. Ve will need to develop or be able to identify precise behavioral
surrogates for certain dimensions to help us measure change, because without

sohe neasurable evidence we may be left holding on to 1ittle else but 8 set of
platitudes. (I am not, hovever, sugzesting that all important dimensions are
susceptible to behavioral treatzent.)

Finally, I have a corwent or two about the open-clascroom principle, especielly
as I have identified it with our progran activities. The original statement is most
gullty of pretension on the point suggesting we have devised “systematic training."
The progran ectivities do not constityte a truly systematic progran. They are,
rather, swgested opportinities or components with which one might construct and
schieve a systematic--developmental and {nclusive--preparation for teaching. In
the spirit of the opean-classroom principle, I have felt responsible to encourage
self-styled, individualized prograns, but perhaps have been over-zealous with the
principle. I have not, I think, provided enough direction for.Sost students in
this matter.

Part of the problea lies with the aforementioned need to operaticnalize the
behavioral principle. But the greater dilerna may derfve from the apparent contra-
*dfction between the behavioral and the open-classroon principles. On its face,
this looks to be the perennial conflict between directiveness and non-directiveness. f
How such direction can one give before one robs the student of choice, his oppor-
tunity to exercise his own responsibility and freedom to learmm? On the other side
of the cofa: How much wasted time and resources can one accept in the course of

encouraging a student to struggle with freedom and chofce? Some teachers seen to .

have come down on cne or the other side of this dilemmas, but I have not.

One might argus that a person vho cannot cope ¥ith the open-classroom prin-
ciple does not belong in greduate school, but I fear thet to act on that suggestion

.
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would eliminate many students, scoe of whom can and will o;mnt\uny develop
these important qualities. As so nuch educational research has shown, scne

students thrive in the open classroom and scoe

do not. I'm afraid our educational

systes is such that this is still true at the graduate level.

Suggestions for Change
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It may be necessary to conduct a separate Teaching, Workshcp for those
students hired to teach in Denver, but every effort shou.” be made to central-
{ze this function in Boulder both to try to overcome the fractionalizatioa we
‘face by our separateness and to make the rost efficient use of our resources.

(In any event, the Departnent should seek to reduce ¢iscrepancies in the teacling
loads of graduate students between Denver and Bowlder, since these appear to be
a source of irritation causing low morale among Rraduate students. )

The TLGG progran should supplement the teaching practicun with other resources
designed to help the student prepare himself to teath. For exanple, we should
explore the idea of self-contained training materials, essentially -packets designed
to enable the student to Socus on specified tehavioral obiectives without dependence
on an actual classroon situation., Peferences to this concept zre only now beginning
20 agpear in the literature, If we decide to prodeed with this idea, the program
should seekx out whatever resources are available, but it is likely that we will need
to spend consicerable tire and effort in our own development of such materialis.

The Geograchic Education Lab is 2 resource that i{s already established with bocks,
pa—phlets, articles, course syllabi, studeat activities, sirmulations, hardware,
and the like. Retreats, orientations, and other activities should oontinue to be
fostered by the prograa. The most important resource, howevur, is a commftted and
helping growp of faculty members.

If these suzgestions for change are judged favorably, wa should begin immediately
to incorporate them in a new syllabus for our TLGG progran. Then we can’ start a
nev rond of "hypothesis-testing.”

61T~V
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in preparing a paper on the T.L.G.G. project at I1linois, | have two

objectives in mind. The first, which will dominate, is to analyze the
experiences of the year with a view to identifying changes which may be
needed in & continuing program. The second is to see what generallzations
can be derived from this analysis which might be of value to others
concerned with training programs. The task is a difflcult one because the
evidence Is frageentary and expressed subjectively, and we have no base
data on the participants from which to measure change.

The forzat of the report will be to deal flrst with the gencral
assuzptions underlying the prograz dcsign, then to examine each of the
program cocponents. 1 will outline the goals of each component, describe
the transactions which occurred, then attespt to assess whether and how the
program component contributed to the participant's developrent as a teacher.
This wlll be followed by speculations about potential~pregram l:x;rovecznts.
The concluding section will be an attempt to extract generalizations fron
the analysis.

Assurotions Underlying the Program

A nurber of assurptlons were stated in the origlnal program proposal,
the most important of which are Iisted below.

1) The program will have to build on and be corpatible with departmental
structures and style.

2) Indlvlt;ual participants will have different needs, expectations,
experiences and capacities. The program should take account of these
differences.

3) The prograa should Include experienta: and analytical cocponents.

00085 .
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5) The progran should include expsrience in a variety of teaching
situations at several levels, not only in introductory courses.

The Orientatica E’roqra:::l

The orientation prograr was an established activity at the Lniversity
of Illinois, initiated in 1967 and directed by a senior faculty mester.
Because the orientation director was comfortable with the cxisti.ng format,
ard the prograa had teen well received in the past, the only modifications

rade in the previous design were to accomodale time constraints posed by a

new; early-starting university calendar.
The odjectives of the orientation program were as follows:

1) to acquaint the new teaching assistant with the teacker's role in

the classroon;

-

2) to stizulate thought about developing one's individual teaching

style;

3) to acguaint rew students with each other, the departrent, their
role in the desartzens, departrental facilities, and to help assirilate

students into the acadeaic community;

L) to review, discuss and practlce a selection of teaching strategies.

The program was ccaducted on cazpus over a four-day period in the week

prior to classes. Participants included all new teaching assistants who were

paic $3C hemcraria  for their attendance. Activities were highly structured.

The week began with one day of lecturss on topics such as roles and attitudes

of the teacher, problers In student motivation, comron teaching difficulties,

lecturing techniques, and grading problems. The following days were devoted

A rore cetailed report on participant reactions to this cozponent has been
cade by Lavid Becker, (see 101 5c).
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tivation, comon teacting difficulties,

lezs. The following days were devoted

“L re2cticns to this ccemponent has been

to practice sessions in which participants gave short lectures,
led brief discussions and prepared quizzes. Their presentations
were critioued by the faculty member and their fellow students.
Decisions on topics and assignments were made by the faculty
member, though students could develop their own presentation
styles. The last half day was devoted to an informal session
which participants could raise questions about the

department, their roles, etc.

Evaluations prepared by the participants suggest that
some cognitive learning occurred. For example, through
practice sessions they learned of the need to clarify thezes
in a.lecture presentation and to consider how to stimulate
student interest. They indicated appreciaticn of the applied
nature of the program stressing their relief that the
orientation was not heavy with sducational theory and jargon.

Although the bulk of the program time stressed cognitive
learning, gains in the affective area were probably of more
consequence. Participants felt that the prograa helped then
to face their teaching with more confidence than they expected
to have, and it heightened their self-awareness as teachers.

Participant assessments thus indicate that the orientation
progranm, as conducted, led to soze progress on at least three
of the dimensions of change associated with T.L.G.G. objectives.
Trere was a growth in awareness of the significance of the
teaching role, an erlargezent of knowledge about the
teaching/learning situation, and a growth of confidence in

the self as teacher.
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Althouzh I do not expect that a one-week program Can
induce a great deal of growth, ncr contribute to development
in 211 areas desired, it does seem to me that more could be
achieved and that the progrza needs modification.

As the progran is structured now, one faculty merber

rries prize responsibility and sessions are davoted to
practizing traditional teaching styles. Strong arguments can
be nade for continuing this arrangement. The growth in self-
conZidence expressed by participants seems to be fostered by
the spirit developed as a menter of a rmall group. It would
be difficult to engander this spirit if more facuitly were
involved in practice sessions with each faculty person having

cnly a transitory encounter with the participants. Likewise,

bor

orasticing familiar teaching modes such as lecturing nakes it

easier for the participants to develos confidence than if they

were expeczed ic experiment with less familiar styies.
Zowever, the existinz fcermat means that only one role

~odel ani a itraditional style of teaching will precominate

iw the crien<ation program. MYy view of T.L.q.s. goals is

=zat we woulcd lixe the participants .o experizent with varying

~oz2ls and o develop a ersonal style. To convey this

messaze atout the DPrcgram reguires that the orientation

sessiens present 2 variety of models and teaching styles.
Prczress tcward this goal might be made by adding new

cenrerents to the progra=. These could sinultareously meet

other nceds waich participanis have expressed. Participants
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would like more helv in planning for the tasks they will
confront in their first week of classes and they also want
wore opportunities to mes with the faculty with whom they
will de teachingz. Sessions to deal with these needs can be
developed outside the time devoted to teaching practic:.
These additicnal sessions can then be used to provide some

variety of models in teaching styles. B

Seminar: Improving Teachineg Skills

Tn the fall semesipr 1 organized a seminar, "Improving

Teaching Skills™ which seven new teaching assistants took for
credit and two others (one & senior teaching assistant) audited.
& tenth student participatsd as course recorder.

7he general goals of the seminar were oriented to skill
developnent ané increasirg the participants® self-confidence
and seif-awarencss as teachers: As expressed to the students,
these objectives called for development in the following
directions:

1) ycu will come to view teaching as a form of on-
going recearch, that is, formulating problens, gelacting and
gpelying appropriate techniques, analyzing data and evaluating
results;

2) you will develop enough cenfidence to experiment in
tha ¢lagsroon:

2} you will develop greater self-awareness of your
gtrengihs and weaknesses 2s a teacher so that you can begin

to maximize the former znd minimize the latter;

60089




- 6

&) jou will davelop greater appreciation for the contributlons and

needs of students.

These objectives correspond approximately to those developed In Boulder as

dirensions of change desired in T.L.G.G. program clients.
The seminar was divided into two separate one-hour sessions. The first

was devoted to Introducing new materials in a roderately structured format,

with the objectlve of providing a basis for skill development. The second’

was designed as a seml-clinical perfod in which students would discuss

current teaching/learning concerns from thelr experience, either as teachers

or as students In graduate courses. In addition, this hour was used to

review assignrents, teaching saterials, videotapes etc. which the students

had corpleted. It was hoped to contribute In this session to a supportive

atrosghere for developing self-awareness and self-confldence as a teacher and
3> to romote learning by sharing experiences.

1
N The rationale underl

W

ying the divislon Into two Separate periods was that

It might be desirable to s2parate the structured and unstructured learning

situations, partly to Insure that both areas would recelve regular attention,

and partly because the tikely shifts In atrosphere might be rore easily
handled that way. It would also ensure that wsysteratic thinking aboux
teaching'* would not be restricted to one day 3 wceid

In the structured sessions | Introduced the toplcs listed below. They

originated from a set of questions I outlined which wa. expanded by the

students at the first group meeting.

1. FKeeting a new class {What do You know about your students? How can

you find out? What do they need fros you?)

ERIC
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2. Instructional resourcas on campu

3. Formulating objectives (curricul

4. Test preparation (the multiple
preparing Items)

5. Var|eties of exams (essays, oral

how? Problems of construction and gradi

6. Diagnostic evaluation of teache

7. Discussion leading {stratagles
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8. Alternative instructional techn
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9, Preparing laboratory exercises.
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11. Seif-evaluation.
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Course Content
Parcentage responses

Excellent 13
Very good 50
Gocd 30
fair 0
Poor 0
Very poor 0
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2. Instructional resources on campus.

3. Formulating objectives (curriculum, course, activity)

4. Test preparation (the muitiple cholce test: categorizing objectives,
preparing [tems)

5. Varjetles of exams (essays, orals, take-homes, practical: when?
how? Problems of construction and grading.)

6. -Dlagnostic evaluation of teacher (soliciting fead-back from students)

7. Discussion leading (stratagies for stimulating discussion; asking
questions In the clas-sroom; analyzing questioning styles.)

8. Alternative instructional techni'c;ues (games, role-playing, audio-
visual tutorial techniques, field exercises.)

9. Preparing laboratory exerclses.

10. Finding a teaching style (some teaching roles--facllltat_or. expert,
role model etc.)

11. Seif-evaluation.

in the clinical sessions many of the same toplcs recurred. Issues included
discussion leading probiems; teaching assiszant/faculty relationships: dealing
with students, especially questions of valuing students; creating clascroom
atmospnere; preparing laboratory activities: cxaminstion and grading problems; and
observations In the classroom, Including-videotape review.

In terms of the University's standard course rating instrumsnt, the

seminar was rated as follows:

Course Content Instructor Overail Evaluatlon

Parcentage responses

Excellent 13 50 13
Very good 50 50 63
Gocd 30 0 13
Falr 0 0 13
Poor 0 0 0
Very poor 0 0 0




. prepared.and particlpant behavior during the flrst semaster and subsequently.
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Other evaluation data which can be reviewed include the notes of the
course recorder on transactions and discussion topics, transcripts of
interviews with participants conducted by the 0ffice of instructional
Resources, self-evaluations written by participants on their own strengths

and weaknesses and my own observations on the seminar, teaching materlals

The recorder's notes bear out =y own Impression and that coiuveyed In
several of the interviews--that although we covered a multitude of toplgs
in an informel and relaxed atmosphere, the discussion was not as spirited
and lively as we‘would have wished. Several reasons were suggested by
participants for thls clrcumstance., The general morale of new graduate
students in the department was not good In the first semester. Some had
personal adjustment problems. All were taking a research course In which
the principal Instructor bore heavlily on them and offered much negative
criticism but little support. 1In additlon, three of the participants
were assisting in a course for which the two faculty supervisors seemed
to have different objectives and the teaching assistants needed clearer
guidance.

-in t?e seminar Itself students did not seem abie to copa with the
degree of ?elf-dlrection which 1| hoped they would assume. For example,
they could not make a decision on whether the seminar should te graded on
a satisfacotry/unsatisfactory basis, or for a 1:tter g-ade. | wanted
them to make this declsion as an exerclse in consldering grading problems.
They seemed to see this as a ground rule | should set. The same problem

arose with videotaping of tﬁelr teaching. | wanted them to tape if they

felt prepared to cope with self-confrontation. Only three chose Eo do so,

but others commented In interviews they would have If | had made them.

»

O
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Some commented that their lack of drive may have stemmed partly from

tha grading clrcumstances. The likellhood that an $/U grade woul

d be used

{as It eventually was) meant that they did not feel compelilied to put out

the effort demanded in their other courses.

S/V grading was appropriate for a course of this kind.

Nevertheless, they felt that

The relative lack of structure also was in strong contrast to the

participants' other experiences=~in the orlentation program, other classes

and past experience.

Although tney appreciated the Informality and the

Irstructor being "off the pedestal', the transition to a less directive

style of teaching seemed too hard for some to make.

In terms of content, the formal sessions mentioned as most useful

were on -those as testingeevaluation and objectives, although the treatment

of objectives was thought too protracted. The ciinical opportuni

generally appreciated.

The atmosphere was apparently supportive.

Ly was

Some

expressed the sense that they missed the class In the next semester, even

though they sometimes begrudged meeting at the time. Some Iindicated they
o

had tried ideas galned in the semifiar in their classes.

In seif-evaluations,

4
others Indicated they would have liked to experiment more In thelr teaching,

but still lacked the confidence.

In general, confidence bul iding was

mentioned in the Int rviews as one of the strongest gains from the seminar.

In terms of th dimensions of change formulated In Boulder, movement

seems to have occu red In at feast the first five of the dimensions. How

much movement Is hard

to specify. We do not know much about where each

A .
participant stood at the beglnning of the semester. Some participants

moved further than others, both In terms of their cognitive learning

and in thelr development of confidence and concern for the Importance of

teaching.
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The degree of movcrent in relation to a relaxation of authcrity stance
Is ruch rore difflcult to quye. Participants reacted against ths authtoritarian
styies of some faculty, but expressed need for a rore directive style and
more prodding from me. How they translated these r:yactions into th_elr
own bekavior Is an unknown. Ve have not collected suff'{clc;nz evidsnce to
cake a clear Interprezazicn. There are some relevsaat comments in the self
evaluations and in responses to the question. 'What advice would you give
2 new teaching assistant?"

A few of these corments are quoted below:

it seems teaching is a two-way learning situation. Kot only will the
student 93in ;rom the educational experience, but so will the teacher.' .

*| believe in student involvement in the classl%oom as a means of

3g_hiev'{ng two-way communlication.*'
. .
>
{
o details | think should be done---"
W . )
“The new T.A. should not come down excessively heaviiy on hls new

4 .
+ M| Jack enough authority in the class to get them to do some of the

students. He should show them he or she Is boss Tn the classroom but not
corc on as the 3ll knowing master of the subje.c:."
"eee| feel | have a strong grasp of the subject matter, but the
~possibility of giving incorrect answers st!ll bothers me."
Weeef need to realize my abllity for being assertive. | find | must
make 2 concerted effort to raise evaiuation Questions, rither than
answering questions directiy, as the students may wish. in this respect

| have caly been fairly effectiva,”

ERIC 00094

Aruitoxt provided by Eic:

A\Y

i1}

in terms of my own reactions to the
addltional polnts | think worth mentionin
seered exceedingly difficult to induce a
or teacher-centercd model towards the sty
nurber of ways. When thres rmentioned the
in their laboratory, | suggested they rea.i
They noved small clusters of chairs and §
(although angled slightly in a V) so tha(
and the students could see the teacher af
for behavioral objectives would be brough
elicit thought about=--'', that is, descrly
student behavior. A laboratory "factivity
semester by one student for seminar disc
Several of us could not seem to get thro
anything for the student to do.'

One of the difficulties in the clin
readiness to discuss exampies of teachin
rather than partlcipants'personal proble

discussion from these exampies, and one

might have greater 1f more discussion h
An aspect of the seminar compositi
disadvantages was that participants wer

The.advantage was that a range of intru

T—.‘_—
It was something of 8 surprise to me t
evaluation that he had begun to think
seminar and had tried some new ideas |
we hadn't taken in much at alll




to a relaxatlon of authcrity stance
cipants reacted against ths authoritarian
ed for a more directive style and

ated these rsactions into thﬁir

t collected sufficlent evidsnce to

sore relesant comments In the self
stion. ‘'What advice would you glve
below:

arning situation. HNot only will the

lence, but so will the teacher." B ]

1
in the class%oom as a means of
ass to get them to do some of the

excessively héavtly on his new

Is boss In *he classroom but not
e subjeft.“ ’

f the subject matter, but the
st!ll bothers me."
or being assertive, 1 find ! must '
tlon questions, rither than

udents m2y wish. In this respect

1

tn terms of my own reactions to the seminar, there are several
additional polnts 1 think worth mentioning. With some students, It
seered exceedingly difflcult to Induce a shift In focus from a disclplinary
or teacker-centered madel. towards the student. This was apparent In 3
nurber of'ways. When three rentloned ;hey were not happy with the layout
In their laboratory. ! suggested they re;}range it to thelr own deslgn.
They moved small clusters of chairs and tables Into long rows facing froat
(although angled sltghtl; in a V) so that “they could see all the students
and the students could see the teacafr at the front". Jdsslignments asking
for behavioral objectives would be brought In with phrases such as *'to
ellcit thought about--*, that Is, described more In terms of teacher than
student behavior. A laboratory Mactivity' written near the énd of the
semester by one student for seminar discusslon read llke a lecture outilne.
Several of us could not seem to get through to him that he had n;: developed
anything for the student to do.l - '

One of the difficulties In the cllnical sesslon; was the greater
readiness to discuss examples of teaching problems exhibited by the faculty,
rather than partlcipants'personal problems. While we derlved some useful
discussion from these examples, and one can expect some lnhibition;, progress
might have greater 1f more discusslon had been personal.

An aspect of the semlnar composition whizh had both advantages and
disadvantages was that participants were teaching In flve separate courses.
The advantage was that a range of intructional sltuatfons was encountered,

—

It was something of 8 surprise to me that this particlpant wrote In a seif
evaluation that he had begun to think about teaching In new ways In the
seminar and had tried some new Ideas In class. 1 was-under the lcpression
he hadn't taken in much 2t alll
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. the disadvantags that some particlpants w.are not as famlllar with, snd
Interested in the problems shelr fellows were ecnccuntering. HNor was thalr
sbility to offer nutual assistance quita as great. Because three participants
were :n one course which had a rumber of difficultios, especially In the firet
half of the semester, their concerns and negative feelings dominated mcre
than 3 would have wished.

In writing about the seminar, | may have stressed negative reactivns
. over positive. This does not mean that our general reaction was negative.
Rather, the difficulties are emphasized becau<e this allows me to focus on
identifying areas where change micht be appropriaze. Before dealing witt
;Lese changes, ! should list a few of the rfeaturey ~hlch | think ought nat
to be changed. Ffirst, a conditlon for particlpal?on was that students be
teaching concurrently. While this eay mean some future teachers are ineligible
(though we normally reaulrg at least vne semester of teaching from ali

doctoral candidates), | have found from earlier experience that the student

92~V

not teaching !s not an effective contributor to discusslons, and cannot
carry out meaningful assignments. There Is a much greater relevance to the
serinar when the particlpant Is teaching concurrently. Second, the slze of
the seminar group (eleven Including the recorder and myself) was about
appropriate. In a group'smaller than, say elsht people, we might not have
hzd a sufficiently wide range of tasks or experiences to comparc; larger
than adout a dozen and the discussion of personal reacrions might have been
more inhibited. Third, the division Into two separate periods .seemed
appropriate. Unstructured discussion for more than an hour at a time would,
I think, have been difficult to sustain. On the other hand, It wouid have
been tempting to the instructor to extend the formal presentations beyond an

hour, at the expense of the clinical time, had that optlon been available,

o . OOO
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I now wish to deal with the question of change and conslider how 1
mlght treat the seminar next year. The heterogeneity of the group Is llkely
to contlnue, and must be handled. Advantages might be maxImlzed and

dlsadvantages minimized by trying some of the fol lowing approaches.

Responsibillty for discussion leading could be rotated rore systematically

£0 that assistants from cne course or other do not dominate. Or the seminar

might "be dlvided Into mutual-assistance sub-groups to work oa problems In
particular courses. Another apsroach mlght be to glve more indlvidual
guidance, and to attémpt to obtain greater Involvement froa faculty

rerbers with whom particlpants are teaching.

The questlon of grading pollcy will continue to be dlfficult, but the
satlsfactory/unsatisfactory approach seess agoropriate and less threatening
when one wishes to encourage discusslon of personal experiences. Developing
Individual agreements on tasks to be complcted to earn the satisfaclory
grace, early In the semester, would be one way around the problen of lack of
drlve encountered this year.

Coupled with a contract arrangement, should be @ more directive approach
on my part, with preparation of a falrly firm seminar outllne within the
first couple of weeks. [ do not wish to be locked into an lmrut.able
structure, wlthout capaclty to react to changlng perceptions of need. However,
the students do seem to require more secure dlrections than ! asserted
this year. Along with a greater sensitivity to need for dlrection, | think
I should make a systematic atterpt early In the semester to gssess the
particlpants capaclty for self-dlirection.

The topic of early assessrent leads me to another need--to ldentify

where partlcipants are at ths beginning of the program, so that evaluation

of change durlng the program can be made more rellably.

1 have begun to
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search for ways of pretesting to handle thls task.

Coping with rorale problems created by condltlons external to the
seminar Is a more difficult, though possibly recurring hazard, even If the
forn changes. 1t Is hard to pose a general solution In advance oth;r than « .
the obvious of trylng to achi€ve better coarunlcation==-how remains a.question.

Individual Teachlng Options

K
In the second semester graduate students were offered a serles of

options to teach in advanced courses In varylng capacitles. There were
several reasons for including thls elerent In the program. 1t allowed
students with different degrees of experience, ability and Interest In
teaching to undertake tasks which they considered approprlate. It peraltted |
students who could not be involved In the previous sealnar to be Included.
It established o vehicle for using rore of the faculty In T.L.G.G. actlvitles,
u, and finally, it gavs students the chance to work in upper divislon courses,
[{, and with Indlvidual undergraduate students on a basls which normally would not
have been avallable. This extension of opportunlty seems espesclally
important for It gave students access to teachlng; In the varlous kInds of
classes they will handle as faculty.
The announcerents of the options available In Szmster 11 are Included
as Appendix 1. All faculty In the departrent durlng the serester were
prepared -to co-operate, and as the program functioned, all but two were '
Involved. The projects undertaken ranged widely in scogz, from presentations
of series of guest lectures, to supervision of undergraduate Independent
research, plaaning and helplng to lead fleld courses or classes, developing
laboratory actlvities and te.aching in advanced techrlque’ courses, and

developlngand using varlous Instructional materlals from slmulation games

| 00098
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to an audlo-visual package. Two students team-taught an entire seminar
course for senior undergraduates. Another prepared course outlines for two
courses he will teach at the U.S. Hilitary Academy next year. fn all, thirteen
students undertook twenty-nine separate activitles.

P

In dasigning thelr projeéts, students coasulited with me and the

relevant facuity members, prepared a statement of their intentions, the
time comitment anticipated and how they expected to be evaluated. Seven
of the students elected to raceive consuitant fees for pa:t or all of
their projects ($300 was ailocated for this purpose). Academic fredlt
was awarded for ti\e remainder, with the student choosing whether this
would be/af?:tter grade or satsifactory/unsatisfactory.

When the projects Involved work in the ciassroom, arrangements were
made for at least one, and usuaily two or three participating graduate
students to act as observers and provide critiques. Faculty re2ctions
were also sought In these cases, and for the other projects such as the
field course. In a few cases participants prepared portfoiios of tneir
materials with student and self-evaluations.

We originally planned to have open review sessions, probably off-campus,
at the end of the semester, at which participants would discuss their
exzeriences and learning with other mecbers of the department. Time pressure
made this Impossibie, but we have scheduled two evenings, part of the depart-
ment®s Informal summer'tolloquium at home" series, to discuss some of the
projects. This will be the first time that teaching concerns have been
dealit with In the summer Series.

It Is difficult to evaluate how these projects have contributed to the

participants' development. Obviously some contain more potential for growth
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than others. There Is some Indication of Increasing skills and seif-
awareness. For one student, hls second series of lectures was rated as
markedly superior to his first, In terms of timing, clarity, and suitabliity
for the class. He feit happler and so did the observers. Those who
prepared new strengths and weaknesses statements, were rore speclflc and
revealing in thelr diagnoses of problems. Some indicated a desire for
further challenges, and expressed a galn In confidence to face such
chailenges.

Collective, as well as individual learning occurred, primarily about

our needs, and we began work 0n some new problems. Procedures for evaluating

teaching assistants for continuing departmental support came up for discussion.

Several students worked together to produce new evaluation questionnalres
in alternative forms -;hlch were reviewed by others and used at the end of
semester. They are now belng tabulated and reviewed as Instruments.
Another project was to define other variables than student evaluations which
should enter Into T.A. assessment and to develop pliot procedures for taking
them Into account in the evaluation.

in the process of observing thelr peers in the classroom, students
learned that they weru unsure of observ.ation techniques and began sceking
better procedures both for data collection and providing feedback. Further
work on this project needs to be done, and training In observation might
well be added as a program component next year.

A few problems were encountered in conducting the second semester
program. It was difficult for me to raintain a desirable leval of
association with all the students and thelr projects. It happened that

| had two other courses to teach, ons a large class, the other an ‘

00100
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experimental one,and an especlally heavy administrative ioad for the
semester. This exacerbated the supervision problem. However, under any
clrcumstances, it would be difficult to keep tabs on tweaty-nine projects
In sixteen dlfferent courses, plus the separate Qork on the teaching
asslstant evaluation procedures. Even though students worked with supervising
faculty, | sti}l wanted to discuss their preparation and evaluatlon‘with
all participants. 1 also had to arrange for the peer observatlons, and
reward procedures. Several group sesslons w:re held to take care of some
of these matters, and to review some projects. Viewed from any perspective,
It is an undertaking which should be handled with greater sharing of
faculty responsibliity. After all, no one faculty mesbEr assumes ultimate
direction for all research training.I

Reflection on the second semaster's program also Suggests two
additional and related concerns. First, we will need to insure that this
individualized program is carefully developed if it Is to lead to meaningful
growth for the indlvidual. The expericnces should form some coherent
pattern. Seconc, we wlil need to develop a procedure for monitoring the
student's choices and performances, so that he may be guided in his cholces,
and so that we have apprcpriate Information at hand when he begins seeking
recommendaticns for employment. | have discussed thls concern with the
department head, but have yet to develop procedures.

One advantage'of thls part of the program is that, despite the load

on the director, it should prove reasonably easy to Institutionalize. As

—
Though our department head does review every student's course programs
himself each semester, and | do llkewise for most of our undergraduate

majors. We have a traditlon of limited delegation of certaln responsibilitliesl

00101 .
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the total degrec program, reward st

noted adova, the faculty were co-operative, rmany of the particlpants chose °.

H y criteria for faculty recrultment an
te receive acadenic credit for thelr tasks,rather than grant support,and

be handled In a year or two of nazlci
the departrent Is prepared to award crédit for these teaching experiences. > '

to surviva and be usefil [t behoove
Conclusions

. . +  to bagln worklng on thea,
At the outset of writing this paper ! indlcated ! would conclude with * ¢ ¢ .

gencralizations drawn from analysls of the year's events. It now seems to
me that this would generally be redundant, assuming the reader has had the - *
fortitude to read the previous sactlons. Those paragraphs deailng with - . :

goals, at the beglnning of each section, and those dealing with recommendations

at tha end of each section, would constitute the maln thrust of any remacks

!

1

]

! might rake by way of generallzation. . L . i
In concluslon, then, | would only llke to add some remarks on the dlrector’s ;

role and on Institutionalization. ];
=3 ) in a project such as this, the director may need to be prepared to do a . . ;
\l"\)o considerable arount of misslonary work In the department, by whatever means g
seem appropriate for the environment and personalities. This work will . * ]
Include soncltl:\g faculty co~opcr'atlon. stimulating student and faculty i
»areness and concern for teaching in day-to-day contacts, ralsing questlions !

about time~honored Cegree requirerents and flnding acceptable alternatives. e .
Al of this demands considerable skill and time, depending on the degree to T -
which faculty regard geographlc education as a shared speclolty, or as the . !

c¢harge of one Iadividual. The director should consider these questions 8

Vith respect to Institutlicnallzatlon, It Is Jmportant to broaden " "How much will grade point count,

|
and arrangs to adjust other responsibllitles accordingly. ; i
making declslons about awarding sn

the base of participation by students and faculty, if we are to regard . J

preparation for teaching as part of the normal doctoral program. It lavolves Ce e .

i
not only providing speclal sealnars end teaching axperfences, but re-sxaalnlng ) !
;
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7 UNIVERSITY OF iLLIKOIS AT URBANA-CHAMPAIGN N
Oepartment of Geoaraphy Nov, 5, 1973
A.A.G. Project ’ :
Teaching and Learning Ir Graduate Geography i Felimann: Geography 383 ..Give
*e.g.
sid
Soring Semester Teaching Options :?th
The objective of the spring semcster component of the T.L.G.G. project is ! Foster: Geography 357 Lectu
2
to give you the charce to experience teaching in 8 wider range of situations (:?;f
than normaily available through asslgnment to an assistantship in an [ntro- g:sz;
ductory course. Although valuable, the assistantship does not provide the - Geography 373 ;:zz:
opportunity to prepare yourself for many of the teachlng situations you will :;g'm
. . Prep
confront in your professional career. of SY
of ¢
The options availabie this spring wili permit you to tackle some teaching {
Johnson: Geography 295, Devel
assignment In almost any one of the department's courses. Projects may be ) Geography 495°
(Soils)
undertaken for 495 credit (see beiow) or for payment of as a consultant. The Geogrpahy 495 Resp
= . . (Zoogcography) Paper
| level of credit or payment will depend on the scope of the project.
N Lowrys Geography 102 Oevel
o The goal of the program Is to invoive as many graduate students and facuity projects indi
applicabie to '
as possible. The tasks undertaken may be relatively small or of signiflicant - climatic courses
’ ¢ generally) Prepa
dimensions. Graduate students at any stage in thelr degree programs are welcome. of 101
Options Suggested by faculty .Geography 313
. :Geography 495
Alexander: Geography 200 (see Honk) .
Geography 272 Oevelop itinerary for Spring fleld trip
Superviss undergraduate student fleld project.
Geography 303 GCevelop class exercise In morphometric analysls ' Honk 2 Geography 200
"~ Plan & lead a one day field trin. Osliver guest !
lecture(s). - Geography 210
Charton: Geography 102 (see Lowry) :
Geography 272 (see Alexander) ’
Geography 314 Review reading selections and prepare reading Geography 297
. list suitable for course.
0'Loughling Seography 342
Eyton: Geography 378 Prepare laboratory exercises.
Geography 495 Guest tcach units. Theros of spaclal Interest:
factorial ecology; multidimansional sealing; LY}
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Department of Geoaraphy Nov, §, 1973

A.A.G. Project
Learning In Graduate Geography

emester Teaching Options
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s suggested by faculty

(see Honk) .

Develop itinerary for Spring field trip )
Supervise undergraduate student field project.
Cevelop class exercise in morphometric analysis
Plan & lead a one day field trip. Deliver guest
lecture(s). -

(see Lowry)
(see Alexander)
Review reading selectlons and prepare reading

list suitable for course.
Prepare laboratory exercises,
Cuest tcach units. Themos of special Interest:

factorial ecology; multidimensional sealing;
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fellmann:

foster:

Johnson:

Lowry?

0'Loughlint
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Geography 383

Geography 357

Geography 373

Geography 295
Geograpghy 495
(soils)

Geogrpahy 495
(2oogeography)

Geography 102
(projects
applicable to

climatic courses

generally)

Geography 313
Geography 495

Geography 200

Geography 210

Geography 297
Geography 342

Give block of lectures on particular topic-~
e.g. Urban hierarchies and Interaction nodes;
residential land use and sociel geography of
cities; patterns of industrial land use.

Lectures on special topics. suggestions:

aspects of physijcal geography; economic geography
(e.g. oil and energy problems); political
geograhy (e.g. Suez Canal) o
Peveloping new course design based on systematic

‘rather than regional trcatment.

Developing block of course==lectures, exerclses

etc. Suggestions==isoline maps, choropleth maps,
dot maps.

Preparing manual and materials for teaching use

of SYMAP. 1llinois program and related teaching
of computer graphics unit.

Deveioping local field trip.

Rcsponsibillt; for leading portion-of seminar.
Paper critiqueing.

Develop audio=visual package on cloud types as
indicators of atmospheric behavior (work begun)

P

Prepare strip film using time-lapse photography
of local weather scquence.

Develop computer-based class excrcise.

Help plan and lead interdisciplinary seminar
(L. Hopkins, L. A., V. Seltz Ag. Econ) on land
usc and cnergy problems.

Supervise individual undergraduate student
research project.

Supervise undergraduate studcr.. team rescarch
or crealive profect. Guest lecturc. Prepare
class or field activity (e.g. decision making
game environmental perception exerc o)

Teach undergraduate seminar co~operativeiy,

Develop short sequence of lecturss for sectlon
of course. Suggests physical or-econcaic topice,




Rozpka: Geography 166 Prepare and deliver block of about 3 lectures
i on particular theme.

Tho=pson: Geography 223 Prezpare and deliver guest leclures=--Suagested
" . theass~-urban-social-historical geography (esp.
ainority groups); percaption; econsmic.
Consuitant--uadvisor to student team project
gros.

Adcition ostions

1. 1f the above don‘t turn you on, faculty members ars receptive to your own

project susgestions.
.

2, You might conslder assuming responsiSility (individual or tean) fori

Geography 195 {undergraduatc Honors ‘Seminar), or Geography 195 or Geography 235

{independent student projects). .. T
- .
t 3. Undergradbats advising--counselling undergraduates in course selectlon In
W . K
' your own area of speciality. .

Credit for projects

If you elect to receive graduate credit for yoJr participation In the
project; you may do this by signing for 495 (Honk) or by arrangiég for 495 credlt
with the co~operating faculty mender. It is anticipated that an informal
seminar series will be scheduled (every two or three weeks) to discuss aspecrs

of your projects. -Credit for this seminar would be linked to project credit.

o
. .
* - .
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Interpretive Pan.er
Project on Teaching-Learning in Graduste Geography d

University of lowa

This paper is structured as follows: firat a rather straight-
forvard assessment of the several individual conponents of the lowa TLGG
progran is presented, This is based {n the casc of one component (the

Boone Retreat) on a fornal questionnaire administered to participants and

in the case of the other cozpo.ents on series of less formal but none the
less revealing interviews with 2 sample of ths target (graduate student)
population. Following these assessments, the sane data is ordered along.the
six dinensions of change laid down {n the Patth(}n menorandus, "Suggestions !
and Reainders for the Upcoaing Evaluation and Paper™ and an assesszent cade

for each of these dimensions.

2E-v

Progras Cozponents

a. Boone Retreat: An evaluative questionnaire was distributed to all
participants shortly afte: the conclusion of the retreat and as the report
of that survey has been distributed, I will not zepeat the details of
those findings.here. The overall impact was at the time positive and

N remains a favorable one. There was no particular" feature of the retreat
that seeaed to elicit very cany negative comments but, similarly - other
than good tioes and coaradeship -no particular feature of the retreat came
across as contributing to the general success.

The goals of the retreat were the limited ones of (1) developing

& consciousness of the worth and importance of teaching and preparation

for teaching end (2) to foster a sense of cozmunity asong those graduate

e 00187 /00108
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students serving as T.A.'s and the £
the largs undergraduate courses. Ev
explicit or were not to:ally accept
zuch zore specific “how to do it" x
b, Seminar: The Seminar in Colleg
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students serving as T.A.'s and the faculty involved in supervising
the large undergraduate courses. Evidently these goals were not made
explicit or were not totally accepted tecause several scemed to expect
auch more specific "how to do {t" kinds of training.
b. Secninar: The Seminar in College Teaching was offered both semestess
during the 1973-74 acadenic year. In the fall semester abeut 15 graduate
students were enrolled with scveral others asttending a5 auditors. This
included all of the first year Teaching Assistants and with two exceptions
a1l of the advanced Teaching Assistants. In the spring semester six were
involved in the seainar, five of whoz'were carry~overs from the fall
sezester, and the other an advanced student in his last semester in
residence who saw the seminar as a neans of acquiring teaching
skills in preparation for an academic position. .
The forzat of the seainar :a both semesters was roughly
similar. Students were asked to Select & course or part of a course that
they were now teaching or hoped to teach and to use that course as the
“case study” or vehicla for claborating ard discussing a range of
teaching-learning issues. In effect they wese to design teaching strategles
and materials for that course using the seminar as 8 source of,new {deas
and as a peans of preliminary evaluation. In the fall semester she seminar
was structured in terns of the standard teaching model -~- ﬁo:is, abjectives, «
strategies, evaluation: the assumption being that zuch of this thinking
and the relevant literature In this zodel would be new to most geography
graduate students. In the second semester students pursued particular
teaching-learning topics that especially interested’them. These included
a) outdoor education, b) computer-sssisted {nstruction, c) saall group
dynazics and discussion technigues, and d) teaching the educationally

disadvantaged.
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Comments about the seminar were on the whole favorable but
two points of desirable change came out of the interviews with participants.
One »as a desire to have more material presented on how students learn.
I think the fact thatthis desire was expressed is an indica_tion of some
measure of success in fostering a "learning” model for these neophyte
tezchers. However, the seminar director has little familiarity with
learning psychology and is simply unable to heip much in this area. A
contrasting op‘inion was also expressed, namely that the seminar was most
valuable when dealing with specific techniques; how te carry on discussion,
how to write examination questions, etc. A second suggestion for modification
was that new students not enroll in the seminzr during the first. semester
in residence. Not only are they busy with adapting to their own subject
matter training (quant:itative methods, geographic theory, etc.) but Some
of the potivation for teaching improvement is lacking because the new
students had not as yet faced a full semester of teaching responsibilities.

€. Practical Experience.(Service as Teaching Assistant): Participants in

the project during 1973-74, with only one or two exceptions, had departmental
assiznnent.s as teaching assistants in one of several large undergraduate
courses. In the case of one or two advanced people, the assignzent was
full responsibility for an undergraduate course and the longer term goal
of the Iowa program is that all Ph.D. students will move tv & position of
competency and confidence such that they can assu.z full responsibilities
during their last year in residence for a course in their area of
coapetency.

The two main practical experience opportunities are in our intro-
ductory physical geograpby course and an introductory human geography

course., Different faculty supervice each of these two courses in the fall

-4
and spring semesters and as might
individuals differ in their style
which they provide learning experi
In one case, the Supervising Facull
format ard conducted the first lal

observing. In other cases, the T.

latitude to experiment with their
and failures discussed in weekly
Senior Teaching.Mentors, In botlil
for several years to move the oved,
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d. Senior Teaching Mentors: The }
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and an introductory human .geography

ice each of these two courses in the fall
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and spring semesters and as might be expected the four supervising
individuals differ In their style of supervision and the manner in

which they provide learning experiences for their Teaching Assistants.

In one case, the Supervising Faculty member adopted a demonstration

format and conducted the first laboratory session each u;ek with T.A.'s
observing. 1In other cases, the T.A.'s were given considerable

latitude to experiment with their own teaching styles, with successes

and failures discussed in weekly meetings or individually with the

Senior Teaching Mentors. In both courses efforts have been underway

for several years to move the overall instructional strategy in the
direction of a2 learning-outcome frame. Moreover, a variety of alternative
rodes of teaching have been tried -- role playing, debates, self-paced
activities, student-led discussions, individual and team projects, etc.
Inspiration and actual design of activities for these newer modes of
learning have come fre= both supervisi-z faculty and froz enterprising
teaching assistants. .

d. Senior Teaching Mentors: The least cost-effective to TLGG of the

four progran components seess to have been the use of four advanced
graduate students as Teaching Mentors. This program eleaent was built
into the Iowa project at a late date when it becane clear that project

funds could not be used as stipends for first-year Teaching Assistants

who would participate as observor-alds to more experienced graduate
student teachers. So the roles were reversed ard Teaching Mentors were
employed to aid and assist neophyte teachers in a manner frankly patterned
after the Teaching Fellow program at The University of Michigan described
by Frank Xoen.

In written reports from Mentors and in interviews with Teaching
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Aszistznts tho sdurzes of non.effectiveness were cited. Firstiy, the
Mantses mese rot sure of their role. They were ot cleir what thoy wers
suzzased ta do 2ad they weren't ciear how they couid help a less experienced
T.A. This seens to have been 2 failure pr;narily of management. Instructions
ware very opea-erded -- amounting alcost to *do whatcver sccés useful to
Lolp the begimraag T.A.'s."  Scze blundered in and sppeared threatenjng
o the nev T.A. just beginning to establish rapport with a class.
Others sensed this potential difficulty and failed :;'do euch of
anythinz. In fairness. however, all four of the Mentors weze eventually
abla-to develop comfortable roles for theuselves in working with the
Teaching Assistaats and were rath;r helpful, principally in the .
areas of designing and canaging exercises and iﬁ constructing examinations.
A second source of non-effectiveness arose from the fact that
cost of the Tcaching Assistants in 1973-74 were fairly experienced and
were frankly resentful of having someone operate in 2 "big brother” role
or at least seezed not to need rmuch help. Paradoxically this condition
arises froa another aspect of the thrust of TLGG in the department: nasely
that no longer are research appointaents allowed to "skin off the crean”
of the graduate body, butr the brighter, more capable, more experienced
studenss sre assigned and indeed some are seeking Teaching Assistant
duties. And, of course, ip the last few years the mmber of new
graduate students entering the progras in any one year is less than
previously. ) ’
For 1974-75 we will try the Mentors again but will use only
tw (ons in each clinigal course) and will more closely wonitor their
activities, .

b
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Bimennions of Charge

In this section the observations and statements which
were used as basic data in the first part are reordered along

the six dimensions of change suggested by Pattison.

A. Growth in Awareness of Significance of Teaching Recle

All evidunce suggests that we have moved the graduate
student body and indced the entire department in a positive
direction 2leng this dimension. Gf course, a twumber of pressures
both national and local are contributing to %he growing awareness
of the significance of the teaching role. These range fronm the
budget crunch on departments with falliins; undergraduate enroll-
ment, to reduced job prospects af research—oriented universities,
to the appearance of reports favorabla to teaching produced by
various national blue-ribbon panels (ETS, Change magazine, etc.).
Copies’of several of these reports passed along from the TIGG
central office or purchased with TLGCG funds have been distributed
widel¥ within the department.

Interviews this past year support an assertion that acti-
vities ¢f TLGG, notably the Boone Conference and the expanded
Teaching Seminar, have contributed significantly to this awareness
among the graduate students. However, other than these statements
bty graduate students there is 1ittle additional reliable evidence
of change. Perhaps inlicative of the sense of caution that needs
to temper any indlicators of change is a statement at a department
staff meeting to th: following effect: “Take it easy on this push

for teaching; after all, we cannot neglect the research side.”

_—/&
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I think this colleague was warning of the realities of university

promotion and reward systems that still give emphasis to research

accoxplishrzents.

B. Enlargenent of Knowledge about the Teaching-Learning Process’

This is the dimension that seems to have been the weakest
part of the 1973-74 TLGG at Iowa. Most all of the graduate stu-
dents interviewed expressed the feeling in one way or another that
®if they knew how students learned™ or better "if they knew what
helped different kinds of students to learn” they could more
effectively organize their teaching activities. I must admit
that few saw it this clearly and I could not resist helping them
crystallize their views during the interview. However, most had
this feeling lurking in their minds as they recalled what they
thcught about the seminar and about their Teaching Assistant
activities. - I have a hunch that our students are applying the
standard inquiry model in approaching their teaching situations.”
This model asks that empirical observations and solutions to
specific problems be structured in terms of general theories and
principles.

Interestingly, several students f:und the seminar to be most
useful when dealing with specific teaching techniques and thought
those sessions devoted to more general learning principles less

useful. This may be a fallure not of inteat but of execution.

C. Expansion in the Range of Styles and Strategies

A break away from exclusive reliance on the classic
lecture-discussion format has been underway in the department’s
-undergraduate courses for several years. Under the ieadership
of teachers_such as Ken Rumage, Jim Gardner and others, the

department has pioneered in the

use of fully televised presenta
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use of fully televised presentations, in the development of computer-
assisted instruction, in imaginative field probleas, in student-

initiated inquiry approache;, etc. Role playing, other forms of simulation,
student debates and others have been tried in several courses. The several
activities under the aegis of TLGG have continued to emphasize the consid-
erable range of strategies available to a college teacher and has pointed

out there is no one right way, but that an individual teacher should find

1
1
i
that mix of strategies appropriate for his/her own abilities and for
the types of students with which he/she is working.
One of the results of TLGG, especially of those activities
devoted to an evaluation of learning outcomes, has been to lessen
| the naive enthusiasn for new teaching gimmicks just because they are J
new. There is an attitude of critical assessment among some of the i
more active TLGG participants and this seems to have lessened the desire i
to_expcrinent with a broad range of styles and strategies. Rather, I 1
sense a more careful experimentation with a limited range of styles.
Conducting small group discussions, for example, is seen as a teaching ;
mechanism long in use, but rarely realizing its full potential for individual
student learning. Several of the TLGG participants have begun to explore
the literature on small group dynamics and to experiment and consciously

evaluate their successess and failures with discussion sections.

D. Increase in Commitment to Self-Evaluation

One of the items initia%ed this year for Teaching Assistants
has been to ask each of them to write an assessuent of their teaching
activities at the end of each semester. These are done in conjunction

|
i
1
;
J
=J
J
1
|
1
1
1
:
1
|
i
with the student survey of teaching required of all teaching assistants j
1
|
1
|
;
{
i
3
)
i
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and {aculty. The self-evaluations are seen only by the supervising
faculty and discussed only if the Teaching Assistant wishes. There
wvas some reluctance to carry out this request at the end of the fall -
semester. It was seen as time-consuming and potentially threatening,
but the student ratings on all T.A.’s were good and they were able
to write critiques of their own teaching with some comfort. At the

7 end of the spring semester there was considerably less reluctance to
engage in this form of systematic seif-~evaluation.

The increase in acceptance of this task in itself is not

necessarily an indicator of movement along this dim}nsion,-_Houever,
it was initiated to get neophyte teachers in the habit of sy;tedatically
using all available evidence to evaluate their own teaching. End
of temn evaluations, of course, are only 2 part of the almost continual
self-assessment that really effective teachers engage in. The more

subtle reading of clues on the faces of individual students and the

9€-vy

habit of consciously asking oneself at the end of each class "How did -
I do?" are also part of the self-assessment syndrome. TLGG is working
at the level of wore formal mechanisms hoping that the attitudes will
filter down. In addition to the previously mentioned paper, we have
made use of the diagnostics provided for c¢ich item on n&ltiple-choice

questions to systematically assess not only good and bad questions,

but also content areas where improvement in teaching is indicated.

I wish good evidence of movement along this dimension were

available, Although no counts are available, my judgement is that

Teaching Assistants are coming to course supervisors for help with
teaching problems wore frequently and openly. There is less'uillingness

to shrug off a teaching failure with some excuse about 'a bunch of dummies."
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E. Growth of Confidence 3s 38 Teacher

There seem to be two aspects of confidence involved in the
sort of growth TLGG aims at producing. One is a2 reduction in the
uneasiness one experiences in facing & class, the fear of making a
mistake, the "butterflies in the stomach" that come from any competition.
I think we have made progress in this sense of growth in confidence. Part
just comes from experience and weuld happen under any Teaching Assistant
program. However, TLGG seeks to foster two a;situde changes that alter
the interperson;l relationships and hopefully produces growth of confidence.
These attitude changes are 1) that the teacher-student relationship is not
totally a competitive relation but more a helping one, and 2) that the
supervisor-teaching assistant relationship (actually zlso a teacher-
student relation) is also one of being helpful.

The second dimension of confidence is that related to the
knowledge of the part of the teacher that the particular strategy
adopted for any day or for any set of learning objectives is the
most cffective in producing learning. In this sense -- as suggested above
under C -- there has probably been a reduction in confidence. Grazduate
students serious about their teaching effectiveness expressed to ae
considerable self-doubt about their effectiveness. I don't judge this
harmful, if a training program can follow along with the growth in skills
and the growth in knowledge about learning that can builq on these early

results of critical solf-evaluation.

G. Relaxation of Authority Stance

I have found this difficult to separate as an independent

dimension of change. Moreover, the Iows TLGG participating faculty
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have on their own adopted styles that would not be considered authori- BL&%K

tarian, This has pervaded the TLGG program and observation of change along BO Na

this dimension has not been systematically attempted.

James B. Lindberg
July 1974
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Appendix B

UCLA: A SPECIAL CASE

the Creative Teaching Information Center, Fall 1972, and removed
from this document to conform with copyright laws.
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This article was taken from the UCLA Innovator, a publication of
1
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#

#2

#3

F L

Internally Originated Item (I01) Series

=Experinerits in Teaching College Geography: A Report to
the Profession”

-an article from the Frofessicnal Geographer on &

series of four regional conferences that preceded
and prompted the TIGG Project.

“Introducing a INew Project”

-a presentation by “illiam D. Pattison, National Direc-
tor of the TLGG Project, to an assembly of chairmen
of graduate departnents of geography at the AAG
convention in Atlanta, April 15, 1973.

“Geography L95: The Teaching of College-Level Geography”
-syllabus, notes and bibliograohy for a seminar in
UCIA's Teaching Prepuration Program (TPP

“Description of UCLA's Teaching Preparation Program”

=reaching Juestionnalre”
-a questionnaire giver: to TPP participants before and

after the progran.

#mhe University of Colorado Department of Geography Graduate

Progran in Geographic tducation (July 1, 1973)°
-the iritial statement of rationale .and activities
proposed for Colorado's Program in Geographic
Education. .

“A Brief Description of TIGG Developmental Prosrans”
-a gynopsis of the proposed programs at each of the
five funded sites, plus an appendix on UCILA.

#51,8,C Descriptions and Evaluations of the Orientation/Retreat

FEA-P

#6F,G,
H

Prorraas held at Illinois, Iowa and Colorado in Autumn,
1973. .

Six TIGG program descriptions, originally prepared for
distribution at the NCGE convention in tiashington, D.C..

Novenber, 1973,

“Some Important Considerations for the Establishment of
of sSraduate Studen:t Teaching rreparation Frogramss A

ChecXlist”
-UCLs handout at NCGZ convention, 1973.

»peaching Freparation Program Activities, Fall Quarter, 1972"

-UCLA handout at NCGE convention, 1973.

“pPlanning for Progran Effectiveness”
-UCLA handout at NCGE convention, 1973.

7

#8

#9

#10

“premice, Purpose, Problem a
~Remarks by William D. F
preparation programs at
D.C., November, 1973.

“Some Thoughts on Evaluatior

-gtatement by L. Dee Fir

suggesting a framework .
evaluation.

~The Evaluation of Teaching
-outline and bibliograpl
of UCLA at a seminar af

|

*A Review of Recent Re .‘rts
-a review of five natlol
education for comments
teachers in higher edu
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#8

#9

#10

“Some Thoughts on Evaluation for T1CC Programs”
-gtatement by L. Dee Fink, TIGG Associate Director,
suggesting a framework for conducting progranm

evaluation.

«The Evaluation of Teaching Effectiveness”
-outline and bibliography for a talk by ¥eith Julian

“A Review of Recent Re .'rts on Higher Education®
-a review of five nationally known gtudies on hirher

]

*prenise, Purpose, Problem and Prospects An Interpretation”

-Remarks by william D. Pattison at a session on teachinr

preparation programs at the NCG
D.C., November, 1973.

£ convention, Warhinpton,

of UCLA &% a seminar at Berkeley.

education for comments on the proper preparation of
teachers in higher education.
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Externally Originated Item (ECY) Series

*The Teaching of Botany"”

-a series of two articles in the New Phvtologist in
1923 by Frederic E. Clements with some remarkably
*modern” ideas on the proper way to teach a college
course.

“Tactics for Change”
-a checklis? created by a group at MIT on ways to
induce educational change.

“Educational Seduction®
-a report on an experiment that tested listener-
satisfaction with an "impressive lecture..with
irrelevant, conflicting and meaningless content.”

"The Apprentice Teacher”
-memo to the Faculty from the Center for Research on
learning and Teaching at the University of Michigan
on programs preparing graduate students for teaching.

“Preparation for College Teaching in a Research Dominated
Reward Systen”
-report of three survey studies at the University of
Michigan on programs preparing graduate students for
teaching.

“Professional Problems: Preparation for a Career in
Collece Teaching”
-report on a seminar at the University of Virginia
on preparing for a career in college teaching.

"Agenda for Seminar on College Teaching®
-syllabus for a seminar in the department of geography
at Michigan State University.

*The Preparation of College Teachers”
-an article by the psychologist Frank Koen cutlining
six dimensions of collepe teaching and inc. Wding
descriptions of actual and ideal training programs.

“Peach-Ins Suggestions for Developing College Instruction”
-materials from the Learning Resource Prosran of Utah
State University on twenty-eight topics (e.g., tech-
nology and instruction). 4

“Getting Started: A Guide for Beginning College Instruction”

-a booklet developed by the Associate Instructor
Teaching Skills Program at Indiana University.

00124

#10

#11

#12

#12B

#13

7

“The Teaching Environment®
-an article on instituti
room reward structures

and their effect on tea

“The Keller Plan in Science
-an article from Science

Excerpts from "Sglf—Confron
tualization of Video Flayboo
—comments on the use of

«Student Faculty Evaluation”
-article from Science &
ratings of faculty teac
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port by the Group for Hi
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=Goals for California Higher
-Summary of an ETS study
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-an ERIC/Higher Educati
statements for higher e

the United States and

“preparing College Teachers
-a chapter from the boo
Professional Education
expcrimental Prograas
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*The Teaching Environzent®

-an article on institutional, departmental ané class-
room reward structures and psycho-gocial relationships.,
and their effect on teaching and learning.

“The Keller Plan in Science Teaching”
-an article from 3cience evaluating the Keller Plan.

Excerpts from wse1f-Confrontation Reviewed: A Concep-
tualization of Video Flaybook in Teacher Education®
-corments on the use of video tape in teacher education.

«Student Faculty Evaluation™
-article from Science evaluating the value of student

ratings of faculty teaching.

*Improve Teaching, Prevent Stagnation”
-synopsis from Chronicle of Eirher 2ducation of a re-

port by the Group for Human vevelopmnent 1n Higher
Education. -

=Goals for California Higher Education”
-Summary of an ETS study of coal priorities by different

groups for four types of colleges in California.

“Goalg for Higher Education: Definitions and Directions®
-an ERIC/Higher Education report reviewing goal
statements for higher education since 1948, both in
the Unitcd States and internationally.

*Preparing Colleg; Teachers™
—a chapter from the book, Reform in Graduate and
_ Profensionzl Education describing reasons for and

experimental prograas of reform in the preparation
of collcge teachers.

~Beyond Student~Centered Teaching”
_article from Change fagazine advocating a type of
educational reform beyond the reduction of teacher

authority.
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