Ohjectives

I To define evaluation and to describe each of the four stages in
the evaluation process

2 To select appropriate information-gathering instruments when
seeking to make classroom evaluations

3 To write good test items for evaluaiing achievement

4 To develop checklists and rating scales for evaluating student
products and performances

5 To describe how to use information to evaluate—that 1s, to grade,
to judge student progress, to judge changes in student attitudes, and to judge
the effectiveness of your own instruction

Educational #aludtion 15 useful.only to the .extent .thai-it-helps<the
caloradminTstrator,~téacher, student). make-sound—educational
gients-and decision®In"this chapter you will learn about some of

asic principles of evaluation as applied to classroom prob'ems.

This chapter can be very helpful when you are faced with the task of
evaluating vour students. However, I would encourage you to go ve-
vond this introductory level of understanding. Purchase a good basic
text on classroom evaluation techniques. Practice your test-writing
skills whenever possible. Learn from_your mistakes as you begin to
evaluate vour own students, and fearn to use evaluation as:a.ncccssar}?
afid important teacher tool. Use ‘evaluation to-helpou teach better
fid to help your~students learn better.

To define evaluation and to describe each of the four stages in the
evaluation process.

LEARNING ACTIVITY 1.1

Stated most-simply to-evaliiale 45 1o place a value upon.— to judge./
However, forming a judgment.is notan independentaction. In order to
ﬁdge, one must have information. The act of judging depends upon

Is-prerefjiiisite act of obtaining information. Furthermore, the act of
forming a judgment is itselfprereq%i‘;jxggWﬁbepfq“
decisior. making. So, evaluation, #he process of_forming judgmerits,
depénidsGpon Information_gathering and leads to decision making’
Picture it this way; —~ =~ T T T
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The above definition clearly specifies the interrelatedness amon
the various stages in the evaluation process; and vet, it also clearl
indicates the centrality of forming judgments. If vou have not formed
judgment, you have not evaluated. This chapter, therefore, will dea
primarily with the procedures for forming judgments.

Howen er, it is important for vou to understand the total evaluatio
process. So, let’s expand this definition some. So far it is obvious th:
evaluation involves at least three stages: obtaining information, forn
ing judgments, and using those judgments in decision making. B
adding a preparation stage and enlarging a bit on the last stage, w
come up with the following four stages:

The ecaluation process

?ym 1: Preparing for evaluation.

S#ﬁ%.: Obtaining needed information.

£ Forming judgments.

Stfges4: Using judgments in making decisions and preparing
evaluation reports.

Let's look at a rather typical teaching-learning situation. Noti
how this teacher goes through these four stages as she attempts
make her instruction more effective.

ﬁzgc 1. Prepanng for evaluation.

Bonnie, a third grade teacher, has become concerned about Billy. I
seems to be having trouble keeping up in reading. Bonnie wonders he
long he will be able to function within the reading group he is in. S
wonders whether or not she should move him to 2 slower group. Perha
there is something she can do to help — some extra work, for example,
some extra attention. She decides she needs more information before s
can accurately judge Billy’s level of achievement in reading. After det.
mining the kind of information she needs (e.g., information about the ki
of errors made when reading orally, information concerning Billy’s use
various word attack skills, information about Billy’s interests), Bonr
determines when and how to obtain that information.

ﬁ;e 2. Obtaining needed information.

Over a period of several days Bonnie obtains a great deal of inforr
tion about Billy. She gives him a standardized reading test, listens to k
read orally, carefully records the kind of errors he makes, and obser
h:m throughout the day watching for patterns of behavior that mi
indicate particular attitudes toward various subject matters.
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Stﬁf’orming judgrments.

After analyzing all the information she has obtained, Bonnie comes to
the following conclusions:

1.

o

5

6.

Billy 15 not capable of reading material wntten at a third grade
level.

Billy reads comfortably only that material written on a second
grade level or lcwer.

. Billy’s primary weaxness lies in the area of word attack skills.

Billy does not have a comprehension problem. He understands
what 1s read to him.

Billy likes the children in his reading group.
Billy enjovs the stories in the third grade reader

Stzé'.‘l]smg judgments to make decisions and evaluation reports.

On the basis of the above judgments Bonnie decides that she should
keep Billy in his present reading group. She further decides to take the
following action:

@ 1o

Prepare a check list of word attack skills.
Systematically teach Billy those skills on a one-to-one basis.

Continue to have the stories read to Billy so that he will not fall
behind on his comprehension skills.

Have Billy check off each word attack skill as he demonstrates
competence in using it.

Having made these decisions, Bonnie writes a brief summary of her
Judgments, noting the actions she anticipates making. She files this in her
own files for future reference. She also calls in Billy's parents and shares
her findings with them, asking them to cooperate and to give Billy lots of
encouragement and praise, supporting him as he struggles to make up the
deficiencies she has discovered.

Note *he kev features of each of the stages illustrated above:

STre T aprepirationchetermmine the kind of information needed

and decide how and when to obtain it.

W@_&Fﬂﬂﬁh@.@bmin a variety of information

as accurately as possible

3. SIige-3..Forming Judgments: Judgments are made by comparing
the information to selected criteria.

g1 Stage 4. Decision Makin and Reporting Record significant find-
ings and determine appropriate courses of action
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Classroom Teaching Skills
R NER KEV S
Mastery Test, Objective 1 \\
(b) Obtaining needed information Invcives
1. Evaluation is the process of obtaining informa- asking Students (inquiry), observing stu-
tion and forming judgments to be used in deci- dents (watching students setting up an ex-
sion making. periment), or testing students (giving a
2. (a) Preparing for evaluation. In this stage you multiple-choice test of history facts,.
need to determine the judgments and deci- (c) Forming judgments. In this stage you
sions you anticipate making (e g . when to compare the information with some referent
begin Unit 2, what assignments to give, and make a value judgment. Grades reflect-
where to place Johnny) Next you must de- ing achievement and predict.ons about how
cide what information you will need in order well a student might be expected to do are
to make those judgments and decisions both common examples of classroom judg-
{e g.. how quickly the students are moving ments.
through Unit 1, what the students’ interests (d) Using judgments in decisions and preparing
are, how well Johnny reads). Finalty, you will evaluation reports. Deciding what action
decide when and how to obtain the informa- to take 'e.g., move Johnny to a slower read-
tion needed (e g., weekly, through quizzes, ing group) and reporting the evaluation re-
first week of class, using an interest inven- sults that led to that decision comprise the
tory; second week of class, using a major tasks of the final stage of evaluation.
standard:zed test of reading and observing Note that the emphasis is on the use of
students during orai reading) judgments.

Dbjective 2

To select approprnate information-gathenng instruments when seeking
to make classroom evaluations.

LEARNING ACTIVITY 2.1
n part evad gmhmth

L. 1
e evaluating and “what kind of information vou will need in_order to
sle-that eralultigi il Once thit has been determined,“You'are'reu v
Psose toot Tor, oB¥aTATE that_information. T here arg basicallytwo-
stepS nvolv edr (1) Frivr ;

SR ATE e Tl marion:gathenng TECHATqUEy 5w
vant:to Trerand{2)salestizheupeaiinstrnment-thatsh : .

TEP 1 Lhoose an Appropriate Technique ===

There are basically four different techniques classroom teachers use
to obtain information about themselves and their students. REGEYFY"
'E-fﬁqm'ﬁ*msk. Whenever you wish to know someone’s opin-
ions&fee.ings. interests. likes and dislikes, etc., ask that person. Good
teachers are alwavs asking their students how they feel about what is
going on. They know the value of information gained through inquiry.
Obﬂsnen'atiomre made by teachers wlienever they look, listen, feel,
or ®mepther senses to find out what is going on in the classroom.
Observations of student performances, habit patterns, and interper-
sonal interagtioas all provide the teacher with helpful information.
malysis i the process of breaking something down into its com-
pSent parts For example, a teacher might analvze a math assignment
o to discover the hinds of errors students are mahing Or, a vocational
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education teacher might analvze a coffee table made by a woodworkmng
student, evaluating the project according to the design, overall con-
strugti nd finish of the table.
esting is being used whenever there is a common situation to
hich all students respond (e.g., a test question), a common set of
structions governing the students’ responses, a set of rules for scoring
e responses, and a description (usually numerical) of each student's
rformance—a score.
The chart below compares these four techniques Study the chart
and ther tryv to do the exercise that follows.

A SUMMARY OF THE MAJOR CHARACTERISTICS OF THE FOUR INFORMATION-GATHERING TECHNIQUES®

irqQuiry Observation Analysis Testing
Kind of information Opinions Performance or the Learning outcomes Attitude and
obtainable Selt-perceptions end products of during the learning achievement
Subjective some performance g[r:ceosas.s()mtefmed'- Terminal goais
jucgments Affective (especially 9 Cognitive outcomes
emotional reactions)  Cogn:tive and psy-
Affective (especially h 1o skille Maximum perforrance
attituces) Social interaction chomotor skills
psychomotor skills Some affective
Social outcomes
perceptions Typical behavior
Otjectivity Least objective Subjective but can Objective but not Most objective and
Highly subject to be objective if care  stable over ime relable
bias and error 1S taken in the con-
struction and use of
the instruments
Cost Inexpensive but can  Inexpensive but Fairly inexpensive Most expensive t ut
be ime-consuming vary time- Preparation time 1s most information
consuming somewhat lengthy ~ 9ained per unit of time
but crucial

“ Terry D TenBrink Evaluation A Practcal Guide for Teacness (New Yok McGraw-Hill 1974) p 140 € 1974 by McGraw Hill Book Co Usea with the
permission of the McGraw-Hill Book Company

Your Tuen
CHOOSING AN EVALUATION TECHNIQUE

For each of the following questions, decide on the evaluation technique that would probably be
most helpful Use the following key. A, inquiry, B, observation, C, analysis, D, testing.

L e, YR I LT

1 What kind of errors does Sally make when reading aloud?

2 How well can . "mmy read?

3 What 1s George's attitude toward math?

4 Why isn't Ernest completing his workbook during spelling?

5 What 1s the average reading level of this class?

6 Who does Johnny have as friends?

7 What mistakes are most common in long division problems?

8. How well did the students learn the concepts in Chapter 77

9. How well does Mary interact with her classmates during recess?
10 What are Kevin's primary handwriting errors?
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ANSWER KEY

‘four Tum: Choosing an Evaluation Technique

1.8 2 DorB 3.A 4 BorA 5D 6 AorB 7.C 8.D 9B 10.Cot A

eeTect the Best Instrument to Obtain the Kind of Information
au Need

Once vou have selected an appropriate information-gathering tech-
nique, vou should choose the type of information-gathering instrument
to be used. An information- athering technique is a procedure for
obtaining _information. mm%fm‘snon:gﬁrm ‘s
aet.. to-helpuil gather information. We will briefly examine four
basic types of instruments: tests, checklists, rating scales, and
questionnaires.

&A testys an instrument that presents a common situation to which
all students respond, a common set of instructions, and a common set
of rules for scanning the students’ responses. Lestsare-used Primariky
#o7"detetmimng aptivade and achievement: When we Want. to-know
how much aStudent-knows 5 how well he or she can perform certain
liy=Ttest=s-an -appropriate instrument to-use.

ik %5 Gre constructedeymthe doschersandmrere-

5 : i

! 1e instructions on siandardized tests
have been carefully standardized so that everyone taking the test does
so under similar conditions. Most standardized tests are developed
and sold by test publishers and have been carefully developed, tried
out, revised. standardized. and evaluated for reliability and validity.

& checklitmybasicativartist of criteriator “things to look for”) for
eTiuating some performanteotendproduet. @newsesmxiisckiist byr
s1mply cherkiny B thow Trtetia thatere-nrer, mhm le;one could
wseX chieckitstobecartzimtharasrodentgoes through “'afl szm

Aexerciserprogfanry Or, a list of criteria tor a good speech could
g&e'checked as an indication of what a speech student did correctly
when muking a speech to inform. Whenever it is helpful to know
whether an important characteristic is present in a performance (or is
found in some end product), a checklist would be an appropriate in-
strument to use.

nifwe wishotoraTeThe quality “of @ peHormante or¥ad product nw

axating scalggvonid hethetnstioment 16 taer We %mm,
for example, by whether or not gestures were used. But il we want
to determine the quality of those gestures (whether they were good,
fair, poor, etc.), a rating scale should be used. A rating scale provides
4 scale of vulues that describe someone or something being evaluated.

The advantages and disadvantages of each type of instrument are
highlighted for vou in the following table. Again, study the table care-
fully and then take “ycur turn™ at trying to select an appropriate
instrument

101




Chapter 9 Evaluation 367

ADVANTAGES AND DISADVANTAGES OF EACH
TYPE OF INFORMATION-GATHERING INSTRUMENT

Type of Instrument

Adw:ntage

Disadvantage

Standardized tests used when
very accurate information is
needed

Teacher-made tests used rou-
tincly as a way to obtain
achievement information

Checkiists used to focus
observations

Rating scales used to judge
quality of performance

Questionnarres used to inquire
acodt feelings opintons. and
interests

Usually well developed ang reha-
bie Include rorms for companng
the performance of a class or an
individual

Usually measure exactly what has
been taught Inexpensive Can be
constructed as need arises

Helptu! in keeping observations
focused on key points or critical
benaviors

Allow observational data to be
ysed in making quahty judgments
as well as guantitative judgments

Keep inquiry focused and helps
teacher to obtain the same infor-
mation from each siudent

Often not measuring exactly what
had been taught Experisive Lim-
ited n what is measured

No norms beyond the class are
avatlable Often unreliabie Re-
qQuire quite a bit of ime 1o
construct

Measure otly gresence or ab-
sence of a trait or behavior

Take time and effort to construct
Can be clumsy to use if 100
compiex

Take time and effort to construct
Ditficult to score — no rnight an-
swers and therefore ha:d to sum-
marize the data

Your Turn

SELECTING AN INFORMATION-GATHERING INSTRUMERT

Read each of the following zlassroom situations First decide wha(technique is being uzed (inquiry,
observation, analysis, testing), and then wnte down which instrument you would use and why
Compare your answers with those of your peers and those found in the answer key

1 A second grade teacher wants to find out if her pupils now understand how to form the vowels

in cursive writing.

2 A high school social studies teacher wants to know how his students fee! about the outcome

of the latest elections.

A fourth grade teacher wants to know how well his class compares to other fourth grade classes
in their achievement of the basics reading, writing, arithmetic.

An eighth grade teacher just finished teaching her students to compute the volume of a cube
and wants to know how well her students learned this skill

A music teacher wants to rank-order her clarninet players so that sh2 can assign them chairs in
the band. .

A shop teacher wants to make sure that his students all follow the safety precavtions when
operating a radial arm saw

e _____________ -~ " .

1¢2
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¢ inquiry—check!ist
d inquiry—test

6 To determine academic aptitude for placement in special programs. one should use a
a rating scale
b checklist
r classroom test
G. standardized test

ANSWER KEY

Mastery Test, Objective &

1.d 2.a 3.¢c 4 b 5 a €6.d

Objective 3

To write good test items for evaluating echievement.

LEARNING ACTIVITY 3.1

' The first step in test construction is to determine what it is you are
trying to test and what kind of item would be best suited to testing

that type of information.&w; akbre
dcarning Bhtéomes. Beabest-stateme nt3-~of JEAFAMNE IMITOMEY AR G0y
&tractidhal-objedtivast As you may reci 'l from the discussion in Chapter
3, instructional objectives define clearly, in observable terms, the
achievement we expect of our students. In that chapter the importance
of well-chosen verbs in writing instructional ubjsctives was emphia-
sized. The verb should describe precisely the kind of response you
expect the student to make to a particular subject matter content. If
the verb used in an instructional objective does do that, it is a relatively
simple matter to determine the type of test item you should use. For
example, suppose that vou are trying to find out if your stndents hava
mastered the following objectives:

1. To list the names of the first ten presidents of the United States.

2. To describe the major contributions of Washington and Lincoln.

3. To explain the changes that occur when a different political party
takes contro! of Congress.

The first objective obviously calls for a short-answer~type question
in which the student is asked to list names. The other two objectives
would best be tested with an essay question because the stident would
have to describe or explain—not the kind of thing they could do on
an objective test such as true/false or multiple choice. What kinds of
learning outcomes are best measured with objective-test items (true/
false, matching, multiple choice)? These types of items are best suitea

o for measuring learning outcomes for which the student must be able
EMC to choose among alternatives. For example:
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1 To choose the word that best describes the author's feelings.

2. To select the sentence that best represents the dermr scratic

position.

3. To 1dentify the emotive language in a paragraph.

4 To determine which of several experiments would niost likely

provide the information needed by a particular researcher.

Note that each of these objectives could readily be measured with
an objective test. However, it is possible to measure some of them
with some other type of item. For example, the third objective in the
list above (to 1dentifv emotive language) could be measured with a
variety of test items:

1. True/false. The statement underlined in the paragraph abo-e is

emotive language.

2. Multiple choice: Which of the fcllowing sentences (as numbered

in the paragraph above) represencs emotive language?
(a) Sentence 2 {c) Sentence 6
(b) Sentence 3 (d) Sentence 9

3 Short answer: Pick out three emotive statements from the para-

graph above and write them on your paper.

You can readily see that the first step in selecting the tyvpe of item
to use is to examine the instructional objectives. However, there is
often still room for choice, some objectives can be measured by more
thin one item tvpe. Consequently, other things must be taken into
account. The following table highlights the advantages and disadvan-
tages of the major types of test jtems. Study this table carefully and
then try the exercise “Your Turn.”

ADVANTAGES AND DISADVANTAGES OF DIFFERENT TYPES OF TEST ITEMS
Type Advantages Disadvantages

Short An5w#

Essay/
True/Fals/

Matcnlng/
Muluple Chow/

Can test many facts in short ime Fairly
easy to score Exceilent format for math
Tests recall

Can test comp'ex learning Can evaluate
thinking process and creativity

Test the most facts in shortest ime Easy
lo score Tests recognition Objective

Excellent for testing associations and rec-
ognition of facts Although terse. can test
complex learning (especrally concepts)
Objective

Can evaluate learning at all levels of com-
plexity Can be highly reliabie. objective
Tests fairly large knowledge base in short
time Easy to score

Difficult 1o measure complex learning
Often ambiguous

Dificult to score objectively Uses o great
deal of testing time Subjective

Difficult to measure complex learning
Dificult to write reliable items Subject to
guessing

Dithicult to write good items Subject to
process of elimination

Difficult to write Somewhat subject to
guessing

1
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Objectives:

The participants will be able to describe techniques for
evaluation through the process of observation.

The participants will be able to write (acceptable) test items.

The participants will be able to write objective test items at
the various class levels of the cognitive domain of the Taxonomy
of Educational Objectives.

Content

Cbservation
Material from classroom teaching skills

Ways to evaluate performance
Types of instruments
check list
constructing to meet needs
Establishing criteria and converting to a score

Writing test items
Bloom's taxonomy - Handout used

Activities:

Lecture (interactive prccess) for observation

Writing test items:
put students in groups
Give handout to students and have them construct questiocns
at the various levels ... The hand contains & paragraph on
whica the students are to base their questions.
Whole group
Have students volunteer to give questions tney have
constructed. Then construct in various forms of items such
as fill in the blank, true and false and multiple choice.

Evaluation:

Construction of questions on the various levels of Bloom's
taxonomy.

Assignment:

Complete construction of test items on the various levels of
Blooms Taxonomy.
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cognitive domain.

Canctrirt Ana
cne

In Des Moines, lowa, two high school students and a junior high student, in defiance of
a ban by school authorities, wore black armbands to class as a protest against the
Vietnam War. As a result, they were suspended from school. But the U.S. Supreme
Court later ruled the suspensions were iliegal, holding that the first amendment to the

Constitution protects the rights of public school children to express their political and
social views during school hours.

%® &

This case illusirates a significant new trend in American life. Young people,
particularly those under 21, are demanding that they be granted rights long denied

them as a matter of course. And, with increasing frequerccy, they are winning those
rights.

l.  Knowledge

Comprehension

Application

Synthesis

Evaluation
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3 Application level questiuns

4 Analysis level questions

5 Synihesis level questions

6 Ev¢ sation level questions

. —— vt amde o WA

_M_

? ANSWER XEY

Your Turn: Constructing Questions on the Six Levels of Bloom s Taxonomy

Here are some questions on the six levels of tne 2. What was the ruling of the Supreme Court on
Taxonomy that you might have asked about the their case?
paragraphs. They are not the only questions that 3. What pert of the Constitution did the Sup-
could have been asked but are simply meant to reme Court refer to as a basis for its deci-
provide examples. sion?
1. Knowledge level questions 2. Conmiprehension level questions
1. What action dig the three students in Des 1. What is the main idea in this paragraph?
Moines, lowa, take that caused their suspen- 2. in your own words, explain why the Supreme
sion? Court declared the suspensions illegal.

ERIC 17




3. Application level questions

1. Coansidering the ruling in the Des Moines
case, what would the legal ruling be on 3
student who, desp't2 a ban by school au-
thorities, wore a yeliow cloth star sewn on her
jackst as a protest against the United Nations
policy toward Israel?

2 Considering the Supreme Court ruling in the
Des Moines case, what do you think the legal
ruling would be on a group of students who
blockaded the entrance to a classroom as a
protest against race discrimination?

4. Analysis level questicns
1. Why did the Supreme Court support the
rights of students to express their political
and social beliets during school hours?
2. What evidence, other than the specific case
described in this paragraph, can you Cite to

Chapter § Questioning Skills

support the conclusion thatyoung peuple are
now gaining long denied nghts?

5. Synthesis level questions
1. Davelop a short story that postrays a young
parson seeking to attain a legal fight denied
to those under 21.
2. 1t children gained the full Iegal rights enjoyed
by aduits in America, what implications
would it have for family hfe?

6. Evaluation level questions

1. What is your opinion on the issue of minors
enjoying the fuil legal rights of aduits?

2. It you had been a judge on the Court in the
case of the Des Moines students who pro-
tested the Vietnam War with black armbands
despite a school ban, how would you have
ruled?

LEARNING ACTIVITY 2.2
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your question stems.

Example

If you feel that you need further practice in
you would like to improve your question construction skills, Learning
nity. This learning activity involves
another way of playing the Question Master Game. All you need do is
make one rule change. Instead of using the “Classification Cards” that
have already been developed, you must construct
own whenever you land on a square mar
must be at the same level of the Taxonomy as
move. Avoid using the same question more

Activity & 2 provides that opportu

The die (or caras or spinn
piece six spaces. If you

The “C” spaces now repr

land on a “C”

If the die shows: Question must be at:
1 Knowledge
2 Comprehension
3 Application

constructing questions or if

a question of your
ked with a “C.” The question
the number of spaces you
than once, and try to vary

er) indicates “‘6,” and you move your
space, vou must construct a
question at level six of the Taxonomy (Evaluation). If you fail to do
this, you must go back three spaces from your original space. If you

are successful, you can remain on that space until your next tumn.

esent Construct a question rather than

Classify a question. All other rules remain the same. Any missed
questions result in going backward three spaces.




Lesson Plan XIII
Course Design Decisions

Objectives:

The participants should be able to construct questions using the
various classification levels in the Cognitive Domain of Bloom's
Taxonomy. (for evaluating achievement)

The participants should be able to describe how to use
information to evaluate students.

The participants should be able to state opinions on articles
from the "The Natioral College Newspaper" dealing with grading.

Content:

Writing questions on Bloom's Taxonomic Levels
Covering - Comprehension, Application, Analysis, Synthesis
and Evaluation

Grading

Grading as a type of judgement

Classroom teaching skills - Cooper 392-394
Julging student progress

Classroom Teaching Skills - Cooper 394-395

Assigning Test Grades
Benefit of test and score to stucdent
Benefit of test and score to instructor
McKeachie -- 104-105
Assigning Course Grades
Curving
Scaling
University Grading Scales
McKe. hie =-- 115-117

Evaluating Changes in Attitude
Classroom Teaching $kills - Cooper 395-396

News paper articles
From the National College Newspaper - April 1988
"A - F" Grading System Flunk Student's Evaluation

Biology Prof Guarantees "C" or Beiter
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| Activities:
|
Participants w.ll write questions on chalk board (in objective
form) using the various levels of Bloom's Taxonomy.
Defend --
Interactive Discussion on Grading

Evaluation:

Construction of question using various levels of Bloom's Taxonomy
(for evaluating achievement)

Participation in discussion of Newspaper articles. ,
Assignment:

Part V in McKeachie -- Teaching Tips
Includes Chapters 19, 20, and 22.

4

110
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3.6 For each of the following situations, determine the kind or judgment being made Use the .
following key A, norm-referenced, B. criterion-referenced, C, seit-referenced \

A third grade teacher discovers that her class scored above the national average on
& math achievement test

4 A high school biology teacher selected his best students to help him set up the ex-
penments for the next day

3

§ Mitsy's teacher was really pleased bec: Jse of her progress in reading Her gains since
last year are obvious

6 Four of the students who took the algebra aptitude test taled to get a high enough
score, and they were not allowed to take beginnirg algebra.

M

ANSWER KiY

Your Turn: Types of Judgments

1.8 2C 3.A 4A 5C 68

TYPES OF Grading
JUDGMENTS =

m}@fseems
R 3din g Svetem Bved-seems to
) ¥ : ; k. The next few para-
graphs will not resolve the problems of grading, but they should help
vou to better understand the alternatives available to you.
One of the most common questions teachers get from students
concerning grading policy-is:—"&re.yau-going-tp-grade-on-thrcuﬂ!’"
hemdc-wdxzad,muomalwmuuswoumd%tomdﬂe
 reasonable distribution, the basic idea behind grading “on a curve”
is the same: making norm-referenced judgments, a very common form
of assigning grades. The class as a whole is used as a norm group. and |
the cluss a\erage usually serves as the referent against which all other i
|
1

grades are judged. Usually the average score is assigned a grade of
“C.” and some proportion of scores on either side of that average are
also assigned grades of "C" (the “C" range usually includes 30 percent
to 50 percent of the class). After that. grades are ascigned by selecting
some cut-off points so that a certain (usually smaller) percentage of
students fall into the “B™ and “"D” ranges, respectively. Finally, those ‘
left fall into the “A” and “F" ranges, respectively, as their scores
deviate above or below “C.”

What de vou think are the advantages and disadvantages of this
form of grading?® List them below and then compare vour answers later
on with the informativa in the table on page 398.

Advantages Disadvantages
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Remember that whenever vou grade someon>'s work by comparing it
to someone else’s (or to the average of some group), vou are basically
usir.g a norm-referenced approach, and all the disadvantages of that
tvpe of approach apply.
nother-way to assign grades is to establish EeTtaneu ol poits
r each grade. These cut-off points serve as crftertrmpamstschtcdi™
given student’s performance is judged. A common way in which this
approach is used is for a teacher to assign points for every assignment
and every test. Next, the teacher determines how many total points
a student must get in order to get an “A,” how many to get a “B,”
etc. Each assignment or test can be graded that way, and the total
number of Hoints for the marking period can be added together and
compared to cut-off totals in the same way to assign report card grades.
This could be called criterion-referenced grading. However, true cri-
terion-referenced evaluation is a bit more complex than what we have
just described because the cut-off scores should be determined on the
basis of some meaningful external criterion.
What do vou think are the advantages and disadvantages of this
kind of criterion-referenced grading?

Advantages Disadtantages

eachers often find themselves wanting to give a si dent.a gdod

€ for having made so much improvement, Gradip basis
Avement_is.a popular kind of self-r ompar-

ing a student to himsell or nersell is a desirable, humaii® Way to grade.
However, this kind of grading has many disadvantages. Can vou think
of some of them? After writing down your ideas, study the following
table.

Aduvantages Disadvantages

d
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ADVANTAGES AND DISADVANTAGES OF DIFFERENT TYPES OF GRADING

Type of
Grading

Advantages

Disadvantages

Norm-referenced

Cniterion-
referenced

Gelf-referenced

Allows for comparisons among students
Classes can be compared to other
classes

Allows teacher to spot students who
are dropping behind the class

Helps teacher to decideif students are
ready ¢ move on

Crntena are independent of group
performance

Works well in @ mastery-learning setling
Each individual can be evaluated on
ditterent material. depending on hts of
ber tevel of achievement

Allows you to check studen! progress
Makes it possible to compare achieve-
ment across dilferent subjects for the
same individual

If whole class does well, some students
shil get poor grades

it class as a whole does poorly. a good
grade cculd be misleading

Does not allow individual progress or In-
dividual circumstances to be censidered
The whole ciass (or large portions of 1t)
must be evaluated in the same way
Everyone 1n class (or norm group) must
be evaluateg with the same instrument
under the same conditions

it 1s difficult to develop meaningiul cn-
tena (therefore arbitrary cut off scores
are often used)

Presents unique problems in computing
the reliability of criterion-referenced tests
Makes it difficult to make comparisons
among students

All measures taken on an individual must
be taken with similar instruments under
similar circumstances

Doas nct help you to compare an indi-
vidual with his or her peers

Judging Student Progress

Teachers have an ongoing concern about the amount of progress their
students are making. If students are maxing a reasonable amount of
progress, the methods, materials, etc., are probably working. If no
progress or too little progress is being made, some changes may need
to be mad= somewhere in the instructional program.

A judgment of student progress is, of course, a self-referenced
judgment. and thus all the disadvantages of that type of judgment will
hold. It is especially important that progress in achievement be mea-
sured the same way each time progress is checked. For example, sup-
pose that you were trying to check a student's progress in reading. It
would be best if vou could use the same type of test each time progress
was checked (alternat~ forms of the same s:andardized tests; obser-
vations of oral reading, using the same type of checklist or rating scale,
etc.).

The following suggestions should help you do a good job of eval-
uating student progress. Study them carefully and then discuss with
vour classmates ways in which these suggestions could be carried out
at various grade levels for different subject matters.

Suggestions for Evaluating Student Progress

1. Determine ahead of time what student characteristics or skills
vou are going to keep track of (don't suddenly ask, half way
tarough the semester, ""Has any progress been made?”).

1
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Establish a baseline (achievement level, behavior patterns, etc.)
earlyv in the semester.

3. Choose and/or develop instruments (tests, rating scales, etc.) in
advance that vou can use throughout a student’s progress.

4. Describe the changes vou expect will occur as your students
progress. This description will help you focus your evaluation
on appropriate behaviors and achievements.

5. Obtain information often enough so that you can see any pro-
gression that might be occurring and so that a single bad sample
of information won't throw vour evaluation off.

Evaluating Changes in Attitude

Most psychologists would define an attitude as a predisposition to act
in a negative or positive way toward some object or person. Note that
the attitude is a vredisposition, which is not observable or measurable.
However, it is a predisposition to act, and that is observable. This
means, then, that in order to measure attitudes, one must focus on the
actions or behaviors of students. Of course, the difficult part is dis-
cerning what any given action or pattern of actions means (i e., what
the attitede is that is producing the actions).

Usually, a teacher becomes concerned about attitude change when
he or she discovers that one or more students have a bad attitude.
Common among these are bad attitudes toward a given subject matter,
a negative attitude toward the teacher, or feelings of prejudice toward
minority students in the class. The important thing to remember when
vou first become aware of a bad attitude is that there must have been
some behaviors that led vou to discover that attitude. The student(s)
must have said some things (speech is an observable behavior), done
some things, or refused to do some things that made you aware of the
attitude. Your first step, therefore, is to try to determine what specific
behaviors led vou to believe that there was an attitude that needed
changing.

Once vou have determined the behaviors associated with an atti-
tude vou think should change, vour next step is to systematically obtain
information about the frequency of occurrence of those behaviors.
These data will serve as the baseline (the referent) against which you
will judge any future changes in attitude.

When you are sure that the tehaviors you observed are frequent
and do indeed represent an inappropriate attitude, you are ready to
set down a plan for observing any possible changes in attitude (as they
would be reflected in changes in behaviors). There are two very im-
portant things to consider at this point. First, be certain that you make
frequent observations so that you can feel confident that the behavior
vou are observing is representative and not isolated. Second, look for
the behaviors when the student is in the presence of or thinking about
the object of his or her inappropriate attitude (e.g., look for cutting-
up behaviors during math if the student dislikes math).

Finally, when the information is obtained, you must judge whether
or not the attitude has changed. Remember the disadvantages of mak-
ing self-referenced judgments. Differences between any two sets of
observations may not mean too much. However, if you find over a
period of time (and attitudes usually take considerable time to change)
that the undesirable behaviors are decreasing and the desirable ones
increasing, an attitude change is probably occurring.
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Hates math
1

You may fnd it very helpful to use a rating scale to help you
summarize the data from your observations. Suppose, for example, that
you were trying to see if a student’s attitude toward math were im-
proving. You might develop a rating scale that would look something
like this

Tolerates math Loves math
2 3 4 5

Complains about math; puts Says. “Don’t care about math  Says, “I like math"; gets right

off doing assignments,

in sloppy math papers

turns grade”; does assignmen’ but at assignments; does extra-
delays same; never chooses credit work, chooses math
math over other subjects over other subjects

Note that the behaviors characteristic of differert attitudes have
been placed under the two end points and the midpoint of the scale.
Each time we observed our student react to math, we could determine
which set of behaviors his or her actions were most like and mark an
“X" on the scale accordingly. Several sczles marked each in turn over
a semester would give us a picture of any progress the student was
making ,

In summary, the basic steps involved in evaluating a student’s
change i. attitude are as follows:

1. Determine the behaviors associated with the attitude vou think
should change.

2. Systematically obtain information about the frequency of occur-
rence of these attitudes.

3. Decide if the behaviors occur frequently enough and censis-
tently enough to represent an inappropriate attitude.

4. Set down a plan for observing any possible changes in attitude
over time.

5. Decide whether the attitude has changed by comparing the in-
formation obtained at two or more different times.

6. Record your findings—possibly using a rating scale.

Evaluating Instruction

Most teachers have a real de=sire to know whether or not their instruc-
tion is effective. Theyv also fear that they, or their principal, will find
out that it is not effective. Principals, fellow teachers, students, and
parents are all going to be judging the quality of instruction. Therefore
it is advantageous for the teacher to have well-documented evidence
of his or her teaching eflectiveness.

Of course, besides accountability, teachers are concerned about
improvement. They are alwavs wanting information to help them up-
grade their courses. So let’s explore briefly some of the options avail-
able to teachers who wish to evaluate their own teaching. The information
provided here will help you start thinking about evaluating instruction,
but it in no way pretends to make you an excellent evaluator. Several
books on program evaluation are cited in the references at the end of
this chapter. Later, vou may have an opportunity to enroll in a pro-
gram-evaluation course. In the meantime, here are a few basic

suggestions.
115
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There are two primary considerations in evaluating vour own in-
struction. First, you must deterinine the kind of infurmation you will
obtain about the effectiveness of your instruction. Second, vou must
determine an appropriate referent for judging the effectiveness of vour
instruction.

There are at least three kinds of infermation that can be used to
determine the effectiveness of vour instruction. The first is infcrmation
about your own behaviors as a teacher. If yvou feel, for example, that
good instruction occurs when teachers do certain things (e.g., provide
behavioral objectives for their students, irnteract a great deal with their
students, or ask certain tvpes of questions during instruction), obtain-
ing information about whether or not you do these things is a place
to begin in the evaluation of vour teaching. Many teacher-effectiveness
rating scales dr, focus on such teacher behaviors. Although this kind
of information can be helpful to you as vou check vour own progress
as a teacher, it may be misleading abeut the effectiveness of instru--
tion. A teacher’s doing certain things doesn’t necessarily ensure either
good teaching or improved learning.

A more popular (and slightly better measure) of teuching effec-
tiveness comes from student ratings of teacher effectiveness. There
are a number of fairly well-developed instruments that allow the stu-
dents to evaluate their teachers. If you decide to design one of your
own, focus on those characteristics of good teachers which seem to
make a difference. Even open-ended questions, e.g., “What did vou
hike best about this class®” or “What could be done to make this class
more effective®” can sometimes give the teacher useful information,

Of course. the ultimate test of teaching effectiveness is how well
the students learn. There are several problems, however, with using
learner achievement as a measure of teaching effectiveness. First, stu-
dents may learn well despite the teacher. Second, it is difficult to
know what would have happened had a teacher used a different ap-
proach; even though the students learned well, could they have
learned better? Or, suppose that a class does very poorly. Were there
extenuating circumstances? Were the textbooks poorly written® Would
the students have done that poorly had another teacher taught the
lesson? These last questions are not easy to answer, but they do suggest
an important solution to the many problems of evaluating instructional
effectiveness. That solution is to evaluate the various components of
the instructionz] process separately rather than trying to obtain an over-
all measure. Suppose, for example, that we were developing a rating
scale for students to evaluate the instruction in a high school iZnglish
class. Instead of focusing all our questions on the teacher, we would
also ask questions about some of the other components of instruction in
that classroom. We might ask the students for their opinions about such
things as the textbook, the workbook, the library assignments, the
small-group discussions, the tests, etc.

A second major consideration when evaluating instruction is the
choice of an appropriate referent. You must decide what you are going
to use to compare your teaching to. Will you compare it to other
teachers (e.g., by comparing your students’ standardized achievement
scores to the scores of other classes in vour school district)? Or, will |
vou be judging your teaching effectiveness by some predetermined
criterion (e.g., “At least 80% of my students should score at ur above
grade level on the lowa Test of Basic Skills)? Or, will you use ¢ self-
referenced approach (e.g., comparing the student ratings from this
semester with those of the previous two semesters)? All three of these

11§ |
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By Tina Burnside
n The Minnesota Daily
U. of Minnesota, Twin Citles

Genetics and celi biology professor
Val Woodward has an offer most Uni-
versily students can’t refuse. If you take
his heredity class, he'll guarantee you
won't get a D or an F. This quarter, more
than 600 students are enrolicd in Biolo-
gy 1101; Heredity and Iluman Society.

*I had heard from other students that
it was an easy class, so I took it,” said
junior Lisa Smith. “I barely went to
class except on the quiz days, but I pas-
sed. It was greal.”

But Woodward has a reason for his
grading policy. “This is not a class de-
signed to weed people out,” he said. “It is
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Biology prof guarantees € or better

designed to help students gain an in-
sight about themselves and give them a
general understanding of genctics.

Woodward awards 25 percent of his
class As, 50 pe~cent Bs, and 25 percent
Cs. Students who don't pass are given
anincomplete. He admits that most stu-
dents, but not all, take the course be-
cause it is considered easy.

Professors are free to determine their
own grading policies, said Kathie Peter-
son, director of student services 1 the
Genetics and Cell Biology Department.

“I'm taking the class because I have
an interest in genetics and the class
seems interesting,” sophomore Tony
Giombetti said.

*I like the idea of the teacher not

wanting to hold stud_ nts back, and that
he is more concerned with students
learning concepts rather than just
memorizing facts.”

Woodward said many introductory
courses arc in danger of being elimin-
ated under the University's Commit-
ment Lo Focus improvement plan.

“They would like to gat rid of these
courses. They want students to enter
the University ... and start working
directly on their majors, and not fool
around with these so-called ‘Mickey
Mouse’ courses,” he said.

“I Natly disagree. Thisclass is de-
signed to give everyone an cqual oppor-
tunity to an education, not to eliminate
a few.”
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rading system flunks student's evaluation

learning.
Learning is not easy and first

A-Fg

allenge studentd with | learning.
the A-F grading aystem is

By Steve Fitield of teachers to ch
@ The Minnesola Daity relevant material and to present it in While
U. of Minnesots, Twin Cities creative and stimulating ways. ftis the | deeply entrenched in the education sys- atiempts are often inadequate. No
task of students to Jeave the mind- | tem, instructors can make their courses | group people 1d understand this
for students. | better than professors who have strug-

numbing attractions of our video cul- | more positive experiences
The first obstacle many college irstruc- gled to complete articles, grant propos-
i books only to have them rejected

For students, death and taxes are not

the only certainty 4 in life. Grades can | ture behind and engage wholeheartedly

ba added tr thi p2i” 0 creste anun- | in their own education—a worthwhile | tors must overcome 18 ndency to | alsor

pleasant trio The efficacy of the A-F ]n i's can BT teach as they were taught. Today's pro- and returned for revision. Grades stick

grading system has been uncritically Grades serve as verdicts rathér than feszers reed 0 think ghout alternative | with students for a long time, and stu-
moet educators. ctudents | dingnostic aide. A “C” on anexam prob- teaching techniques. dants ar® entitled tn give their best

tions nstudent All instructors should consider pro- possible performance before receiving a
fic learning objec- final grade.

accepted by
and parents. ot
notion of educa
dents as “winners,

Using the A-F grnding system ina
more cquitable way will require the
cooperation of professors, students and
ors. Innovative teaching

ably indicates micconcep!
should clear up before continuing on to
new material. Given n chance to review
the material in fight of mistakes, that

ducing n set of speci
tives (or their courses and make these
available to students on the first day of
Professors should also clearly

1< tightly linked withour
tion, winle Jabeling stu-
» “Jggers” or “just

average” in the process.
Wiy doschools give grades? Themost rson could become 8 *3* student. Un- class.
cynical explnnntion—-that students fortunately, some instructors believe state and justify the compelence fevel | administrat
ithout the sti- | this approach is too ensy on students— required to earn 8 certain grade. must be valued a8 much as the research
the mistaken The best courses incorporste instruc- money pulled in by the faculty. Now is
the time to be more open-mindcd and

mulus a grading 8 an attitude arising from
.nts to some very serious flaws in our notion that the purpose of teachingis to
formal education system. It is the task | assign grades rather than promote
e

would not do any work w
ystem provides—

tional objectives, criterion-referen
grading and some form of maatery

creative about teaching.
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[esson Plan XIV
Course Design Decisions

Objectives:

The participants will develop a familiarity with the research on
class size.

The participants will be able to determine when classes need to
be small and the kinds of students that benefit from small
classes.

The participants will develop a familiarity with the rz2lationship
between goals, class size and methodology.

Content: (Chapter 19 McKeachie)
Research on class size.
Determining when classes need to be small.
Kinds of students that benefit most from small classes.
Goals class size and methodology.
Activities:
Interactive presentation on the above topics.
Course evaluation

Evaluation:

Participation n the interactive process




Below are severai optionsl opan-ended questions designed to provide the instructor feedbeck on hig/her in-
structionsi techniques, and to allow you the opportunity to express more precisely your opinion of the course.

These are intended to be enonymous. SO PLEASE DO NOT SIGN YOUR NAME. THE PORMS WILL NOT
BZ EXAMINED SY EITHER THE INSTRUCTOR OR THE DEPARTMENT UNTIL AFTER GRADES HAVE BEEN
ASSIGNED!

A. What were the strong points of the course?

B What were the weak points of the course?

C What should the instructor do to improve his/her teaching?
- D. What s your overall opinion of the course?
] n
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Course Description:

Generic College Teaching Skills is the second of a three course sequence during
which the participants will be involved in the development of teaching skills
and the demons:tration of those skills in a classroom setting and will receive
appropriate feedback.

Course Coals:

1.

2.

Cours: Objectives:

1.

The participants will develop an understanding ¢ the skills and

The participants will develop an understanding of the skills necessary to

GENERIC COLLEGCE TEACHING SKILLS
Course I1

knowledge necessary for teaching.

observe teaching performances and provide effective feedback.

Classroom Techniques

By the end of the course the participants will have developed knowledge
and the ability to demonstrate the following techniqr es.

A. Meeting Class for the First Time.
B. Written Assignments
Videotapes
How to evaluate unconventional papers
Possible Plagiarism
Working student needs time extension on paper
C. Grading
Videotapes
Student protests exam grade
"I need an A. What do I have to do to get an A?"
Student requests extra work
Is attendance required?
Student feels exams were unduly difficult

Instructional Procedures

By the end of the course participants will demonstrate a knowledge and
use of the following teaching skills.

A. Questioning Strategies

B. Feedback for Iearning

c. Leading Discussions
Videotape

Student-student conflict in discussion
D. Notes and Notetaking a
E. Review Processes |
F. Model for Effective Teaching
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3. Instructional Methods
By the end of the course the participants will demonstrate a knowledge of
the following Instructional Methods and use vf selected instructional
methods.

A. Inquiry Method
B. Discussion

4. Evaluating Teaching Performances

By the end of the course the participants will develop and carry out an
evaluation plan.

A. Evaluation of Teaching Performance
B. Evaluating Teachers
c. Soliciting Feedback from Students

-
4]
~
(o

McKeachie, Wilbert J., Teaching Tips: A Guide for the Beginning College
Teacher (Lexington, Mass.: D. C. Heath; 1986).

Course Evaluation

The grade to be reported at the end of this course will be an "S" or "U".
Grades are based on the following activities, and performance is assessed
according to standards specified by the professor: participation in
class discussion and presentation of class assignments, presentation of
data from two observations on one of your peers, evidence of two
observations by your faculty coordinator, and one observation by the
course instructors.

The observations will be made on the demonstration of selected teaching
behaviors. The observations will be submitted to the course instructors.
A form will be provided for the observation.

Course Instructors

Cenc Snepherd Tony Romano
205 Collings Hall 230A Collings Hall
325-15908 325-3972




Course II
Ceneric Ccllege Teaching Skills
Schaduie of Events

Week I

Content
Describe Syllabus
Process for meeting class for the first time

Assignment
Read Chapter 10--McKeachie: "Term Papers and Teaching Writing"

Week II

Content
Term Papers
Alternative ways of working with students on written assignments
Correcting papers and giving feedback
Role Play (How To)

Week III

Content
Role Play - Incidents on written assignments

Assignment
Read Chapter 9--McKeachie: "The ABC's of Assigning Grades"

Week IV

Content
Assigning Grades
Role Play - Incidents on Grading

Week V

Content
Grading
Class Concerns and Conflict

Assignment
Read Handout on the Model for Effective Teaching

Observation
By Faculty of Students Taking Course
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Week VI

Content
Model for Effective Teaching

Assignment

Observe a faculty member teaching:
From observation cite evidence that the
faculty member follow the lesson line.

Observation
By Faculty of Students Taking Course

Week VII

Content
Question Sequencing Elements
a. Distribution
b. Load
c. Wait Time
d. Student Response
e. Teacher Response

Assignment
Observe a faculty member teaching
Audio Tape the teaching episode
Analyze the questions to determine which and how many
stuaents participated and the cognitive level
of the questions.

Observation
By Faculty of Students Taking Course

Week VIII

Content )
Clarsification and Analysis of Classroom Questions

Assignment

Tape class you teach:!
Observe for--Tape, Load, Wait Time, Participation,
Dead end, Run On, Programmed Answer, Put Down,
Fuzzy, Convergent, Divergent Questions

Observation
By Faculty of Students Taking Course
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Week IX

Content
Corrective Feedback
Reinforcements

Assignment
From the Tape of Class you recorded:
Check for corrective feedback and reinforcements
to questions.

Observation
By Faculty of Students Taking Course

Week X
Content
Corrective Feedback and Reinforcement on data collected
by students from a class which they taugnt.
Discussion of Data Collected by Program Faculty
from classes which the students taught.
Observation
By Faculty of Students Taking Course
Week XI
Content
Discussion
Role Play - Incidents Concerning Discussion
Observation
By Faculty of Students Taking Course
Week XII
Content
Inquiry Process
Notes and Notetaking
Assignment
Read Chapter 30--McKeachie--Studcat Ratings on Faculty
Observation

By Faculty of Students Taking Course 1




Week XITI

Content
Review Processes
Develop Student Evaluation Questionnaire

Assiznment
Administer the developed evaluation to students in
your classes and summarize information.

Observation
By Faculty of Students Taking Course

Week XIV

Content
Students' Evaluation
Student Ratings of Faculty
Course Evaluated
Teacher Behavior Inventory
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Course 2
| Generic CTollege Teaching Skills

Lesson Plan I
Objectives:

[
j
E The participants will acquire basic knowledge of the expectations of
; course 2.

The participants will acquire the basic knowledge of a process for
meeting a class for the first time.
Content:
Syllabus for Course 2
Process for Meeting a Class for the First Time:
(See Attached Notes)
Activities:

Introductions

Handout and Describe Syllabus f

Interactive process on meeting a class for the first time.

Assignment:

Read Chapter 10 in McKeachie
"Term Papers and Teaching Writing"

Evaluation:

Participation in the interactive prccess on Meeting Class for the First
Time. ?




|

Process for Meeting a Class for the First Time
1. Break Ice
Have them talk -- GCet acquainted in some fashion

You want to establish a degree of freedom of communication
in your class.

Have your objectives for the course written on the board
discuss objectives.

2. Present Syllabus
to include course outline
3. Introduce Text

If there is guing to be disagreement between material
in the textbook and that you will present in class

n explanation is in order.
Avoid tirades against the author -- severe criticism

Explain that rival interpretations stand or fall on the basis
of pertinent evidence and pl-n to give your reasons for
disagreeing with the text.
This will give the stuuent the notion that your opinions
are based upon evidence.
It will frequently point up current problems in the theory
that often have great appeal for the serious student.

4. Problem Post

What problems you'd like to tackle during this course?

What problems you'd like to have us tackle during this course?
What sort of concerns do you think we might deal with?

What kinds of tl’ -gs have you heard about this course?

Record Answers or _he chalkboard.

Allows for participation
Understand rather than compete with one another
reduce attitude that everything must come from the teacher
teacher can listen as well as talk
some responsibility for solving own problems

S. Hand out an Index Card

ask the students to write down what they think of the first class
anonymously

l. Indicates interest in .earning from them and starc building
a learning climate -- and influencing your teaching.
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2.

Content

It gives you feedback, often revealing doubts or questions
students were afraid to verbalize orally.

Establishing a good atmosphere for s class is an
important aspect of teaching well

Getting off to a good stirt is as important

to that atmosphere as what comes after.

First class should be interesting and challenging

To a group of students first class is going to be
exciting and anxiety producing

The teacher who hands out the syllabus and
leaves does not convey the message that
the class is valuable nor do they capitalize on the
excitement
Remember this is not the students only class
They come to you from other classes
Must aid in shifting thoughts and feelings

Can gradually ease them into the course

Can grab their attention by doing something different
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| Course 2

Generic College Teaching Skills

Lesson Plan II

Objectives:

The participants develop alternative ways of dealing

Content:

Term Papers:
Problems

Role Playing
View tape
the

View tape
the

with writing in the classroom.

The participants will develop processes for correcting
papers and giving feedback.

The par:icipants will develop the skills necessary for
the technique of Role Play.

The participants will participate in Role Playing
activities on incidents concerning written assignments.

Chapter 10 McKeachie
Term Papers and Teaching Writing

Alternative ways of working with students on
writing papers.

--Break Process (Series of Reports)

-~Library Research Paper

--Other types of writing

Correcting Papers and Giving Feedback

Handout on ground rules for Role Play.

of Role Playing process to introduce
students to the process.

of Role Playing process to introduce
students to the process.

View Tape of Incidents on Writing:

--Extension on paper

--Possible Plagiarism

--Evaluating Unconventional Papers
--(Probably won't get to all of these)
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ERIC

Aruitoxt provided by Eic:

Activities:
Interactive process on Writing

View film on Role Play
Use handout and work with how to role play.

View film of Incidents
Written Assignments and Role Play

Evaluation:
Participation in interactive process on writing.

Participation in role playing.
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Ground Rules for Role Playing on:

"How to Handle Classroom Problems"

1. Let the situation be real. Although we may think we would
never let ourselves get into a situation like this, we have

all had the experience of getting into situations we did not
think we would get into.

Be the teacher and the student you see. For the same reasons
as in Number 1.

3. Don't worry about the "best" response. Rather, search to find
a "good" response or a "better" response.

4. Your criteria should be: 1let the student leave with the 3
relationship at least no worse than when the student entered. §

5. Don't just tualk about how you would handle the situation, but
actually "act out" the situation. You need to feel the pressure
of time and yet go beyond a "quick response."

6. When you role play the student, don't "roll over and play dead."
That is, don't give up this student's felt needs too easily.
By the same token, don't be unreasonably obstinate. Play ‘he
role as you think this student would, given the way they feel.

7. The teacher might want, from time to time, ask for information
from the student. In this case, it helps the role play. 1In
real lire, it also gives you valuable time to think as well as
valuable information. .

8. As the teacher, you need to respond to the student with respect :
for the student's feelings. Assume the student wants to do
something they feel is right for them; respect that, even if
you do not agree with it.

would really react.

10. Try to empathize and understand, really understand, the student's
situation and feelings.

i
©. Be horiest with yourself and the rest of the group about how you ‘
;




Critical Moments in College Teaching

Videotapes Produced at Indiana University
Tape #2

I. Students' Personal Concerns and Conflicts

Incident 1: Student's personal problems create academic
problems

Student develops attachment to teacher

Student stops coming to class; why?

Teacher-student conflict

Student protests exam grade

2 2 3 =
b weNn

I1. Student/Class Concerns and Conflicts .

Incident 1: Class is uncooperative with teacher

" 2: Student sleeps in class

" 3: Overly talkative student

" Students whispering in class
Minority student feels alienated in class
Student disrupts/clowns in class
Student needs lots of inclass explanations
Student introduces lots of personal ideas
Student-student conflict in discussion

WO U h

Tape #3

III. Minority Students' Concerns & Conflicts

Incident 1: Student: teacher & text ignores minority students

" 2: Minority student feels alienated in class

" 3: Several students protest class material

" 4: Student protests being spokesperson for all
Blacks

" 5: Student protests personal treatment

" 6: Student feels different from other students

IV. Grades: Emphasis and Impact

Incident 1: "I need an A. What do I have to do to get an A?"
" 2: Student feels teacher has a grudge against him.

3: Student requests extra work .

4: Is attendance required?

5: Older student feels grades are unimportant.

6: Female student: "What can I do to get an A?"

V. Written Assignments: Emphasis and Impact

Incident 1l: Working student needs extension on term paper.
" 2: Medical problem in family; needs more time.
" 3: Minority students: why all low grades?
" 4: How to evaluate unconventional paper

5: Student does poor on remedial work

6: Possible plagiarism

VI. Exams: Emphasis and Impact 1°8
Q Incident l: Possible cheating during exam
[}{U:‘ " 2: Student feels exams were unduly difficult

" 3: Teacher~-class conflict on date of exam
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Course 2
Generic College Teaching Skills

Lesson Plan III

Objectives:
The students will participate in Role Playing
activities on incidents concerning written
assignments.,
The participants will develop skills in handling
students problems during conferences
through the role playing activities.

Content:

Role Playing

Tapes of incidents on written assignments.

Episodes
1. Time Extension
2. Possible Plagiarism
3. Evaluating Unceciventiocnal Papers

Activities:

View tapes of incidents on written assignments and
have the participants role play.

One participant will play the faculty member and
another participant will play :he stvdent.

After role play----discussion by other members of
the class to ascertain the success of the coaference.

Assignment:

Read Chapter 9 in McKeachie
"The A B C's of Assigning Grades"

Evaluation:

Participation in role play.




Critical Moments in College Teaching

Videotapes Produced at Indiana University
Tape #2

I. Students' Personal Concerns and Conflicts

Incident 1l: Student's personal problems create academic
problems

Student develops attachment to teacher

Student stops coming to class; why?

Teacher-student conflict

Student protests exam grade

[ N - PV Y N
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II. Student/Class Concerns and Conflicts

Incident 1l: Class is uncooperative with teacher

" 2: Student sleeps in class

" 3: Overly talkative student

" 4: Students whispering in class

" 5: Minority student feels alienated in class

" 6: Student disrupts/clowns in class

" 7: Student needs lots of inclass explanations
" 8: Student introduces lots of personal ideas
" 9: Student-student conflict in discussion

Tape #3

III. Mincrity Students' Concerns & Conflicts

Incident 1l: Student: teacher & text ignores minority students
" 2: Minority student feels alienated in class
" 3: Several students protest class material
" 4: Student protests being spokesperson for all
Blacks
" 5: Student protests personal treatment
" 6: Student feels different from other students

IV. Grades: Emphasis and Impact

Incident 1l: "I need an A. What do I have to do to get an A?" i
" : Student feels teacher has a grudge against him.

Student requests extra work

Is attendance required?

Older student feels grades are unimportant.

: Female 3tudent: "What can I do to get an A?"

"

"
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V. Written Assignments: Emphasis and Impact

Incident 1: Working student needs extension on term paper.
" 2: Medical problem in family: needs more time.
" 3: Minority students: why all low grades?
" 4: How to evaluate unconventional paper
" 5: Student does poor on remedial work
" 6: Possible plagiarism

VIi. Exams: Emphasis and Impact

Q Incident l: Possible cheating gLr1ng exam
" 2: Student feels exams were unduly difficult
" 3: Teacher-class conflict on date of exam




Course 2
Generic College Teaching Skills

Lesson Plan IV

Objectives:

l. The participants will participate in an Interactive
discussion on assigning grades.

2. The participants will participate in Role Playing
activities on incidents concerning grading.

Content:
l. Review of assigning grades.
McKeachie--Teaching Tips--pages 110 through 121

2, Role Play
Tapes of Incidents on Grading

l. I need an A what do I have to do to get an A?
2, Student protests exam grade

3. St'ident requests extra work

4. Is attendance required

5. Student feels exams were unduly difficult

Activities
Interactive Process to review grading

View Tapes of incidents on grading and Role Play

Evaluwation

Student participation in the activities.




Critical Moments in College Teaching

Videotapes Produced at Indiana University
Tape 2

I. Students' Personal Concerns and Conflicts

Incident 1l: Student's persocnal problems create academic

problems
v 2: Student develops attachment to teacher
" 3: Student stops coming to class; why?
" 4: Teacher-student conflict
" 5: Student protests exam grade

II. Sstudent/Class Concerns and Conflicts

Incident 1l: Class is uncooperative with teacher

" 2: Student sleeps in class

" 3: Overly talkative student

" 4: Students whispering in class

" 5: Minority student feels alienated in class

" 6: Student disrupts/clowns in class

" 7: Student needs lots of inclass explanations
" 8: Student introduces lots of personal ideas
" 9: Student-student conflict in discussion

Tape 3

III. Minority Students' Concerns & Conflicts

Incident 1l: Student: teacher & text ignores minority students
" 2: Minority student feels alienated in class
Several students protest class material
Student protests being spokesperson for all
Blacks
Student protests personal treatment
Student feels different from other students

WA

5
" 6

IV. Grades: Emphasis and Impact

Incident 1: "I need an A. What do I have to do to get an A?"
" 2: Student feels teacher has a grudge against him.
" 3: Student requests extra work .

o i o ————

" 4: Is attendance required?
" 5: Older student feels grades are unimportant. f
" 6: Female student: "What can I do to get an A?"

V. Written Assignments: Emphasis and Impact B

Incident 1l: Working student needs exten . 'on on term paper.

Medical problem in family:; needs more time.
Minority students: why all low grades?

How to evaluate unconventional paper

Student does poor on remedial work

Possible plagiarism

AU hWwN
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VI. Exams: Emphasis and Impact 14

Q Incident 1l: Possible cheating during exam
ERIC " 2: Student feels exams were unduly difficult
e " 3: Teacher-class conflict on date of exam y
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A 7o Provided by ERIC

Course 2

Generic College Teaching Skills

Lesson Play V

Objectives:

1. The participants will participate in Role Playing
Activities on iancidents concerning grading.

2. The participants will participate in Role Playing
Activities on incidents concerning class concerns
and conflicts.

Content:
1. Tapes of Incidents on Grading
a. Is attendance required
b. Student feels exams were unduly difficult.
2. Tapes on Class Concerns and Conflict
a. Class is uncooperative with teacher
b. Overly talkative student
c. Student sleeps in class
d. Students whispering in class
e. Student needs a lots of inclass explanations
£. Student introduces lots of personal ideas
Activities:

View Tapes of incidents on gradiag and role play.

View Tapes of incidents on Class Concerns and Conflict
and Role Play.

Evaluation:

Participants participation in the activities.
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Critical Momcnts in College Teaching

Videotapes Produced at Indiana University

Tape #2

I. Students'

Personal Concerns and Conflicts

Incident l: Student's personal prcblems create academic

problems
Student develops attachment to teacher
Student stops coming to class; why?
Teacher-student conflict
Student protests exam grade

;bW

II. Student/Class Concerns and Conflicts

"
L)
"
n
"
3]

Tape #3

Incident 1: Class is uncooperative with teacher

2: Student sleeps in class

3: Overly talkative student

4: Students whispering in class

5: Minority student feels alienated in class

6: Student disrupts/clowns in class

7: Student needs lots of inclass explanation.
8: Student introduces lots of personal ideas

9: Student-student conflict in discussion

III. Minority Students' Concerns & Conflicts

Inc1dent l: Student: teacher & text ignores minority students

2: Minority student feels alienated in class

3: Several students protest class material

4: Student protests being spokesperson for all
Blacks

5: Student protests personal treatment

6: Student feels different from other students

IV. Grades: Emphasis and Impact

Incident 1l:

2: Student feels teacher has a grudge againsthim.
3: Student requests extra work

4: Is attendance required?

5: Older student feels grades are unimportant.

6: Female student: "What can I do to get an A?"

V. Written Assignments: Emphasis and Impact

Incident 1: Working student needs extension on term paper.

2: Medical problem in family; needs more time.

" 3: Minority students: why all low grades?
" 4: How to evaluate unconventional paper
" 5: Student does poor on remedial ..rk
" 6: Possible plagiarism
VI. Exams: Emphasis and Impacc 144

"I need an A. What do I have to do to get an A?"

Incident l: Possible cheating during exam
N 2: Student feels exams were unduly difficult
" 3: Teacher-class conflict on date of exam
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Course 2

Generic College Teaching Skills

Lesson Plan VI

Objectives:
1. Participants will develop a basic
knowledge of the "Lesson Line' adapted from
the Program for Effective Teaching'

Content:

Model for Effective Teaching:
Explanation of the Lesson Line

1. Set

2. T,0
Explanation
Quesctions

Respond to Learner
Direction Giving
Activities

3. Closure

See Handout:

Activities:

Interactive discussion on the Model for Effective Teaching

Assignment:
Observe a faculty member teaching:
From observation cite evidence that
the faculty member followed the lesson line.

Evaluation:

Participation in the lesson.
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THE LESSON LINE

The Lesson Line provides a structure for describing and ana'yzing what good
teachers do when they teach a lesson in theYdeductive mode( There are three
major parts to the Lesson Line. The largest part and the center part of the Lesson
Line is referrec iz as TZO' Teaching to the Objective. .

e

The delinition of T,O is generating in the Jearner overt behavior that is
relevant in the learning.
There are five components in Teaching to the Objective. They are:

Component I: EXPLANATION refers to how we give the learning, the informsation, :
to the students. Six ways of giving explanation have been recommended. ]

—— e .

a. Definition - stating the delinition ¢! the concepts or terms to be Jearned, —
Ex: Aset is a collection of objects that have something in common.
Ex: A faultis a crack in the earth's surface.
Ex:  Migration is the trip animals make when they change home sites
from one season to another.

b. Content - presenting statements of fact that describe concepts, that
describe objects, people, situations, or events; and presenting generalizations
that relate two or more concepts., This information can be presented™
verbally by the teacher or through some other auditory or visual stimuli.

c. Process - presenting in sequential order the steps involved in doing something.
Ex: Talking through the steps of a math formula or any problem solving
process.
Ex: Presenting the steps in film making.
Ex: Presenting and talking through the steps of {inding words in the
dictionary using guide words.

d. Model- Presenting a concrete representation of the concept or idea‘/\
_1hat you want children to understand. N
Ex: Anactual object like an apple or a cow's hearts” ™™ "~ 77 7
Ex: A scaled representation of a building, a vnlcano, an atom, a dinosaur,
a terraced {ield, or the solar system.

Ex: A {ull size representation of something, like, the skeleton of

a persons body, a set of teeth, or a machine that is constructed

In such a way that the workings of the inner parts can be seen.

e. Example - one of a nu. ..er of items that are members of a class or
category labeled as a concept. Examples can be presented in concrete
form, semi-concrete form, semi-abstract form, or abstract form.

Ex: foscils of different life forms

Ex: pictures of islands or Jakes

Ex: drawings of atoms or cells

Ex:  words which Jabel examples or written descriptions of examples
of the concept - the words box, watch, bike presented as examples
of nouns, or written questions presented as examples of questions.
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i. Mode. g - demonstrating how it is you want children to proceed.
Showing and talking through the steps in solving a preblem like
you w ant children to.
Ex: Showing and talking through the steps in making an orgami object,i

Ex: Showing and talking through the formation oﬂm;a
Ex: . Demonstrating and describing how to conduct an mterwe»;j}

— e

The € different ways of providing EXPLANATION ca. be combined in a number
of ways. For instance in teaching the concept of "perimeier™ the teacher might
define perimeter, present exaples of problems wherein it would be necessary
1o find the perimeter, describe the process for finding the perimeter of a region,
and show how to find the perimeter by modeling the process in finding the perimeter
of a desk top.

-
Component 22 QUESTIONING is used by the teacher to check for understanding, 1

to {ind out how well the information is Leing assimilated, and what parts c
of the explanation are or are not being understood. Questions can be distributed 1
to individuals or to groups of children and should be asked throughout the
EXPLANATION to keep students involved as well as to get fesdback on the
effectiveness of the teacher's explanation. Group responses can be monitored
by giving the students some kind of non-verbal signal to use for their responses.

Codes for Question Types, Load, and Expansion Questions can be used to
monitor a teacher's use of questions.

Compenent 3: R —-) L, RESPONDING TO THE LEARNER IN TERMS OF THE
LEARNING. This teacher action occurs when student's have been given
an opportunity to interact with the content of the lesson and uzually follows
a teacher quastion or direction to students. Madeline Hunter says there
are three parts to responding to the Jearner in terms of the learning.
a. say the student's name
b. clearly accept or reject the student's response
c. repeat the Jearning
The combination of these three parts corresponds to 3a,b,ci and 6a,b.ci in
Targeted Verbal Reinforcement. If a student's answer must be rejected
it is important to redirect the child's thinking in a positive direction and
as soon as possible to give that same child an opportunity to respond successfully.

Component 4: DIRECTION GIVING refers to directions the teacher gives to
individuals or the greup to engage them in interactions with various forms 1
of expianation and activities. _

S

Component 5: ACTIVITY refers to engaging the siudents in activities so they j

"can organize information, demonstrate their understanding, practice their 1
skills, or express themselves in creative ways. Madeline Hunter desribes i
activities in two ways in terms of the teacher's involvement. |
a. Guided Activities - These activities are carefully monitored by the teacher

to insure that students are proceeding in the appropriate manner anc

to make sure students possess the necessary understandings to proceed

on their own,




b. Independent Activities - These activities may be very similar to guided
activities or may be challenging activities which have their bases in
the explanations given. Indepenc. t activities can be done by students
without the assistar.ce of the teacher, Independent activities should
always be preceded by guided activities.

The five components of T.O, Teaching to the Objective are EXPLANATION,

QUESTIONING, RESPONDING TO THE LEARNER IN TERMS OF THE LEARNING,
DIRECTION GIVING, AND ACTIVITY.
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There are two additional parts to the lesson line, one preceding 7.0 and

one following T,O. These two sets of teacher actions are members of%a concept
referred to as k?aint;ining the Focus of the Learner,

_Before Teaching to the Objective the teacher builds an ANTICIPATORY SET.

ANTICIPATORY SET refers tc what the learner is led to anticipate in the upcoming
Jesson and has 3 parts. The SET gets the students ready for the EXPLANATION.
The three parts of the SET are:
a. Involvement of the Jearner. Somet:ing is done or said by the teacher
that "hooks" the learner, that makes the learner say to him/herself,
—=> '] want to {find out more about this.’

[B.” Relate to past, present, and/or future. This refers to something the
teacher says to relate the Jearning which is about to occur to something

“‘\ in the students' past, future, and/or to something else that concerns

students in the present.

c. Statement of the objective. This refers 10 a statement made by the
teacher that tells students what they are going to lear,

After Teaching to the Objective, the teacher provides CLOSURE.

CLOSURE refers to pulling together what has been jearned during the Jesso
__and has 2 parts. *. -
= erare.

_ ~~a. Involvement of the learner. The teacher directs or questions the students —
in ways that get them to summarize the lesson.

« D Summary - recall the main points, cor:cepts, and/or purpose of the lesson.
-———=3 reflect on how what has been Jearned relates to other Jearnings possessed
' by the learners.




The following diag-am illustrates all parts of the LESSON LINE.
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Twe addin:oml concepts related to Maintaining the Focus of the Learner

are Overt and Crvert Behavior. Overt Behavior refers to the observable behavior
exhibited by students that gives the ieacher feedback about students' thinking

and understanding. Covert Behavior refers to the undisclosed thinking of students.
Tnroughout any given lesson the task of the teacher is to set up an interaction
between teachinz and learning. To teach for a high degree of learning the teacher
se*. up conditions for effectively preseniing the content of the lesson and for
engaging students in overt as well as covert beraviors as they participate in the
learning process. Throughout the lesson, beginning with the ANTICIPATORY

SET, throughout TEACHING TO THE OBJECTIVE, and continuing through CLOSURE
the teacher maintains the fccus of the learners by questioning them, by structuring
their behavior, and by responding to the learner in terms of the learning.
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Course 2
Generic College Teaching Skills

Lesson Plan VII

Objectives:

1. The participants will determine if the faculty
member they observed teaching followed the
"Lesson Line."

2. The participants will develop a basic
knowledge of the Question Sequencing Elements.

Content:
Question Sequencing Elements

Distribution
Load

Wait Time
Student Rr~sponse
Teacha2zr Response

o AN oM

(See Handout)

Activities:

Through questions and discussion the participants
will determine if the faculty member which they
observed followed the '"Lesson Line."

Interactive discussion on .ne Question Sequencing Elements.

Assignment:
Observe a faculty member teaching. Audio Tape
the teaching episode. Analyze the questions to

determine which and how many students participated
and the cognitive level of the questiors.

Evaluation:

Participation in the lesson.

JR—



Distribution
Question Types
- Solitary
Controlled
Voluntary
Spontaneous
- Mass
Action Zones
Personal
Social
Semi-Public
Pudblic

152

QUESTION SEQUENCING ELEMENTS

Load Wait Time
Taxonomy (Cognitive) Self-Fulfilling Prophecy
- Knowledge - Gender
= Comprehension - Bthnic/Racial
- Application - Abilicy
- Analysis = Conduct
- Synthesis
- Evaluation

Taxonomy (Affective)

- Receiving/Attending
Responding

Valuing
Organization
Characterization

Taxonomy (Psychomotor)

- Reflex Movements
Basic-Fundamental
Movements
Perceptual Abilities -
Physical Abilities
Skilled Movements
Non-Ciscuraive
Communication

Student Response

e T Ty TR A
"Sg
7 ;

§

Teacher Response

Targeted Verbal 3
Reinforcement

- Polarity
= Ares
= Focus

PR ot I T TR 1. SV ok ¥

Expansion

T PP

Active Listening
Probing Questions
Clarifying
Questions
Paraphrasing
Feedback

L R

(Shepherd/Gallsber)
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Course 2

Ceneric College Teaching Skills

Lesson Plan VIII

Objectives:

1. The participants, through discussion,
will indicate (Question Elemerr Sequence)
question distribution, load, wait time for
the faculty member they observed.

2. The participants will develop tasic knowledge
of classification and analysis of actual
classroom questions.

Contenct:

Classification and Analysis of Some Actual
Classroom Questions

Dead end

Run on

Programmed Answer
Put Down

Fuzzy

Convergent
Divergent

NV W

(See Handout)
Activities:
Discussion to Accomplish Objective 1.
Interactive process to accomplish Objective 2.

Assignment:

Tape class you reach:
Observe for--Type, Load, Wait time, Participation,
Dead end, Run On, Programmed Answer,
Put Down, Fuzzy, Convergent, Divergent

Evaluation:

Participation in the lesson.




USING QUESTIONS TO ENHANCE
CLASSROCM LEARNING

Introduction

Many teachers unwittingly and subtly stymy students' intellectual development and growth of
self-confidence by the ways they use and phrase questions. Rather than posing questions which
provoke thcughts, evoke expression, encourage discussions, initiate arguments, raise further
questions, and enable students to ask without embarrassment about what they do not
understand, these teachers use and phrase vague, dead-end, or threatening questions, or suggest
their own answers to the questions they pose. Conversely, instructors who have learned the
skills of effective questioning are able to teach by their own example how to acquire and
classify information, and to think logically. They change students from passive classroom
spectators to active, creative participants in the learning process. Through the use of examples,

this paper will attempt to help the reader become aware of how questions can subvert or
enhance teaching goals.

In Part One, examples of actua! classroom questions will be classified and analyzed; in Part
Two, the components of an effective type of questioning strategy will be discussed; Part Three

will offer some methods for using questions to stimulate thinking and enhance clzssroom
learning.

Itis my . .ong belief that learning is enhanced when the learner does something with the
material presented. In this spirit, ] have designed tasks throughout this paper to engage each
reader and reinforce the ideas under investigation.

PART ONE:
Classification and Analysis of Some Actual
Classroom Questions

In a classroom whose climate is characterized by openness, a respect for ideas, and flexibility of
teaching methods, students may well respond freely to half-phrased, poorly articulated,
fuzzily worded questions. Too, in a class of highly motivated, interested students, ofttimes an
instructor need do little else than suggest a topic, or pose a problem. Yet these atypical
situations should not blind us to the need for good plans and thoughtful questions in structuring
positive learning experiences for all students all the time.Few instructors would quarre} with
the statement that questions should provoke thought and evoke expression. (Stevens, 1912).
Yet my own analyses of questions taken verbatim from classroom dialogues indicate that many
faculty question their students in ways which confuse thinking and suppress responses. Five
such types of questions are described here: the "Dead-End" or Yes-No Question; the
"Chameleon” Question; the Question with a Programmed Answer; the Put-Down Question; and
the Fuzzy Question. Those observing videotaped recordings have picked up the more obvious
consequences of each of these question-types: students' facial expressions show puzzlement,
annoyance, despair; their hands gesture in confusion; they shrug their shoulders and raise their
eycbrows; and they often greet these questions with an almost total lack of verbal response. In

Napell, S (1978). Using questions to enhance classroom learning. Education 99 (2).
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each instance a change of wording and/or pace can result in a radically altered response. These
will be suggested as each type is discussed.

THE "DEAD-END" (OR YES-NO) QUESTION

Examples:

Does everyone remember Snell's Law?

Dr. Trilling told you why they use this angle to design Polaroid sun glasses, right?
Does everyone understand what shifts the demand curves and the supply curves
around?

Do you all see the difference between long-run and short-run costs?

Does scale mean anything at all?

Now do you see why I substituted the value of 0 in this equation?

Do you see how in this instance it would be different?

When asked about the intent of these questions, instructors usually respond that they want to
make sure that their students do understand these subjects. However, few wait long enough for
students to reply; most accept as evidence of general understanding one or two murmured yesses.
And, even were everyone to respond with a "yes,” what would the instructor really have found
out? If we look over the representative seven "Dead-End" Questions, we can see that a slight
change of wording, plus a willingness to wait for an answer would elicit responses telling the
instructor more precisely what he! wan's to know.

For example:

Does cveryone remember Snell's Law?
What does Snell's Law tel! us?

Dr. Trilling told you why they use this angle to design Polaroid sun glasses, right?
What did Dr. Trilling suggest was the reason for using this angle to design Polaroid sun
glasses?

Does everyone understand what shifts the semand curves and the supply curves
around?

Let's list (or review) together some of the factors which cause the demand curves and
the supply curves to shift.

For your own practice, turn back to the remaining four examples of the "Dead-End" type of
question, and ask yourself what it is that the students need to explain. Then, try rephrasing

the question to give you this fecdback and give them the opportunity to express their
understanding of, or problems with, the material.

THE "“"HAMELEON" (OR RUN-CN) QUESTION
Examples:

a. What does it mean that he's a Scholastic?. . . Do you remember what Starr said about
Scholasticism?. . . What did Chrystal say?. . . Well, who is this Scholastic studying?

IThe reader is asked to acczpt the conventional use of the pronoun “his” and “him" as a reference to both
sexes in order that the distraction of the him/her constructions may be avoided.
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b, What abut Thomas Hutchinson?. . . Where 1s he wnang this?. . . How 1s he writing?. . .
Would he be likely to join the mob?. . . How much of ar unruly mob is it?

¢.  Now we have this table, what are we doing?. . . What's the elimination that we
need?.. . Last time, didn't we have the returned earnings of the parent and company
sales?. . . What's the difference this time?

d. Whatisa demand curve.. .. Where does it come from?. . . Remember, we discussed one
thing first: utility. . . What's marginal utility?

e.  What kinds of things did they attempt to do?. . . Where did they attack?. . . You
mentioned living conditions, what about that?

f.  Now, what kind of Physics was going on at that time?. . . Did anyone have any
hypothesis then?

8- How does one design a park?. .. Do you walk it?. . . Should it be on the periphery?. . .
Should it be within the central city?. . . What examples have we of each?

h.  Who sees a community?. . . What's under that tree?. . . Do you see a boundary between
grass and litter country?

An examination of this second type of question illumines several of its characteristics. Each
"question” although asked virtually in one breath, is in reality a series of questions; the first
question of the series is different from the last. The questioner seems unclear about what it is
that he is asking since each succeeding question requires a somewhat different answer.

The responses to Chamelesn Questions are varied. Most students are often so unsure of what is
being asked that they will sit silently to see what will happen; some quickly answer the
easiest, the first, or the last question of the group. Some brave soul or those "on the spot” may
ask, "What was your question?” or, "Would you mind repeating the question?"

Videotaped replay reveals a typical consequence of this questioning pattern. Hands will go up
in response to the first question, a few will go down during the second, and those hands
remaining up gradually will get lower and lower as the instructor finally concludes with a
question very different from the one for which the hands were initially raised.

There are, in addition, subtle unobservable consequences of Chameleon Questions. Students
barraged with many questions, all asked at once, are denied time to reflect and formulate
answers. Their thinking does not follow any logical progression but, at best, jumps with the
instructor's from topic to topic. They are not encouraged to express their thoughts, but rather
discouraged from doing 50 as the thrust of the question changes so rapidly.

Assimilation of ideas and their orderly expression demand time. Instructors can mode! logical
thinking and orderly expression by making sure that lesson goals are apparent in their
questions, preparing questions ahead of time, then pausing to offer students sufficient wait-
timel. These behaviors encourage students to suggest their own ideas, confront each other's

opinions, raise further questions, and become active participants in classroom communication.
(Napell, 1975).

To practice avoiding Chameleon Questions, look back at the eight examples listed and figuve
out how you would ask one clearly stated question. For example:

a. Whatdoes it mean that he's a Scholastic?. . . Do you remember what Starr said about
Scholasticism?. . . What did Chrystal say?. . . Well, who is this Scholastic studying?

1“Wait-time" is cefined as the amount of time after an initial question has been posed before the teacher

answers it himself, repeats, rephrases, or adds further information to the question, or accepts an answer
from a student. (Monber, 1951).
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Both Professors Starr and Chrystal offered slightly different definitions of
Scholasticism. Look over your notes at their definitions, and try to come up with one

that will include their main points plus your own understanding of what this term
means.

THE QUESTION WITH A PROGRAMMED ANSWER

Examples:

a. "What thoughts have you about impeachment? Do you think the preceedings are o
lengthy? That partisan politics play too great a role? Is there enough evidence?”

b. "What role does collective bargaining play in higher education? Do we have any
indications as to the effect of collective bargaining on curriculum? Is it going to rigidify
it?”

¢. "What reasons do you have to use that formula? Was it suggested in the homework
chapter? Had you ever used it before? Or seen it used in this context?"

d. "What happens when we add the sums of the rows? Do we get skewed results?”

e. "Look at this shrub and teil me, what observations can you make? Do you see the dead
stems? Are they damaged from insect feeding?”

This type of question programs the answer: it not only Jdeprives the respondent from expressing
his own thoughts by steering him towards the answers that the questioner expects, but also
conveys the message that there is really little interest in what he thinks or says. Those who
practice this pattern usually have altruistic justifications (e.g., "Silence after the posing of a
question is embarrassing to the student;" "I feel impelled to help out by suggesting clues"), but
they need to ask themselves honestly: "Is it I or the student who is uncomfortable after a second
or two of silence?"; "Do I have confidence in the studer.ts’ ability to think about the question
and formulate a response?" and, most important, "Am I more interested in what the student has
to say or in determining which of my answers he prefers?” Programming can be an effective tool
in guiding students' thinking, suggesting possibilities, or modeling logical thought processes.
However, it is important to be aware of its limiting effect when the goal is to court a wide
variety of ideas. If yours is this latter goal, try asking one relatively open-ended question and
waiting to hear the students' responses. For example, look back at the first question of this
type. It can be changed to a question which allows the student to express his own ideas by
asking: "What thoughts have you about impeachment?" and pausing to allow the student to
express his own ideas. In this way you indicate your interest in his ideas and model more
effective questionirg and listening behavior. A willingness to lisien helps to create in the
classroom a community of learners in place of a super-ordinate-subordinate relationship
between teacher and class.

THE PUT-DOWN QUESTION
Examples:

a. OK, Professor Brown went over this twice in lecture yesterday, and I just did it on the
board. Any more questions?
Who can reword her answer the way you think ! would say it?
Anybody so confident in his answer that he wants to come up and put it on the board?
That was one explanation, yes, but what's another more obvious one?
Does anybody know “King Lear" pretty well here?
Obviously, it's simply the same Lorentz we've used four times. Any questions?
I think the exam problems were pretty straightforward Any questions?
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h.  Probiem three, was there any question on that? We gave you the solutions, you just

differentiated the first one; I don't think there should be any problems on that or the
rest. Are there?

Students need to be able to ask questions, for “the questions we ask act like a lens clarifying or
distorting information relevant and necessary to us.” (Burkhart, 1969). The Put-Down Question
is often used as a ruse: the instructor rezlly does not want any further questions. The wording
represents a dare to the most brazen, the most hardened, or the most desperate. Thus,
instructors subtly dissuade students from asking for necessary clarification. How much more
honest to invite those with further quest. ins to meet during office hours . . . or to avoid asking

for further questions entirely. Put-Down Questions are often indications of an instructor's ego-
needs'’ taking precedence over his students' learning needs.

THE FUZZY QUESTION

Example:

Do you sort of understand what is the principle behind this?
Did you notice this business of friendship?

How do you suppose one would get such a thing as that?

How about plane mirrors?

Does everybody feel somewhat like that?

The question is, can we prove that? Who got some ideas on that?
Does that explain what's going on?

Anybody care to explain that in different words?

Let's do it for the globular cluster.

Is it in all red giants?

- =T o Ano®

An important function of the classroom teaching-learning process is offering students
opportunities to use the new vocabulary of the course. As instructors, we can model accurate
usage of new terms not only by using them in our own discussion and responses, but also by using
them in our questions. Students are better able and more willing to respond to our questions when
we state clearly what it is we are asking and simultaneously offer some tools with which they

can construct an answer. Compare the following pairs of questions for clarity and the assistance
they offer:

a. Do you sort of understand the principle behind this?
How would you describe the principle which accounts for these graph fluctuations?

b.  Did you notice this business of friendship?

b’ In the lliad, Homer often refers to the friendship between men. How would you explain
his concept of friendship using the examples he cites?

¢.  How do you suppose one would get such a thing as that?

¢’.  Using what we've just learned about alleles, how could you account for the offspring's
having these combinations?




DIVERGENT QUESTIONS

The kind of question probably asked least often in the classroom is what has been variously
called the divergent, the heuristic, or the creative question. Such a question has no "right”
answer. Itis an open-ended question, requiring students to use both concrete and abstract
thinking to determine for themselves an uppropriate response. Students are free to explore the
problem in whatever direction they prefer; they are asked to think creatively, to leave the
comfortable confines of the known and reach out for the unknown. This is often more
uncomfortable for the teacher than it is for the students, since the answers he or she receives
cannot be classified as either right or wrong. But this is the fascination and challenge of

divergent questioning. The teacher and the students free themselves to explore hypotheses and
possibilities.

The following are divergent questions:

1. What might happen to our economy if the gasoline automobile were declared illegal
for smog-prevention reasons?

2. If you were stuck on a desert island and the only tool you had was a screwdriver, what
uses might you make of it?

3. What might happen if Congress passed a law preventing the manufacture and sale of
cigarettes in the United States?

4. How would the story be different if the ch-racter had been strong and healthy instead
of disabled?

5. How would life in the San Francisco Bay Area be different if the bay were filled in?

6. In what way would history have been changed had the Spanish Armada defeated the
English in 1588?

Source unknown
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Course 2

Generic College Teaching Skills
Lesson Plan IX
Objectives:
1. The part.cipants, through discussion
will indicate (Question Element Sequence)
question distribution, load, wait time for

a class which they taught and taped.

2. The participants will develop a basic knowledge
of reinforcement and corrective feedback.

Content:
See Handout on Corrective Feedback
See Handout on Reinforcements
Activities:
Discussion to Accomplish Objective 1.
Interactive process to accomplish Objective 2.
Assignment:
From tape of class the parcicipants recorded:
Check for corrective feedback to questions.
Check for reinforcements given.
Evaluation:

Participation in discussion to indicate Question
Element Sequence.

Participation in the interactive process on
corrective feedback and reinforcements.
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Distribution
Question Types

- Solitary
Controlled
Voluntary
Spontaneous
- Mass

Action Zones

- Personal

- Social
Semi{-Public
Public

Load

Taxonomy (Cognitive)

Knowledge

- Comprehension
Application
Analysis
Synthesis
Evaluatiza

Taxonomy (Affective)

keceiving/Attending
- Responding

Valuing
Organization
Characterization

Taxonomy (Psychomotor)

Reflex Movements
Basic-Fundamental

Movements
Perceptral acilities
Physical Abilitiex
Skilled Movements
Non-Disc.rseive

Communication

QUESTION SEZQUENCING ELEMENTS

Wait Time Student Response Teacher Response
Self-Fulfilling Prophecy Targeted Verbal
Reinforcement
- Gender
- Ethnic/Racial - Polarity
~ Ability - Area
- Conduct - Focus
Expansion

Active Listening
Probing Guestions
Clarifying
Questions
Paraphrasing
Feedback

(Shephexd/Gallaber)
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TARGETED VERRAL RFEINFORCEMENTS

Reinforcements are teacher responses intended te increase (acceptance), decrease
(rejection) or extinguish (ignn-e) individual and/or group actions. A reinforce-

ment may be class.fied as a "largeted verbal reinforcement' «f it contains clarity

of: polarity. a-ea, and focus. Tt should be noted that clarity does nat include

the codes: 13; u: q.

L.

I

118

Polarity

A.

Accentance--Teacher responses intended to increase
the frequency of occurrence.

Rejection--Teacher responses intended to decrease
the frequency of occurrence.

Withhold or Ignore--Teacher responses which neither
accept nor reject the occurrence,

Adrea

Affective management--Teacher responses which stress
the affective content or context of the occurrence,
Behavior management—-Teacher responses which stress
the physical conduct or behavior of the nccurrence.
Cognitive management--Teacher responses which stress
the cognitive content or context of the occurrence.
Unidentified management--Teacher responses which do
not identify/specify the affective, hehavior, and/or
cognitive content, conduct and/or context of the
occurrence,

Focus

A.

Group--Teacher responses directed toward group
(i.e., "This group is analyzing carefully.”

"This class is talxing too frequently.")
Individual--Teacher responses directed toward
individual (i.e., "I like the way Tom is
synthesizing the problem," "Yes, Mike, your feeling
that ... is reasonable,” "No, 16 is not correct,
Gene." "Rill, sit down.").

Questionahle—Teacher responses not specifically
directed toward either individual or group (i.e.,
"Those are good ideas." "Sit down." "There is too
much talking." "I see good listeners.™

Codes

u'

-

ql'

*The presence of codes: 13; u; q indic .tes that the reinforcement is not targeted.

G. D. Shepherd




FEEDBACK

The value of practice and feedback in improving learning is one
of the most consistent findings from teacher effectiveness literature

(Brophy and Good, 1986; Rosenshine and Stevens, 1986).

Specific feedback is clear about what was right or wreng
in response. Interestingly this characteristic is not always present.

Mr. Smith: "What kind of relationship must exist if triangles
are similar, Jim?"

Jim: "Their sides have equal lengths."

Mr. Smith "No, that's not right. Don?"

Mr. Smiths' response teld Jim nothing about his answer other
than it was wrong. As a result, it did not aid in his understanding of
similar triangles, nor did it assist other listening students in a similar
state of confusion.

Look at the followira example!

Mr. Smith: “"What kind of relationship must exist if triangles
are similar, Jim?"

Jim: "Their sides have equal lengths."

Mr. Smith: "Not quite Jim. If respective sides of two triangles
are equal, the triangles would be congruent. Now, what kind of
relationship must they have if they're similar, Jim?"

Feedback that is contingent on performance relates the teacher's
response to the student's answer.

Mrs. Locke: "How does the direction of the ocean current off

the coast of Chile affect the rainfall in the Chilean “esert?"
Tim: "Since the current comes from the south, the water is cold
The air over the water is then more dense than that over the land,
5o the air that moves landward is warmed rather than cooled, so it
doesn't tend to rain. As a result, a desert is there."

Mrs. Locke: "Yes, good answer."

Mrs Locke: "Excellent description of the relationship among

ocean currents, density, convection, and rainfall. These
cause-and-effect relationships are important to understand

the weather. Fine answer, Tim!

#:s. Locke's first response simply acknowledged the student's
response with a statement of general praise. By contrast, Mrs. Locke's
second response gave the class in general, and Tim in particular, specific
information as to why the answer was a good one. If a pattern of using
tnis type of praise is established, students develop an understanding of
the criteria for desirable answers, and, as a result, the general quality

of answers over time is increased. 1In addition, logical connections
between ideas are reinforced.
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Course 2

Generic Coliege Teaching Skiils

Lesson Plau X

Objectives:

1. The perticipants, through discussion
will indicate corrective feedback and
reinforcements for a class which they
taught and taped.

2. The participants will view and discuss

data collected by the faculty member in
previously taught classes.

Content:
The participants will be given handouts on:
Questions from Observations
Instructor Responses after Student Response
Student Questioning Sequence

Charts Showing Stucdent Participation

Activities:
Discussion to Accomplish Objective 1

Discussion to Accomplish Objective 2

Evaluation:

Participation in Discussions.
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Questions from Observations:

What were we talking about yesterday?
What is the first thing to do in Stating the Problem?
What is the dark red cell layer here?

What are our six topics? =--Arlene

Are these cells living or dead?

Establish criteria for what?

What were the two obstacles?

What does studying lead to?

Mike--What is characterization?

What is the green color in these cells?

Somebody give me a scenario as to what 1s going to
happen Thursday?

What does rehersal mean?

What are we looking for in Interpersonal Communication
within the grsup?

What are tnese cells? (points to the slide)

What are the types of plant propagation?




Instructor responses after student response:

Right

CK

Alright

Yep

Yea

Repeated Answer
Good

Exactly

Yea - the relationship - Patricia
Wrong

En Masse question---Patricia Answers---Yes-~The Relationship ig=-=--
Patricia

Solitary Question to Bruce---Bruce answers---Right

Repeats Answer
Expands

Solitary Question to Patricia---Patricia Answered----0k
Directed another gquestion to Patricia---No Answer----
) Instructor Answered

En Masse question (Statement of the Problem) =--- several students answe
What else? --- Kim ---- Answer =---- Right
How else?=-===- Jenifer -- Answer --=- OK
Last Characteristic? --- En Masse =--- Beth Answered =--- OK

En Masse Question --- Several Students Give an Answer ----- Yep

1Fg




Student Questioning Seguence

Student asked guestion {student mumbles)
Instructor responded to student

Same student asked gquestion
Instructor to student

Same student asked gquestion
Instructus to student

Same student asked gquestion
Instructor to student

Same student asked gquestion
Instructor to student

Same student asked question
Instructor to student

Same student asked question
Instructor to student

Same student asked question
Instructor to student

A 3 minute sequence _
Information shared between student and instructor only""""""

Student initiates question(student mumbles)
Instructor repeates question
Instructor answers question
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Generic College Teaching Skills
Lesson Plan XI----- Discussion and Role Play Concerning Discussion
Objectives:

The participants will participate in an interactive
discussion on the teaching method "Discussion."

The participants will participate in role play

activities on inciden:s concerning "Discussion."
Content:

Video tapes concerning incidents on discussion.

Handout "Using Class Discussion As A Teaching Tool."

Develop participants ability to view tapes and

analyze for attributes of the discussion
method.

Activities:

Interactive process to discuss the teaching method
"Discussiou" indicating attributes of the method.

View tapes on incidents concerning discussion and have the
participants role play.

Have the participants analyze the role playing situations
for attributes of the discussion method.

Evaluation:
Student participation in the discussion.

Student participation in the role playing activities.




USING CLASS DISCUSSION
AS A TEACHING TCOOL

WHAT IS CLASS DISCUSSION?

Periods of classtime during which the faculty member or a discussion leader guides student
discussion of specific course content for learning purposes.

WHY USE IT?

Active participation in good discussion is stimulating, bringing greater ego-involvement in the
subject matter through the process. It gives the instructor an opportunity to check student
understandings and to note, and sometimes change, their attitudes towards specific content. It
can add variety and change-of-pace to the semester.

WHEN TO USE IT?

It is just one teaching tool and therefore need not totaily substitute for any other such as
lecturing. It is best used after the class has a common knowledge base on a specific area gained
through reading and research. It is best for subject matter which involves application,
analysis, synthesis, and interpretations of material rather than collections of facts. It is vital
to the "Case Method" and many graduate seminars.

HOW DOES THE INSTRUCTOR PREPARE?

In the previous class, talk about student role and preparation. The discussion topic should be
roughly outlined and divided into major sub-heads with 34 key study questions framed for

each section with approximate timing to be used for each section. Students should get this
ahead of time.

HOW DO STUDENTS PREPARE?
With common readings, specific research on segments, study of outline given.
HOW TO ARRANGE THE ROOM?

Discussion takes place most effectively when students can be face-to-face, rather than in

lecture-style seating. Approximations of a circle provides the best facilitation for
participation.

HOW SHOULD THE DISCUSSION BE LED?

Facuity need to understand the neutral-guidance-questioner role of the leader as a facilitator.
Care must be taken that lengthy lectures are not given by the faculty member because only brief
factual inputs may be needed. Restraint and patience are required rather than de mination.

Funk, F. (1987). Using class discussion as a teaching tool. Presentation at the Seminar on Teaching,
Syracuse University, February.
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The leader should:
1. Introduce the topic and its importance, briefly.
2. Mention sub-areas to be covered and timing for each.

3. Givesimple ground rules: each should speak up without being called upon, address each
other.

4. Get discussion started with a prepared first question: short, stimulating, easy to have
an opinion about. Wait it out—someone will pick it up.

5. Guide group thinking, impartially and without talking too much yourself, by using
questions as your guidance tool to probe, challenge, rephrase their comments.
(For question types, see Chronicle, 7-25-84)

6. Summarize what has been said periodically then redirect the group to the next topic
sub-area with a new question.

7.  Be generally accepting; don't constantly make evaluative comments that punish and
reward, rather ask examining questions.

8.  Encourage general participation by using questions such as: "How do the rest of you feel
about this?” or "Are there other reactions?”

9. Keey the discussion "on track”. If it seems to be on a tangent, ask the group about the
connection to the subject.

10.  Listen carefully arid ask impromptu probing questions which make the students examine
their views carefully, cite evidence for views, examine assumptions, and raise the
abstraction level.

HOW SHOULD IT BE ENDED?

1. Allow time at the end for a summary by the leader or the group. Invite the group's
agreeme..t on the summary.

2. Give the class a feeling of accomplishment by suggesting that it was a fruitful exchange
of important ideas.

3. Suggest next steps or assignment to follow-up.
4.  Evaluate results after class for issues ignored or key questions only partially considered.

GENERAL COMMENTS

Good classroom discussion is not a bull-session exchange of ignorance where students just talk in
an undirected way and the faculty member just listens. Sloppy thinking, lack of facts or
unexamined opinions are not good discussion. On the other hand, a kind of "fishing-game”
discussion is also not appropriate. This is where the facuity member conducts discussion (really
recitations) until a student stumbles on the "right” or faculty answer.

35
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Critical Moments in College Teaching

Videotapes Produced at Indiana University
Tape #2

I. Students' Personal Concerns and Conflicts

Incident 1l: Student's personal problems create academic
problems

¢ Student develops attachment to teacher

Student stops coming to class; why?

Teacher-student conflict

Student protests exam grade

v bW

II. Student/Class Concerns and Conflicts

Incident l: Class is uncooperative with teacher

" Student sleeps in class
Overly talkative student
Students whispering in class
Minority student feels alienated in class
Student disrupts/clowns in class
Student needs lots of inclass explanations
Student introduces lots of personal ideas
Student-student conflict in discussion

WO, bhwii
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Tape 3

III. Minority Students' Concerns & Conflicts

Incident 1l: Student: teacher & text ignores minority students
" 2: Minority student feels alienated in class
" 3: Several students protest class material
" 4: Student protests being spokesperson for all
Blacks
" 5: Student protests personal treatment
6: Student feels different from other students

IV. Grades: Emphasis and Impact

Incident l: "I need an A. What do I have to do to get an A?"
" Student feels teacher has a grudge against him.

Student requests extra work .

Is attendance required?

Older student feels grades are unimportant.

Female student: "What can I do to get an A2?"

A b wN

V. Written Assignments: Emphasis and Impact

Incident l: Working student needs extension on term paper.
" Medical problem in family; needs more time.
Minority students: why all low orades?
How to evaluate unconventional paper
Student does poor on remedial werk
Possible plagiarism

Wb WwN

VI. Exams: Emphasis and Impact p~y

Ircident l: Possible cheating dﬁ ing exam
" 2: Student feels exams were unduly difficult
" 3: Teacher-class conflict on date of exam




Generic College Teaching Skills

Lesson Plan XII----- Inquiry and Notes and Notetaking

Objectives:

The participants will participate in activities
to develop a basic knowledge and use of the Inquiry
Method.

The students will participate in an interactive

discussion on the value of notes and the notetaking
process.

Content:

The learning cycle will te used to develop the
Inquiry Process. This ‘nvolves the processes
of exploration, invention, and expansion. Tie
concept attainment model will be used as a
participatory activity to develop this process.

Information on notes and notetaking will be taken

from an article on "Notes and Noteraking”" from the
Teaching Processor.

Activities:
Student will participate in the activity using
the "Concept Attainment Model" to develop
a.u understanding of the Inquiry Process.

Student will participate in an interactive process
on "Notes and Notetaking."

Assigrment:
Read McKeachie--Chapter 30--Student

Ratings of Faculrty.

Evaluation:

Participation in the Concept Attainment Activity
and the interac:ive process on notes and notetaking.
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methods of discipline, motivation, and evaluation tailored to produce the behaviors
desired? Are methods merely tricks, games, and simulations? Is there a method that
characterizes the natural behavior of a child when learning?

Answers to such questions are found in the literaturs and can be observed in the
behaviors of practicing teachers Each teachcr assumes, adopts, adapts, and develops
something called “method™ (see Chapter 4).

Method or mechodology is a descriptive term used to label the teacher’s proce-
dures, manipulations, and facilitations of content, control, and learning. The frag-
mentation of methods into the separate compartments of social studies methods. sci-
ence methods, language arts methods, and so forth, seems to be lessening. The
method or methodology of good teaching is now being viewed as a concomitant ele-
ment of a good learning environment rather than as the funcuional means of trans-
mitting content. For example, evaluation procedures are similar whether the context
oi the evaluation is in reading, arithmetic, or behavior.

Thus, the traditional source of methods, the subject being transmitted, is being
replaced or supplemented through an analysis of a supportive learning environment.

Premise. Mecthod, or methodology, is a descriptive term used to label those pro-
cedures, techniques. manipulations, and facilitations of content and the learning
environment which are performed by teachers. A strategy of curriculum instruction
must include an element providing for the creation, selection, and evaluation of
methodology

Traditionally, methods have been derived from those content and control-oriented
behaviors which we choose to reinforce. Consequently, methods of reading, mathe-
maucs, science, social studies, and sc forth, were developed along with presentation
procedures (for example, lecture, discussion, demonstration, read-recite-test, and
drill). To facilitate the reinforcing of behaviors, methods of rewarding, punishing,
restricting, and controlling were ceveloped.

Where and what are the sources of methodology? Is it the content and its topics?
Is it information transmission and packaging® Or is it the psychology of behavior
modification? A strategy must accommodate the source or sources for the develop-
ment of methodology.

The strategy proposed here will present “inquiry™ as the source of methodology.
Inquiry is defined as the processes of exploration, invention, and expansion which
describe the learner’s interactions within a learning environment. The strategy will
refer only to inquiry as method. The other performances by teachers upon the learn-
ing environment will be referred to as procedures, techniques, ma~" lations, and
facilitauons.

The selection of inquiry as the method of the strategy is not done to devalue the
supportive procedures, techniques, manipulations, and facilitations employed by the
teacher, but rather to provide a framework from which those teacher performances
may be created, selected, or adapted. Inquiry provides a norniative description of the
processes of interaction employed by learners Teacher performances are then
deployed to fit and further stimulate the inquiry processes of exploration, invention,
and expansion.
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Exploration, The initial phase of inquiry is the process of exploration. When con-
fronted with an environment, a potential learner begins to sort, identify, and label
those properties and characteristics of the environment that are familiar. This is not
necessarily a random process because the recognition of what is familiar serves as
the catalyst for the organization of the learners’ behaviors. Learners must do this for
themselves. They cannot be told what is familiar to them. Although the environment
can be equipped to facilitate the learner’s identification of what is familiar. familiar-
ity is ultimately a function of the learner's developmental level and previcus
experiences.

An understanding of Piaget helps in equipping the learning environments with
cbjects. events. actions. and data which are appropriate to the developmental level
of a learner. The appropriate equipping of the environment maximizes opportunities
for the learner during exploration to interact with the familiar. thus increasing the
likelihood of that particular learning environment's being perceived and processed
by the learner This s crucial, as successful exploration is a prerequisite to a suc-
cessful learming cycle Teacher performances (procedures. techniques, manipula-
tions, and facilitations) can then be selected, designed, and adapted to further pro-
mote exploration

The techniques of demonstration, for example. can be emplosed as a powerful
means for furthering exploratory behaviors When employed during the exploration
phase of inquiry, demonstration would be planned around an equipped environment
appropriate to the learner’s developmental level. The demonstration would display
the properties and characteristics of the objects and actions involved in the learmng
activity, and discussion during the demonstration would identify them. The discus-
sion during the demonstration would emphasize the observation of the “what’s” and
“how's.” rather than the “why's™ of the event or situation. The other information
presentation procedures (for example. lecture discussion, reading assignments, and
media) would be 2dapted in similar ways during the exploration phase of inquiry.
The manipulziions and facilitauons of individuals into groups. committees, field
trips, or ~ther units would also be adaptsd during exploration to emphasize the
observations and interactions of the learner with the equipped environment

Invention, The second phase of inquiry is the process of invention. Invention occurs
as a result of the 12arner’s explorations Whatever intake the learner has experienced
during the exploration 1s now reorganized. During invention, the learner clusters and
groups the inputs of explorations into a description, an explanation, a classification,
or a hypothesis The power of the invention as a stage for additional learning 1s
dependent upon the exploration phase of inquiry If the stimuli available and the
procedures employed during exploration have been appropriate to the learner’s devel-
opmental level, then the learner’s invention(s) will be self-actualizing.

The performances employed by the teacher during the process of invention are
designed to emphasize the learner’s choosing, displaying. and prizing of personally
derived inventions. These performances may also be utilized to clarify the learner’s
use of inputs from personal exploration. However, teaching procedures of telling and
drilling seem inappropriate during invention because learners possess the classifica-
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uon,. descriptions. explanations. and hypotheses which arz ‘undamemal to their
present and future learmngs Therefore, the manipulations ard facilita.ons of dis-
cussing, questioning. displaying. and acting seem morc app-opiiate Although the
technique ¢ " j»2turing. for example, can be employed to present the teacher’s inven-
uons for the learner's exploration, the learner’s inve:ntions rnust be displaved individ-
ually: no one else processes them. The teacher per.orman.es during in ention stress
the learner’s output behaviors of speaking and writing, rather than the input behav-
1ors of hsteming and reading

The potential for future self-directed behaviors of the learner will nest within the
inventivns Learners who are not se!f-directive have probably been blocked from the
development of inventions, for exploratich behaviors tend to leave the learner with
only what is presently familiar. Inventions guide and direct behaviors in both familiar
and new environments The teacher within the modera elementary school provides
time. gentleness, and patience to the learner, and facilitates an environment to honor
the learner's inventions

Expansion. The third phase of 1nquiry is expansion. Expansion occurs as a result
of the learner’; inventions, ard this process begins when the learner's behaviors are
directed toward them. Expansion is the testing of an invention's adequacy. Does it
work? Will it account for new objects, actions, events, or situations? Expansion
serves to strengthen, establish, me-ify, or destroy inventions, and even if the expan-
sion 3ystems displaces inventions, they serve powerful and useful functions. For
example, the behaviors based upon the testing of an incompleted invention foster
modification of iavention behaviors, which then become more adequate or
comprehensive.

Teacher performances employed during expansion are designed i~ guide the learn-
ers to ““find out” the strength. logic, and integrity of their inventions. These teaching
behaviors act as a catalyst which supplies the learner with the means for verifying
an invention. Within the modern elementary school, the teacher serves as a “means
for verification,” not as an “external verifier” (for example, “That’s nght." or
“That's wrone”). As with exploratisn, teacher performances may be emploved to
support both the input and output behaviors of listening, speaking, reading. cad writ-
ing The information-presenting techniques are now modiSed to provide means,
examples, and illustrations to test and find out about an invention. Just as with
exploration and inventi~n, the behaviors of expansion must be appropriate for the
developmentallevel of the learner. For example, a preoperational learner who cannot
mentally reverse an action cannot use reversal as a means for expansion.

Some incomplete inventions will eventuaily be confirmed through expansion as &
function of a learner’s developmental level and experiences. When changes occur in
either the developmental level or experiences of the learner, each invention contains
the seeds of its own modification. Therefore, the comprehensiveness and adequacy of
an expansion system and 1ts impact upon an invention should e perceived as a con-
unuum. A concrete cperational learner wiil abandon the invention and expansion
systems of the preoperational 1<irner. Be patient! Each successful inquiry cycle

increases the readiness for changes in both the developmental level and experiences
of the learner
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SITUATION 5.4 [nvite several practicing teachers to explain and/or describe some
of their methods. Analyze their descriptions in light of the critena provided in this
section and the appropriate sections from Chapter 4

Coordinating Phases of Inquiry. Successful inquiry will usually include several
cycles through the processes of exploration, invention, and expansion. If affective
blocks do not occur when an expansion system displaces an invention, the fearner
will return to exploration, recreate an invention, and reapply an expansion system.
Piaget used the term “disequilibrium™ for this recycling of an unsupported invention.
He further stated that each equilibrium (an affirmed invention) contains the poten-
tial seeds for future disequilibrium. In order for recycling and its companion “dis-
equilibrium™ to occur, the manipulations and facilitations must bz very supportive
of the need for affevave reinforcement. A more comprehensive discussion of Piaget
was given in Ck ~ter i.

A potential  rce, then. for the reinforcement procedures of classroom control is
the inquiry cycle As learners are directed through inquiry. the intrinsic energy avail-
able for int-,~<ting with the learning environment is magnified, thereby reducing
somewhat & », the energy available and the learner’s need to engage in other behav-
i0.:. According to the proposed stratsgy, the reward and punishment systems of a
clas. com would be judged in terms of its reinforcement of the learners as they
experitnce inquiry fsee Fig. 5 4).

Inquiry os an element within the strategy provides a meetin~ ground for what is
presently identified 1s methods of reading, arithmetic, sccial studies, and other sub-
jects. The content topics of all these aieas of study can be appropriate to inquiry
when selected by structure. the first elem=nt of the strategy. Therefore, inquiry can
be the method whick unites the behaviors of learning with the vehicles of content
drawn from reading, arithmetic, social studies, and so on. Mare specific examples of
this uniting fur.ction of inquiry will be provided ir Part [1

Inquiry 2s an element of the strategy also provides a founuation for the selection
of teacher performances. This foundation enables a teacher to answer, for example,
the question: “[s the procedure of drill good or bad?" Without a foundation—in this
case, inquiry—it has been suggested that the question has no answer. With the ‘oun-
dation of inquiry, drill can be evaluated as a technique useful for establishing at a
high efficiency level those inventions affirmed through expansion. Drill is useless dur-
ing exploration or expansion. Another nonquestion, “Is media good or bad?" has no
answer without a foundation (inquiry). Media can be adopted to serve exploration
or discavery The objects. actions, events, and situations of the media are to be
appropriate to the behaviors of exploration or expansion. Without additional adap
tions, media adapted for exploration would not serve expansion well.

Managing the Learning Environment

The following “ix elements are viewed by the proposed strategy as central to the
management of a learning environment: (1) questions. (2) cues. (3) parucipation;
(4) corrective feedback. (3) re ‘nforcement; and (6) ume on task These six are prime
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Course 2

Ceneric College Teaching Skills:
Lesson Plan XIII

Objectives:

The students will participate in an interactive
discussion on "Review Sessions.'

The participants, through discussion will indicate
(Question Element Sequence) auestion distributicn

load, wait time and teacher respoase, and student
participation from data which the faculty member
collected from a class observed. (Tha: the participants
Taught)

The participations will develodp an evaluation form
to give to the students in the classes they teach.

Content:

Information on "Review Sessions' will be taken from
an article on "Exam Review Sessions'" from the
Teaching Professor.

Handout on data summary from observation of
the participants classes.

Handout of University Evaluation Forms.
Activities:

Student will participate in an interactive
process on "Exam Review Sessions."

Discussion on Data Summary to accomplish
oblentive 2.

[hrough an interactive process the participants
will develop an evaluation form of questions

to illicit information which does not appear

on standard evaluation forms from the students
in classes which they teach.

Assignment:

Administer the evaluaticn form to the students
in their classes and summarize the information.




Evaluation:

g El{lC

Aruitoxt provided by Eic:

Participation in the interactive process on
Exam Review Sessions and the discussion
on Data Summary.

Participation and the development of an
Evaluaticn form.
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Exam Review Sessions

“Are you going to spend time reviewing for the
exam?” students frequently query instructors. Some-
times the question is more blatant: “Are you going
over what’s going to be on the exam?” Students do
not expect to be told what the exam items are, but
they’'re hoping to discover as many details "= they can
possibly squeeze out of the instructor.

This kind of student pressure causes many faculty
members to wonder about the value and purpose of
exam review sessions. Should they be incorporated
into already-crowded course calendars? Do students
perform better on exams 1f instructors include review
sessions? More important, do review sessions con-
tribute to the long-term retention of course content?
Do sessions hke these help students bett cope with
exam anxiety? How can the sessions be ‘ormatted?
What about mechanics — like time, attendance, par-
ticipation «f TAs, and so on?

The case for offering review sessions rests on twgo
principal arguments: The sessions do contribute to the
learning potential of exams, and they do help students
cope with exam anxiety. In the first case, review ses-
sions help students better learn the content by creat-
ing accurate expectations about how knowledge of the
content will need to be demonstrated, and how
detailed that knowledge needs to be. The sessions can
be designed to give students an opportunity to practice
the skills needed on the exam.

Helping students cope with exam anxiety 1s equally
important. Some students feel so much anxiety that
their performance on the exam suffers. They know
the content, they can solve the problems, but the pres-
sure of the situation prevents them frcm demonstrat-
ing that knowledge. Instructors point out that stu-
dents must learn to cope with anxiety, to perform
under pressure, but few can point to jobs in the “real”
world {..at require students to perform under college
examination conditions. The process of reviewing
\ under an instructor's guidance, with his encourage-
ment, bolsters students’ confidence. Information about
exam logistics, like the number and format of the ques-
tions, helps them relax and concentrate on content.

As far as empirical evidence is concerned, the ef-

fects of review sessions on learning outcomes does not

rank as one of the well-researched topics in higher

education. However, instructors who monitor student

participation in review sessions and scores on exams ‘

report & positive correlation between the two. ;
In fact, one faculty member we know significantly

increases atiendance at the review session for the

second exam by posting on the board the average

score of students who attended the first exam review

next to the average for those who didn’t. He reports

the average of those attending has never failed to be

higher. He does grudgingly admit that the di.  :nce

may not result from the review session as much as

from student ability (we all know who attends volun-

tary review sessions), but even so the difference

serves to motivate a number of stvdents, and thai’s

his objective.

Ways to Go

As for format, instructors use a variety of them,
but consider these three fairly common approaches.
The first might be called the open question period.
Here the instructor simply makes himself available to
the students; they set the agenda. They decide what
questions to 1:sk, what problems they’d like solved, or
what parts of the reading they want reviewed. If they
only a.k guestions for five minutes, so be it, and the
review session ends. !

This approach does give students the opportunity to
clarify those parts of the content they don’t under-
stand. However, it fails to establish content priorities
or focus. Frequently this approach lends itself to the
20-questions routine, with students trying to weasel
as much information from faculty as possible. The
learning potential of the session dirainishes to the de-
gree students get into the mode of asking, “Do we
have to know x for the exam?” “Will there be ques-
tions on x?” Some instructors still try to provide stu-
dents an open questioning arena, but fccus questions,
possibly even recasting some, by having students sub-
mit them prior to the review. Discussion of those ques-
tions takes precedence over questions students bring
to, or that arise during, the review session itself.
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A Teacher Behavior Inventory
is Completed on Each Student
by the Grant Faculty.

This is returned to the
Student During a Summative
Conference.

128




What are other Implications?
No response

What about other strategies?
Student answers
Thats exactly right

Any other Implications?
Student answers

Have you ever seen Pneumonic Technique?
No response

Any other techniques to improve memory?
No response

Do you remember chunking?

What happens if reherse message--would you remember it better or not?
Student says yes.

What would happen if suppressed fires in grasslands =-- Kevin
Right

What happens when suppress fires in Pine area”
Student answers
Uh Huh

Can anybody give me a natural cause of fires in the Ecosystem? Jerry
Student answers

Any other reasons for pattern on N.A. Continent
Student answers
Jerry - right

Who is ruler of Libya?

Is he a terriost?

Ruler of Egypt here two weeks agn?

Where did Bush take him?




A Teacher Behavior Inventory
is Completed on Each Student
by the Grant Faculty.

This is returned to the
Student During a Summative
Conference.

T L




Course 2

Generic College Teaching Skills
Lesson Plan XIV

Objectives:

The participants will participate in a discussion
to reveal the information gathered from the
evaluations which they developed and administered
to their students.

The participants will pirticipate in an interactive
process concerning ''Student Ratings of Faculty"
from Chapter 30 of McKeachie.

The participants will evaluate Course 2 (Generic
College Teaching Skills).

Content:

Interactive Process on Student Ratings of Faculty:
Do Student Ratings Measure Teaching Effectiveness?
What Factors Influence Student Ratings of Teaching?
Reliability of Student Ratings.

Activities:

Discussion on information gathered from the
evaluations which they developed and administered
to their students,

Interactive process concerning '"Student Ratings
of Faculty",

Evaluation of Course 2.
Evaluation:

Participation in Discussion, Interactive Process
and evaluation of Course 2.

1R7
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A Teacher Behavior Inventory
is Completed on Each Studeat
by the Grant Faculty.
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: This is returned to the
2 Student During a Summative
a Conference.

UL s L O P

ity

188

~E

s T N I T

W
M

TR

o

|

o

Dot e i gl




S A e L SR I e
" v i

B L L i A MU LI o ML L oLt (I et e i LC
A N LN

R ( >orporatas students’ Ksas into lecture

TEACHER BEHAVIORS INVENTORY

Instructions

in this inventory you are asked to assess specific classroom behaviors. This information s for the

purposes of instructional analysis and improvement. Please try 10 be both thoughtful and candid in your responses

$0 88 10 maximize the value of feedback.

Your judgments should reflect that type of teaching you think is best for this perticular course. Try to

assass sach behavior independently rather than letting

observed lesson.

Scale 1

1 = not cbserved
2 = rarely

3 = sometimes
4 = often

§ = almost always

Clarity: mathod used to explain or clarify concepts
and principles

Provides saveral examples of sach concept

Uses concrete examples 10 explain and Nustrate
concepts and principles

Fals 10 define new or unfamiliar terms

Repests difficult ideas several times

Stresses most important points by pausing, speaking
siowly, ralsing voice and 80 on

Uses graphs or diagrams to faclitate explanation

Writes key ten.is on chalkboard or overhead screen
Explaing subject matter in famiiar language

Enthusiasm: use of non-verbal behavior to solickt
student attention and interest

Speaks in dramatic or expressive way

Moves about whils lecturing

Gestures with hands or arms

Exhibits facial gestures or expressions

Avoids eye contact with students

Walks up aisies besids students

Gestures with head or body

Tolls jokes or humorous anecdotes

Reads lecture verbatim from prepared notes cr text

Smiles or laughs while teaching

Shows distracting mannerisms

nteraclion: techniques used to foster students’ class participation

Encourages students’ questions and comments
during

Asks questions of individi. 2] students
o "~ks quastions of class as a whole

your overall impression determine each individual reting.
Each section of the inventory begins with a defintion of the-category of teaching 10 be assessed in that
saction. In Scale 1, for sach specific teaching behavior, please indicate the cbserved frequency of occurrence. For
Scale Il please indicate your judgement conceming the appropristeness of the frequency of occurrence for the

Scale 2

1 = increase

2 = make no change

3 = decrease

Scale | Scale il
12345 123
12348 123
12348 123
12345 123
12348 123
12348 123
12348 123
12348 128
12345 123
123485 123
12348 123
12345 123
123458 123
12348 123
12348 123
12345 123
12348 123
12345 123
12348 123
12348 123
12348 123
12348 123
12345 123
12345 123
12348 123
12348 123
12348 123
12348 123
12348 123
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Intaraction: (continued)
Presants challanging. thought-provoking idess 12348 123

Uses & variety of media and activities in class 12348 123
Asks rhetorical questions 12348 123
Orcoanization: ways of organizing or structuring subject matter
Uses headings or subheadings to organize lectures 12348 123
Puts outiing of lecture on chelichoasd or overhead acreen 12348 123
Clearly indicetes transition from one topic 10 the net 12348 123
Gives preliminary overvisw of lecture at beginning of class 12348 123
Explaing how sach topic fits into the course as & whole 12348 123
Bagins class with a review of topics covered laat time 12348 123
Periodically summarizes points previously made 12348 123
Pacing: rate of informution presentation, efficient use of time :
Dwells excessively on oiwious points 12348 123
Digressss from major theme of lecture 12348 123
Covers very litie material in class sessions 12348 123
Chaecks F students understand before proceeding 12348 123
0 next fopic

Sticks 30 the point in answering students’ questions 12348 123
Disciosine: explickness conceming course requirements and grading criteria
Advises students as to how 10 prapare for tests or exams 12348 123
Provides sample exam questions 12348 123

Tells students exactly what is expected of them 12348 123

on tests, essays or assignmaents

= States cbjectives of each lecture 12348 123
Reminds students of test dates or assignment deadlines 12348 123
States objectives of course as a whole 12348 123
Speach: characteristics of voice relevant to classroom teaching
Stutters, mumbles or slurs words 12348 123
Spesks at sppropriate: volume 12348 123
Speaks clearly 12348 123
Speaks at appropriate pace 12348 123
Says "um’, “sh” or other habit words - 12348 123
Voics lacks proper modulation (speaks in monotone) 12348 123
Bapoort: quality of interpersonal relations between teacher and students
Addresses individual students by name 12348 123
Amnounces svalisbilty for consultation outside of class 12348 123
Offers to heip students with problems 12348 123
Shows tolerance of other points of view 12348 123

Taiks with students before or after class 12348 123
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Course III

Culture of the Academic Enterprise

Course Description:

Culture of the Academic Enterprise is the third of a three course
sequence during which the participants will focus on prcfessional
principles and practices relevant to professoring in the various
content areas. This course will be taught by faculty coordinators who
represen. the content area of the doc“oral candidates.

Goal 1:

This course will contribute to the synthesis of the participants
philosophy of teaching, service, and research.

Objective:

The participants, through attendance and participation, will
develop within their patterns of thinking philoscphies within the
areas of teaching, service, and research.

Goal 2:

The participants will develop an understanding of the various
processes of the University system.

Objective:

The participants will identify various processes of the

university system and develop the distinguishing characteristics
of each.

" Contént Topics:

" | ¢ Il “rv Wy e i
Lt e s . N {1y gl Bids o it
Ry p , | P e B
Gt A Sra R g i el Rl obe e di g, ] el WPy, By Lidg
§ g R b

a. Advising Processes
b. University Organizational Processes
c. Tenure Procasses

g

d. Processes of Academic Freedom 3
e. Processes of gaining a position in the University 3
f. Processes of Publishing, Research, and Grantsmanship

g. Professional service processes internal and external to

the University.

Goal 3:

The participants will develop an understanding of the various
ethical and moral issues within the University setting.
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Ohjectives

I To define evaluation and to describe each of the four stages in
the evaluation process.

z To select appropriate information-gathering instruments when
seeking to make classroom evaluations.

3 To write good test items for evaluating achievement.

4 To develop checklists and rating scales for evaluating student
products and performances.

5 To describe how to use informaiion to evaluate—that is, to grade,
to judge student progress, to judge changes in student attitudes, and to judge
the effectiveness of your own instruction.

Educational fevaludtion is useful.only to _the .extent that-it-helps~the

educitoF{adniinTstrator, “teacher, studentl.make.sound—edicational
jfdgents‘and decisiony Hh-this chapter you will learn about some of

the Dasic principles ol evaluation as applied to classroom problems.
This chapter can be very helpful when you are faced with the task of
evaluating your students. However, I would encourage you to go be-
yond this introductory level of understanding. Purchase a good basic
text on classroom evaluation techniques. Practice your test-writing

skills whenever possible. Learn from_yoyr mistakes as yoy beg‘ig@_;g7
evaluate vour own studenti, and J€arn to use evaluation as:a necessary

important teacher tool. U;g:emh'xftion to:help-xau teach better
d to help your students learn better’

Objective 1

To define evaluation and to describe each of the four stages in the
evaluation process.

LEARNING ACTIVITY 1.1

T T
= wt-stmpty; to-evalliale Is 10 place a value npon. <= to jucge/
owev¥r, formin ﬁJ@EﬁéhﬁimtAnhﬂependentacﬁah. In order to

dge, one r'r'ms.s_ 1ave informaion. The act of judging depends upon
Is"prerétliisite uct of obtaining information. Furthermore, the act of

forming a judgment is itself prerequigite to.an. Wﬁ(ﬂ\z‘
decision making. So, evaluation, ‘__'__e_Fbcbs's‘“‘éf_fénhihxﬁjhd_gmeﬁ ',
depéiids™Gpon Tnlormation_gathering 4nd leads to decision making’
Plctute it thHis way: ™ - -
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T

taining information e -zmaking ‘detisions

o

Or, this way:

Eval t W“O‘O‘WW‘O'MMW
whw it . ane ‘__‘_:'. . :..: m

A Tore. are Usey in decision maki

The above definition clearly specifies the interrelatedness amon
the various stages in the evaluation process; and yet, it also clearl:

3
:

k

DR I T O S

%= PR O

-

#
!

indicates the centrality of forming judgments. 1f you have not formed

judgment, you have not evaluatec. This chapter, therefore, will des

primarily with the procedures for forming judgments.

However, it is important for you to understand the total evaluatio':
process. So, let’s expand this definition some. So far it is obvious th¢
evaluation involves at least three stages: obtaining information, for:

ing judgments, and using those judgments in decision making. B

adding a preparution stage and enlarging a bit on the last stage, w
come up with the following four stages: ‘

The evaluation process
?ﬁt 1: Preparing for evaluation.
Y. Obtaining needed information.
€3 Forming judgments.
S i¢: Using judgments in making decisions and preparing
evaluation reports.

Let's look at a rather typical teaching-learning situation. Noti

how this teacher goes through these four stages as she attempts -

make her instruction more effective.

@&.gc 1. Praparing for evaluation.
Bonnie, a third grade teacher, has become concerned about Billy.
seems to be having trouble keeping up in reading. Bonnie wonders hc

long he will be able to function within the reading group he isin S
wonders whether or not she should move himto a slower group. Perha -

there is something she can do to help — some extra work, for example,

some extra attention. She decides she needs more information befores
can accurately judge Billy’s level of achievement in reading. After det:

mining the kind of information she needs (e.g., information about the ki :
of errors made when reading orally, information concerning Billy’s use -

various word attack skills, information sbout Billy’s interests), Bon:
determines when and how to obtain that information.

-.&e 9. Obtaining needed information.

Over a period of several days Bonnie obtains a great deal of inforr
tion about Billy. She gives him a standardized reading test, listens to }

read orally, carefully records the kind of errors he makes, and obser

him throughout the day watching for patterns of behavior that mi
indicate particular attitudes toward various subject matters.
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Stﬁl"oming judgments.

After analyzing all the information she has nbtained, Bonnie comes to
the following conclusions:

1. Billy is not capable of reading material written at a third grade
level.

2. Billy reads comfortably only that material written on a second
grade level or lower.

3. Billy’s primary weakness lies in the area of word attack skills.

4. Billy does not have a comprehension problem. He understands
what is read to him.

5. Billy likes the children in his reading group.
6. Billy enjoys the stories in the third grade reader.

S tﬁ' Using judgments to make decisions and evaluation reports.

On the basis of the above judgments Bonnie decides that she should
keep Billy in his present reading group. She further decides to take the
following action:

1. Prepare a check list of word attack skills.

2. Systematically teach Billy those skills on a one-to-one basis.

3. Contiaue to have the stories read to Billy so that he will not fall
Lehind on his comprehension skills.

4. Have Billy check off each word attack skill as he demonstrates
competence in using it.

Having made these decisions, Bonnie writes a brief summary of her
judgments, noting the actions she anticipates making. She files this in her
own files for future reference. She also calls in Billy's parents and shares
her findings with them, asking them to cooperate and to give Billy lots of
encourazement and praise, supporting him as he struggles to make up the
deficiencies she has discovered.

Note the key features of each of the stages illustrated above:

=P PR RN oA e eterInine the kind of information needed

and decide how and when to obtain it.
RS IO 2T In OPMarIon g=Obtain a variety of information
as accurdtely as possfble
ngJudgments: Judgments are .ade by comparing
the mforrnatlon to selected criteria.

WMJ Reporting: Record significant find-

ings and determine appropriate courses of action.

8
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A NER KEY
: astery Test, Objective 1 \\

1. Evaluation is the process of obtaining informa-
L tion and forming judgments to be used in deci-
sion making.

Q. (s) Preparing for evaluation. In this stage you

(5) Obtaining needed Iinformation. Invoives
asking stucents (inquiry), observing stu-
dents (watching students setting up an ex-
periment), or testing students (giving a
multiple-choice test of history facts).

need to determine the judgments and deci-
sions you anticipate making (e.g.. when to
begin Unit 2, what assignments to give,
where to place Johnny). Next you must de-
cide what information you will need in crder
to make those judgments and decisions
(e.g.. how quickly the students are moving
through Unit 1, what the students’ interests
are, how well Johnny reads). Finally, you will
decide when and how to ob.ain the informa-
tion needed (e.g.. weekly, through quizzes;
first week of class, using an interest inven-
tory; second week of ciass, using a
standardized test of reading and observing
students during oral reading).

(c)

(9)

Forminy judgments. In this stage you
compare the information with some referent
and make a value judgment. Grades refiect-
ing achievement and predictions about how
well a student might be expected to do are
both common examples of classroom judg-
ments.

Using judgments in decisions and preparing
evaluation reports. Deciding what action
to take (e.g., move Johnny to a slower read-
ing group) and reporting the evaluation re-
sults that led to that decision comprise the
major tasks of the final stage of evaluation.
Note that the emphasis is on the use of
judgments.

TEP 1

Objective 2

To select appropriate information-gathering instruments when seeking
to make classroom evaluations.

LEARNING ACTIVITY 2.1

g1 EvAluate 13 .determinlog_what you wiity
e evaluating a nd"of Information you w erder.to.

tetalustigiOnce thit has bee ety
that-etalud l‘n‘f'Uncie—ghh"t,_has'Been étermined; ™, ou=are're
CNnoose a 1ol 00 d1

Wg that ipformation. There are basically-two>
TeTHTe The Tnjprmation:§a EEqUEYOT

step¥invorved:

Lhoose an Approprne TehmqUeZET=""

There are basically four different techniques classroom teachers use
to obtain information about themselves and their students: FJEI"
S ” . 41 » *
mquiretetoask. Whenever you wish to know someone’s opin-
ions&feelings, interests, likes and dislikes, etc., ask that person. Good
teachers are always asking their students how they feel about what is
going on. They know the value of information gained through inquiry.
Obsersatidns are made by teachers whenever they look, listen, feel.
or 8¥atre-uthcr senses to find out what is going on in the classroom.
Observations of student performances, habit patterns, and interper-
sonal intergctions all provide the teacher with helpful information.
na gi_s_“i? the process of breaking something down into its com-
p&eitparts. For example, a teacher might analyze a math assignment
to discover the kinds of errors students are making. Or, a vocational

. ety
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education teacher might analyvze a coffee table made by a woodworking
student, evaluating the project according to the design, overall con-

ing is being used whenever there is a common situation to

stnﬁ‘::nd finish of the table.
e
hich all students respond (e.g.,

a test question), a common set of

structions governing the students’ responses, a set of rules for scoring

e responses, and a description (usually numerical) of each student’s
rformance—a score.
The chart below compares these four techniques. Study the chart
and then try to do the exercise that follows.

A SUMMARY OF THE MAJOR CHARACTERISTICS OF THE FOUR INFORMATION-GATHERING TECHNIQUES®

Inquiry Observation Analysis Testing
Kind of information Opinions Performance or the  Learning outcomes  Attitude and
obtainable Self-perceptions end products of during the learning  achievement
Subjective some performance  process (intermedi-  Terminal goals
judgments Affective (especially z‘e goals) Cognitive outcomes
Affective (especially emotional reactions) :gmh‘v € a:ﬁ psy- Maximum performance
atutudes) Social interaction chomotor skills
Social psychomotor skills  Some affective
percepuons Typlcal behavior outcomes
Objectivity Least objective Subjective but can Objective but not Most objective and
H|gh|y 5ublec‘ 10 be Oblecltve " care Sl&ble over ime 'ellable
bias and error 1 taken in the con-
struction ang use of
the inStruments
Cost inexpensive but can  Inexpensive but Fa rly inexpensive Most expensive but

be ime-consuming

very time-
consuming

Preparation time is
somewhat lengthy
but crucial

most information
gained per unit of time

*Terry D TenBnnk, Evaluation A Practical Guice for Teache's (New York McGraw-Mill. 1974). p 140 € 1974 by McGraw-Hill Book Co Useg with the
perrmssion of ihe McGraw-Hill Book Company

Your Turn

w
CHOOSING AN EVALUATION TECHNIQUE |

For each of the following questions, decide on the evaluation technique that would probably be
most helpful. Use the following key: A, inquiry; B, obser-ation; C, analysis; D, testing.

COD®NOOBEWN -

-

10

What kind of errors does Sally make when reading aloud?
How well can Sammy read?
What is George's attitude toward math?
Why isn't Ernest completing his workbook during spelling?
What is the average reading level of this class?
Who does Johnny have as friends?

What mistakes are most common in long division problems?
How well did the students learn the concepts in Chapter 7?

How well does Mary interact with her classmates during recess?
. What are Kevin's primary handwriting errors?

P Py e L
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Your Tum: Choosing an Evaluation Technique

1.B 2 DorB 3. A 4 BorA 5.D 6. AorB 7.C 8.D 9.B 10. CorA

glect the Best Instrument to Obtain the Kind of Information
ou Need

Once you have selected an appropriate information-gathering tech-
nique, you should choose the type of information-gathering instrument
to be used. An information_:‘;qthering technique is a procedure for

obtaining information. F:':x'n ormm@rmw
.:ﬁ?‘e%%dpﬂx?@nthgx:gqfqgw&q We will briefly examine four

basic types of instruments: tests, checklists, rating scales, and
questionnaires.

& gestyis an instrument that presents a common situation to which
all students respond, a common set of instructions, and a common set
of rules for scanning the students’ responses. Lgstsare-used Primaridy
#or " detekinining aptitude and -achievement: \When ‘we Wanl-to-kaow
how -much wstudent-knows a7 how well he or she can performi certain
&liﬁ'ﬂe‘sﬁfqnwpiog{gt_e_jnstmment £0-use.

s are const j

”

¢

vomast . e instructions on standardized tests
have been carefully stand so that everyone taking the test does
so under similar conditions. Most standardized tests are developed
and sold by test publishers and have been carefully developed, tried
out, revised. standurdized, and evaluated for reliability and validity.
& xhecklistas-bhasicaitvwrtist oferiteriaor “things to look for™) for

®hilTiTig some perform. . @nemeermxireckiistbyr
si THOR ST that-ere T,
e thegkistrobaenrtsi X0 AREION

' ‘ geanryOr, a list of criteria for a good speech could
be checked as an indication of what a speech student did correctly
when making a speech to inform. Whenever it is helpful to know
whether an important characteristic is present in a performance (or is
found in some end product), a checklist would be an appropriate in-
strument to use.

erred to as *

Te X Tal 1ol e FoTIINTR OrARd Pi odigtrey
apratingsce d#gkmmmxmm We MW
for example, by whether or not gestures were used. But if we want

to determine the quality of those gestures (whether they were good,
fair, poor, etc.), a rating scale should be used. A rating scale provides
a scale of values that describe someone or something being evaluated.

The advantages and disadvantages of each type of instrument are
highlighted for you in the following table. Again, study the table care-
fully and then take “your turn™ at trying to select an appropriate
instrument.

101
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ADVANTAGES AND DISADVANTAGES OF EACH
TYPE OF INFORMATION-GATHERING INSTRUMENT

Type of Instrument

Advantage

Disadvantage

Standardized tests: used when
very accurate information is
needed

Teacher-made tests. used rou-
linely as a way to obtain
achievement nformation

Checkiists* used to focus
observations

Rating scales: used to judge
qualty of performance

Questionnaires- used to inquire
about feelings. opinions. and
interests

Usually well developed and relia-
ble. Include norms for comparing
the performance of a class or an
individual.

Usually measure exactly what has
been taught Inexpensive. Can be
constructed as need arises.

Helpful in keeping observations
focused on key points or critical
behaviors.

Allow observational data 1o be
used in making qualty judgments
as well as quantitative judgments.

Keep inquiry focused and helps
teacher to obtain the same nfor-
mation from each student.

Otten not measuring exactly what
had been taught. Expensive. Lim-
ited in what 1s measured.

No norms beyond the class are
available. Often unretiabie. Re-
quire quite a bt of time to
construct.

Measure only presence or ab-
sence of a trait or behavior.

Take time and effort to construct.
Can be clumsy to use if too
corplex.

Take time and effort to construct.
Ditheult to score — no right an-
swers and therefore hard to sum-
marnze the daia.

Your Turn

SELECTING AN INFORMATION-GATHERING INSTRUMENT

Read each of the following classroom situations. First decide what technique is being used (inquiry,
observation, analysis, testing), and then write down which instrument you would use and why.
Compare your answers with those of your peers and those found in the answer key.

1. A second grade teacher wants to find out if her pupils now understand how to form the vowels

in cursive writing.

2. A high school social studies teacher wants to know how his students feel about the outcome

of the latest elections.

3. Afourth grade teacher wants to know how well his class compares to other fourth grade classes

in their achievement of the basics: reading, writing, arithmetic.

An eighth grade teacher just finished teaching her students to compute the voiume of a cube
and wants to know how well her students learned this skill.

A music teacher wants to rank-order her clarinet players so that she can assign them chairs in
the band. '

- A shop teacher wants to make sure that his students ail follow the safety precautions when

operating a radial arm saw.

|
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{ ),

g C. inquiry—checklist 3

d. inquiry—test %

6. To determine academic aptitude for placement in special programs, one should use a: %
a. rating scale :

b. checklist 3

%

C. classroom test
d. standardized test

EEEE—,—,—,—,—,—,—,—,—— ]

ANSWFR KEY

Mastery Test, Objective 2

1.d 222 3.¢c 4b 5.2 6. d

Objective §

To write good test items for evaluating achievement.

LEARNING ACTIVITY 3.1

e e weme sy

The first step in test construction is to determine what it is you are
trying to test and what kind of item ‘vould be best suited to testing
that type of information. gMast mr e

~DhtEOmes. atements Ui ieiIaME O OmETErR g ny
QURetBha, 3bjectivag As you may recall from the discussion in Chapter
3, instructional objectives define clearly, in observable terms, the
achievement we expe~t of our students. In that chapter the importance
of well-chosen verbs 1n writing instructional objectives was empha-
sized. The verb should describe precisely the kind of response you
expect the student to make to a particular subject matter content. If
the verb used in an instructional objective does do that, it is a relatively
simple matter to determine th2 type of test item you should use. For
example, suppose that you arc irying to find out if your students have
mastered the following objectives:

- - ™)
. n . - 7 - i L f b N s Y
T b Aol e L gtn gy b B TR e T ‘s

BT Y L. D A

1. To list the names of the first ten presidents of the United States.
2. To describe the major contributions of Washington and Lincoln.
3. To explain the changes that occur when a different political party |

takes control of Congress. :

N
e i o v o [ 4L

The first objective obviously calls for a short-answer-type question
in which the student is asked to list names. The other two objectives
would best be tested with an essay question because the student would
have to describe or explain—not the kind of thing they could d¢ on
an objective test such as true/false or multiple choice. \Vhat kinds of
learning outcomes are best measured with objective-test items (true/ :
false, matching, multiple choice)? These types of items are best suited ¥
for measuring learning outcomes for which the student must be able
to choose among altir"atives For example:
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1. To choose the word that best describes the author's feelings.
2. To select the sentence th:t best represents the democratic 3

position. : 3
3. To identify the emotive language in a paragraph. I’
4,

To determine which of several experiments would most likely
provide the information needed by a particular researcher.

Note that each of these objectives could readily be measured with :
an objective test. However, it is possible to measure some of them
with some other type of item. For example, the third objective in the

list above (to identify emotive language) could be measured with a
variety of test items:

1. Truelfalse: The statsment underlined in the paragraph above is
emotive language.

2. Multiple choice: Which of the following sentences (as numbered
in the paragraph above) represents emotive language?
(a) Sentence 2 (c) Sentence 6 5
(b) Sentence 3 (d) Sentence 9 i

3. Short answer: Pick out three emotive statements from the para- :
graph above and write them on your paper.

X I S 4 ¢

ek

You can readily see thut the first step in selecting the type of item
to use is to examine the instructional objectives. However, there is
often still room for choice; some objectives can be measured by more
than one item type. Consequently, other things must be taken into
account. The following table highlights the advantages and disadvan-

tages of the major types of test items. Study this table carefully and
then try the exercise “Your Turn."”

ADVANTAGES AND DISADVANTAGES OF DIFFERENT TYPES OF TEST ITEMS

Type Advantages Disadvantages

T T D T A Ry

Essay/
TruolFals/

Malchmg/
Multiple Choic/

Can test many facts in short ime. Fairly
easy !0 score. Excellent format for math.
Tests recall.

Can test complex learning. Can evaluate
thinking process and creativity.

Test the most facts in shortest time. Easy
to score. Tests recognition.Objective.

Excellent for testing associations and rec-
ognition of facts. Although terse. can test

complex learning (especially concepts)
Objective

Can evaluate learning at all levels of com-
plexity. Can be highly rehable. objective.

Tests farrly large knowledge base in short
time. Easy to score.

Difficult to measure complex learning.
Often ambiguous.

Ditficult to score objectively. Uses a great
deal of testing time. Subjective.

Difficuit to measure complex learning.
Difficult to write reliable ite. is. Subject to
guessing.

Difficult to write good items. Subject to
process of elimination.

Difticult to write Somewhat subject to
guessing.

1C4
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Lesson Plan XII
Course Design Decisions

Objectives:

The participants will be able to describe techniques for
evaluation through the process of observation.

The participants will be able to write (acceptable) test items.

The participants will be able to write cbjective test items at
the various class levels of the cognitive domain of the Taxonomy
of Educational Objectives.

Content

Observation
Material from classroom teaching skills

Ways to evaluate performance
Types of instruments
check list
constructing to meet needs
Establishing criteria and converting to a score

Writing test items
Bloom's taxonomy - EHandout used

Activities:

Lecture (interactive process) for observation

Writing test items:
put students in groups
Give handout to students and have them construct questions
at the various levels ... The hand contains a paragraph on
which the students are to base their questions.
Whole group
Have students volunteer to give questions they have

constructed. Then construct in various forms of items such
as fill in the blank, true and false and multiple choice.

Evaluation:

Construction of questions on the various levels of Bloom's
taxonomy.

Assignment:

Complete construction of test items on the various levels of
Blooms Taxonomy.




Construct one question relevant to the following paragraph at each level of the
cognitive domain,

In Des Moines, lowa, two high school students and a junior %igh student, in defiance of
a ban by schoal authorities, wore black armbands to class as a protest against the
Vietnam War, As a result, they were suspended from school. But the U.S. Supreme
Court later ruled the suspensions were illegal, holding that the first amendment to the
Constitution protects the rights of public school children to express their political and
social views during school hours.

%* & &

This case illustrates a significant new trend in American life. Young people,
particularly those under 21, are demanding that they be granted rights long denied

the;‘n as a matter of course. And, with increasing frequency, they are winning those
rights.

1.  Knowledge

2. Comprehension

3.  Application

4.  Analysis

3. Synthesis

6. Evaluation

JC6

:
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3. Application level questions

L R e TN

4. Analysis level questions

TR

5. Synthesis level questions

6. Evaluation level questions

T T R r

o

M

Your Turn: Constructing Questions on the Six Levels of Bloom's Taxonomy

Here are some questions on the six levels of the
Taxonomy that you might have asked about the
paragraphs. They are not the only questions that
could have been asked but are simply meant to
provide examples.

1. Knowledge level questions
1. What action did the three students in Des
Moines, iowa, take that caused their suspen-
sion?

2. What was the ruling of the Supreme Court on
‘heir case?

3. What part of the Constitution did the Sup-
reme Court refer to as a basis for its deci-
sion?

2. Comprehension level questions
1. What 'a the main idea in this paragraph?
2. Inyour own words, expiain why the Supreme
Court declared the suspensions illegal.




3. Application level questions

1. Considering the ruling in the Des Moines
case, what would the legal ruling be on 3
student who, despite a ban by school au-
thorities, wore a yellow cloth star sewn on her
jacket as a protest against the United Nations
policy toward Israel?

2. Considering the Supreme Court ruling in the
Des Moines case, what do you think the legal
ruling would be on a group of students who
blockaded the entrance to a classroom as &
protest against race discrimination?

4. Analysis level questions
1. Why did the Supreme Court support the
rights of students to express their political
and social beliefs during schoo! hours?
2. What evidence, other than the specific case
described in this paragraph, can you cite to
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support the conclusion that young people are
now gaining long denied rights?

5. Synthesis level questions
1. Develop a short story that portrays a young
person seeking to attain & legal right denied
to those under 21.
2. if children gained the full legal rights enjoyed
by adults in America, what implications
would it have for tamily life?

6. Evaluation level questions

1. What is your opinion on the istue of minors
enjoying the full legal rights of adults?

2. Ityouwbmaludgoocmwnmmo
case of the Des Moines students who pro-
tested the Vietnam War with blsck armbands
despite a schoo! ban, how would you have
ruled?

LEARNING ACTIVITY 2.2

. Wit e ®

If you feel that you need further practice i

n constructing questions or if

you would like to improve your question construction skills, Learning
opportunity. This learning activity involves

Activity 2.2 provides that
another way of playing th
make one rule change.
have already been developed, you must
own whenever you land on a square m
must be at the same level of the Taxono

e Question Master Game.
Instead of using the “Classification Cards” that
construct a question of your
arked with a “C.” The question
my as the number of spaces you

All you need do is

move. Avoid using the same question more than once, and try to vary

your question stems.

Example

The die (or cards or spinner) indi
piece six spaces. If you land ona “C
question at level six of the Taxonom
this, you must go back three spaces

m your original

cates “‘6,” and you move your
" space, you must construct a

(Evaluation). If you fail to do
space. If you

are successful, you can remain on that space until your next turn.

The “C” spaces now represent Construct a question rather than
Classify a question. All other rules remain the same. Any missed
questions result in going backward three spaces.

If the die shows: Question must be at:
3 1 Knowledge
) 2 Comprehension

3 Application




Lesson Plan XIII
Course Design Decisions

Objectives:

The participants should be able to construct questions using the
various classification levels in the Cognitive Domain of Bloom's
Taxonomy. (for evaluating achievement)

The participants should be able to describe how to use
information to evaluate students.

The participant:z should be able to state opinions on articles
from the "The National College Newspaper" dealing with grading.

Content:

Writing questions on Bloom's Taxonomic Levels

Covering - Comprehension, Application, Analysis, Synthesis
and Evaluation

Grading

Grading as a type of judgement

Classroom teaching skills - Cooper 392-394
Judging student progress

Classroom Teaching Skills - Cooper 394-395

o Tt s Loy e

e

Assigning Test Grades
Benefit of test and score to student
Benefit of test and score to instructor
McKeachie == 104-105

PSPPI

Assigning Course Grades
Curving
Scaling
University Grading Scales
McKeachie =-- 115-117

- ek L LR

Evaluating Changes in Attitude
Classroom Teaching Skills - Cooper 395-396

News paper articles
From the National College Newspaper - April 1988

"A - F" Grading System Flunk Student's Evaluation

Biology Prof Guarantees "C" or Better %

109
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Activities:

Participants will write questions on chalk board (in objective
form) using the various levels of Bloom's Taxonomy.

S T TR T T e T T e prmemm e e o R e

Defend --
Interactive Discussion on Grading K
Evaluation: é

Construction of question using various levels of Bloom's Taxonomy
(for evaluating achievement)

Participation in discussion of Newspaper articles. 3
| Assignment: J
Part V in McKeachie -- Teaching Tips g

Includes Chapters 19, 20, and 22.
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3-6 For each of the following situations, determine the kind of judgment being made. Use the
following key: A, norm-referenced; B, criterion-referenced: C, self-referenced.

3. A third grade teache: discovers that her class scored above the national aveérage on
a math achievement test.

4. A high school biology teacher selected his best students to help him set up the ex-
periments for the next day.

5. Mitsy's teacher was really pleased because of her progress in reading. Her gains since
last year are obvious.

6. Four of the students who took the algebra aptitude test failed to get a high enough
score, and they were not allowed to take beginning algebra.

M

——

ANSWER NEY

Your Turn: Types of Judgments

1.8 2C 3. A 4A 5C 6.B

TYPES OF Grading
JUDGMENTS

inaly . The next few para-
graphs will not resolve the problems of grading, but they should help
vou to better understand the alternatives available to ycu.

One of the most common questions teachers get from students
concerning grading policy-is:—Are-you-goiag-io-gr h

WMWWMNM'Ho-m e

a reasonable distribution, the basic idea behind grading “on a curve”
is the same: making norm-referenced judgments, a very common form
of assigning grades. The class as a whole is used as a norm group, and
the class average usually serves as the referent against which all other
grades are judged. Usually the average score is assigned a grade of
“C,” and some proportion of scores on either side of that average are
also assigned grades of “C” (the “C" range usually includes 30 percent
to 50 percent of the class). After that, grades are assigned by selecting
some cut-off points so that a certain (usually smaller) percentage of
students fall into the “B" and "D ranges, respectively. Finally, those
left fall into the "A" and "F" ranges, respectively, ss their scores
deviate above or below "C.”

What do vou think are the advantages and disadvantages of this
form of grading? List them below and then compare your answers later
on with the information in the table on page 398.

Advantages Disadvantages
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Chapier 9 Evaluation 393

Remember that whenever you grade someone’s work by comparing it
to someone else’s (or to the average of some group), you are basically
using a norm-referenced approach, and all the disadvantages of that
tyvpe of approach apply.

_Anqther-way to assign grades is to establish Eerrineut-oll pofts

r each grade. These cut-off points serve as crfterumastswhich™a
given student’s performance is judged. A common way in which this
approach is used is for a teacher to assign points for every as:ignment
and every test. Next, the teacher determines how many total points
a student must get in order to get an “A,” how manv t: get 2 “B,”
etc. Each assignment or test can be graded that way, and the total
number of points for the marking period can be added together and
compared to cut-off totals in the same way to assign report card grades.
This could be called criterion-referenced grading. However, true cvi-
terion-referenced evaluation is a bit more complex than what we have
just described because the cut-off scores should be determined on the
basis of some meaningful external criterion.

What do vou think are the advantages and disadvantages of this

kind of criterion-references’ grading?

Advantages Disadvantages

However, this kind of grading has many disadvantages. Can you think
obeOme of them? After writing down your ideas, study the following
table.

Advantages Disaduvantages
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394  Classroom Teaching Skills

ADVANTAGES AND DISADVANTAGES OF DIFFERENT.TYPES OF GRADING

‘ Type of
| Grading

Advantages

Disadvantages

Norm-referenced

Crterion-
referenced

Self-referenced

Allows for comparnisons among students

. Classes can be compared to other

classes
Allows teacher to spot students who
are dropping behind the ciass

. Heips teacher to decide if students are

ready to move on

. Cntena are independent of group

performance

Works well in a mastery-learmning setting
Each individual can be evaluated on
ditferent material. cepending on his or
her level of achievement

. Allows you to check student progress

Makes it possible to compare achieve-
ment across ditferent subjects for the
same individual

. If whole class does well, some students

still get poor grades

. I class as a whole does poorly, a8 good

grade could be misleading

. Does not allow individual progress or in-

dividua! circumstances o be considered

. The whole class (or large portions of it)

must be evaluated in the same way

. Everyone in class (or norm group) must

be evaluatad with the same instrument
under the same conditions

. It is difhicult to develop meaningful cri-

teria (therefore arbitrary cut-off Scores
are often used)

. Presents unique probiems in computing

the reliability of criterion-referenced tests

. Makes it difficult to make comparsons

among Students

. All measures taken on an individual must

be taken with simil2r instruments under
similar circumstances

. Does not help you to compare an indi-

vidual with his or her peers

Judging Student Progress

Teachers have an ongoing concern about the amount of progress their
students are making. If students are making a reasonable amount of
progress, the methods, materials, etc., are probably working. If no
progress or too little progress is being made, some changes may need
to be made somewhere in the instructional program.

A judgment of student prugress is, of course, a self-referenced
judgment. and thus all the disadvantages of that type of judgment will
hold. It is especially important that progress in achievement be mea-
sured the same way each time progress is checked. For example, sup-
pose that you were trying to check a student’s progress in reading. It
would be best if vou could use the same type of test each time progress
was checked (alternate forms of the same standardized tests; obser-
vations of oral reading, using the same type of checklist or rating scale,
etc.).

The following suggestions should help you do a good alob of eval-
uating student progress. Study them carefully and then discuss with
vour classmates ways in which these suggestions could be carried out
at various grade levels for different subject matters.

Sugaestions for Ecaluating Student Progress

1. Determine ahead of time what student characteristics or skills
vou are going to keep track of (don't suddenly ask, half way
through the semester, “Has any progress been made?”).
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Crapter 9 Evalustion 398

2. Establish a baseline (achievement level, behavior patterns, etc.)
early in the semester.

3. Choose and/or develop instruments (tests, rating scales, etc.) in
advance that you can use throughout a student’s progress.

4. Describe the changes vou expect will occur as your students
progress. This description will help you focus your evaluation
on appropriate behaviors and achievements.

. Obtain information often enough so that you can see any pro-
gression that might be occurring and so that a single bad sample
of information won't throw your evaluation off.

(4]

Evaluating Changes in Attitude

Most psychologists would define an attitude as a predisposition to act
in a negative or positive way toward some object or person. Note that
the attitude is a predisposition, which is not observable or measurable.
However, it is a predisposition to act, and that is observable. This
means, then, that in order to measure attitudes, one must focus on the
actions or behaviors of students. Of course, the difficult part is dis-
cerning what any given action or pattern of actions means (i.e., what
the attitude is that is producing the actions).

Usually, a teacher becomes concerned about attitude change when
he or she discovers that one or more students have a had attitude.
Common among these are bad attitudes toward a given subject matter,
a negative attitude toward the teacher, or feelings of prejudice toward
minority students in the class. The important thing to remember when
vou first become aware of a bad attitude is that there must have been
some behaviors that led you to discover that attitude. The student(s)
must have said some things (speech is an observable behavior), done
some things, or refused to do some things that made you aware of the
attitude. Your first step, therefore, is to try to determine what specific
behaviors led you to believe that there was an attitude that needed
changing.

Once you have determined the behaviors associated with an atti-
tude you think should change, your next step is to systematically obtain
information about the frequency of occurrence of those Lehaviors.
These data will serve as the baseline (the referent) against which you
will judge any future changes in attitude.

When you are sure that the behaviors you observed are frequent
and do indeed represent an inappropriate attitude, you are ready to
set down a plan for observing any possible changes in attitude (as they
would be reflected in changes in behaviors). There are two very im-

rtant things to consider at this point. First, be certain that you make
requent observations so that you can feel confident that the behavior
you are observing is representative and not isolated. Second, look for
the behaviors when the student is in the presence of or thinking about
the object of his or her inappropriate attitude (e.g., look for cutting-
up behaviors during math if the student dislikes math).

Finally, when the information is obtained, you must judge whether
or not the attitude has changed. Remember the disadvantages of mak-
ing self-referenced judgments. Differences between any two sets of
observations may not mean too much. However, if you find over a
period of time (and attitudes usually take considerable time to change)
that the undesirable behaviors are decreasing and the desirable ones
increasing, an attitude change is probably occurring.
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396  Classroom Teaching Skills

Hates math
1

You may find it very helpful to use a rating scale to help you
summarize the data from your observations. Suppose, for example, that
you were trying to see if a student’s attitude toward math were im-
provir}:g. You might develop a rating scale that would look something
like this:

Tolerates math l.oves math
2 3 4 5

Complains about math; puts Says, “Don’t care about math  Says, “Ilike math”; gets right

off doing assignments;

in sloppy math papers

turrs grade”; does assignment but at assignments; does extra-
delays same; never chooses credit work; chooses math
math over other subjects over other subjects

Note that the behaviors characteristic of different attitudes have
been placed under the two end points and the midpoint of the scale.
Each time we observed our student react to math, we conld determine
which set of behaviors his or her actions were most like and mark an
"X" on the scale accordingly. Several scales marked each in turn over
a semester would give us a picture of any progress the student was
m:king. .

In summary, the basic step. involved in evaluating a student’s
change in attitude are as follows:

1. Determine the behaviors associated with the attitude you think
should change.

2. Systematically obtain information about the frequency of occur-
rence of these attitudes.

3. Decide if the behaviors occur frequently enough and consis-
tently enough to represent an inappropriate attitude.

4. Set down a plan for observing any possible changes in attitude
over time.

5. Decide whether the attitude has changed by comparing the in-
formation obtained at two or more different times.

6. Record your findings—possibly using a rating scale.

Evaluating Instruction

Most teachers have a real desire to know whether or not their instruc-
tion is effective. They also fear that they, or their principal, will find
out that it is not effective. Principals, fellow teachers, students, and
parents are all going to be judging the quality of instruction. Therefore
it is advantageous for the teacher to have well-documented evidence
of his or ner teaching effectiveness. :

Of course, besides accountability, teachers are concerned about
improvement. They are always wanting information to help them up-
grade their courses. So let's explore briefly some of the options avail-
able to teachers who wish to evaluate their own teaching. The information
provided here will help vou start thinking about evaluating instruction,
but it in no way pretends to make rou an excellent evaluator. Several
books on program evaluation are cited in the references at the end of
this chapter. Later, vou may have an opportunity to enroll in a pro-
gram-evaluation course. In the meantime, here are a few basic
suggestions.
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Chapter 9 Evaiuation 397

There are two primary considerations in evaluating vour own in-
struction. First, vou must determine the kind of information you will
obtain about the effectiveness of your instruction. Second, you must
determine an appropriate referent for judging the effectiveness of vour
instruction.

There are at least three kinds of information that can be used to
determine the effectiveness of vour instruction. The first is information
about vour own behaviors as a teacher. If you feel, for example, that
good instruction occurs when teache:'s do certain things (e.g., provide
behavioral objectives for their students, interact a great deal with their
students, or ask certain types of questions during instruction), obtain-
ing infcrmation about whether or not you do these things is a place
to begin in the evaluation of your teaching. Many teacher-effectiveness
rating scales do focus on such teacher behaviors. Although this kind
of information can be helpful to you as you check your own progress
as a teacher, it may be misleading about the effectiveness of instruc-
tion. A teacher’s doing certain things doesn’t necessarily ensure either
good teaching or improved learning.

A more popular (and slightly better measure) of teaching effec-
tiveness comes from student ratings of teacher effectiveness. There
are a number of fairly well-developed instruments that allow the stu-
dents to evaluate their teachers. if you decide to design one of vour
own, focus on those characteristics of good teachers which seem to
make a difference. Even open-ended questions, e.g., “What did vou
like best about this class?” or “What could be done to make this class
more effective®” can sometimes give the teacher useful information.

Of course, the ultimate test of teaching effectiveness is how well
the students learn. There are several problems, however, with using
learner achievement as a measure of teaching effectiveness. First, stu-
dents may learn well despite the teacher. Second, it is difficult to
know what would have happened had a teacher used a different ap-
proach; even though the students learned well, could they have
learned better? Or, suppose that a class does very poorly. Were there
extenuating circumstances? Were the textbooks poorly written? Would
the students have done tha* poorly had another teacher taught the
lesson? These last questions are not easy to answer, but they do suggest
an important solution to the many problems of evaluating instructional
effectiveness. That solution is to evaluate the various components of
the instructional process separately rather than trying to obtain an over-
all measure. Suppose, for example:, that we were developing a rating
scale for students to evaluate the iastruction in a high scﬁool English
class. Instead of focusing all our questions on the teacher, we would
also ask questions about some of the other components of instruction in
that classroom. We might ask the students for their opinions about such
things as the textbook, the workbook, the library assignments, the
small-group discussions, the tests, etc.

A second major consideration when evaluating instruction is the
choice of an appropriate referent. You must decide what you are going
to use to compare your teaching to. Will you compare it to other
teachers (e.g., by comparing your students’ standardized achievement
scores to the scores of other classes in your school district)? Or, will
you be judging your teaching effectiveness by some predetermined
criterion (e.g., “At least 80% of my students should score at or above
grade level on the lowa Test of Basic Skills)? Or, will you use a self-
referenced approach (e.g., comparing the student ratings from this
semester with those of the previous two semesters)? All three of these
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By Tina Burnside .
® The Minnssota Daly
U. of Minnesota, Twin Citles

Genetics and cell biology professor
Val Woodward has an offer most Uni-
versity students can't refuse. If you take
his heredity class, he'll guarantee you
won'tget a Doran F. This quarter, more
than 600 students are enrolled in Biolo-
gy 1101: Heredity and Iluman Society.

*I had heard from other students that
it was an easy class, 90 I took it,” said
junior Lisa Smith. “I barely went to
class except on the quiz days, but | pas-
sed. It was greal.”

But Woodward has a reason for his
grading policy. “This is not a class de-
signed to weed people out,” hesaid. “It is
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Biology prof guarantees C or betier

clase As, 50 percent Bs, and 25 percent
Ca. Students who don't pass are given
an incomplete. He admits that most stu-
dents, but not all, take the course be-
cause it ia considered easy.

Professors are free Lo determine their
i grading policies, said Kathie Peter-
son, director of student services in the
Genetics and Cell Biology Department.

*I'm (aking the class because [ have
24 interest in genetics and the class
seems interesting,” sophomore Tony
Giombetti said.

*I like the idea of the teacher not

wanting (o hold students back, and that
he is more concerned with students
learning mr:;:? rather thun just

Woodward said many introductory
courses are in danger of being elimin-
ated under the University's Commit-
ment o Focus improvement plan.

“They would like to get rid of these

courses. They want students to er.cer
the University ... and start working
directly on Lheir majors, and not fool
around with these so-called ‘Mickey
Mouse’ courses,” he said.
* “I fiatly disagree. Thisclassis de-
signed Lo give everyone an equal oppor-
tunity to an education, not to eliminate
afew’
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X grading

The Minnesota Dally
of Minncsots, Twin Cities

- For students, death and taxes are not
Ethe only certainties in life. Grades can
ha added 4o 1Nt pair tn creste an un-
pleasant Lrio. The efficacy of the A-F
. grading system has been uncritically
- pocepted hy mael cducatars, students
" and parents: tistightly linked withour
- potion of education, while labeling stu-
dents as ewinners,” “losers” or “just
; avernge. in the process.
. Whydo achools give gndes?'l‘hemost
- eynical e:plnnltion-—lhat students
b would not do any work without the sti-
* mulus 8 grading system anldu—-
- polnhtomvcrynﬂo\l aws inour
fumdednuﬁm.ymm. It is the task
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Lesson Plan XIV
Course Design Decisions

Objectives:

The participants will Jevelop a familiarity with the research on
class size.

The participants will be able to determine when classes need to
be small and the kinds of students that benefit from small
classes.

The participants will develop a familiarity with the relationship
between goals, class size and methodology.

Content: (Chapter 19 McKeachie)
Research on class size.
Determining when classes need to be small.
Kinds of students that benefit most from small classes.
Goals class size and methodology.
Activities:
Interactive presentation on the above topics.
Course evaluation
Evaluation:

Participation in the interactive process
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A. What were the strong points of the course?

B. What were the weak points of the course?

C. What should the instructor do to im, ve his/her teaching?

D. What 1s your overall opirion of the course?
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College Teaching Preparation
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GENERIC COLLEGE TEACHING SKILLS k-
Course 11l B

Course Description:

Generic College Teaching Skills is the second of a three course sequence during -
which the participants will be involved in the development of teaching skills f

E and the demonstration of thosa skills in a classroom setting and will receive 3
h appropriate feedback. 3
E Course GCoals: 3

1. The participants will develop an understanding of the skills and
knowledge nzcessary for teaching.

2. The participants will develop an understanding of the skills necessary to
observe teaching pe-formances and provide effective feedoack.

Course Objectives:
1. Classroom Techniques

By the end of the course the participants will have developed kniwledge
and the ability to demonstrate the following techniques.

A, Meeting Class for the First Time.
B. Written Assignments
Videotapes
How to evaluate unconventional papers
Possible Plagiarism
Working student needs time extension on paper
C. Crading
Videotapes
Student protests exam grade
"I need an A. What do I have to do to get an A?"
Student requests extra work
Is attendance required?
Student feels exams were undily difficult

Instructional Procedures

By the end of the course participants will demonstrate a knowledge and
use of the following teaching skills.

A. Questioning Strategies
B. Feedback for Learning
c. Leading Discussions

Videotape

Student~student conflict in discussion

D. Notes and Notetaking
E. Review Processes
F. Model for Effective Teaching
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Instructional Methods
By the end of the course the participants will demonstrate a knowledge of
the following Instructional Methods and use of selected instructional
methods.

A. Inquiry Method
B. Discussion

Evaluating Teaching Performances

By the end of the course the participants will develop and carry out an
evaluation plan.

A. Evaluation of Teaching Performance
B. Evaluating Teachers
c. Soliciting Feedback from Students

McKeachie, Wildert J., Teaching Tipst A Guide for the Beginning College
Teacher (Lexington, Mass.: D. C. Heath; 1986).

Course Evaluation

The grade to be reported at the end of this course will be an "S" or "U".
Grades are based on the following activities, and performance is assessed
according to standards specified by the professor: participation in
class discussion and presentation of class assignments, presentation of
data from two observations on one of your peers, evidence of two
observations by your faculty coordinator, and one observation by the
course instructors.

The observations will be made on the demonstration of selected teaching
behaviors. The observations will be submitted to the course instructors.
A form will be provided for the observation.

Course cnstructors

Gene Shepherd Tony Romano
205 Collings Hall 230A Collings Hall

325-1508 325-3972
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Course II
Generic College Teaching Skills
Schedule of Events

Week I

Content
Describe Syllabus
Process for meeting class for the first time

Assignment
Read Chapter 10--McKeachie: "Term Papers and Teaching Writing"
/

Week II

Content
Term Papers
Alternative ways of working with students on written assiznments
Correcting papers and giving feedback
Role Play (How To)

Week III

Content
Role Play - Incidents on written assignments

Assignment
Read Chapter 9--McKeachie: "The ABC's of Assigning Grades”

RuE-E el S

Week IV

Content
Assigning Grades
Role Play - Incidents on Grading

\
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Week V

Content
Grading,
Class Concerns and Conflic.

Assignment/;
Reag Handout on the Model for Effective Teaching

Observayion

By Faculty of Students Taking Course

7



Week VI

Content
Model for Effective Teaching

Assignment
Observe a faculty member teaching:

From observation cite evidence that the
faculty member follow the lesson line.

Observation
By Faculty of Students Taking Course

Week VII
Content

Question Sequencing Elements
a. Distribution
b. Load
C. Wait Time
d. Student Response
e. Teacher Response

Assignment
Observe a faculty member teaching

Audio Tape the teaching episode

Analyze the questions to determine which and how many
students participated and the cognitive level
of the questions.

Observation
By Faculty of Students Taking Course

Week VIII
Content
Classification and Analysis of Classroom Questions
Assignment
Tape class y u teach:
Observe for~-Tape, Load, Wait Time, Participation,
Dead end, Run On, Programmed Answer, Put Down,
Fuzzy, Convergent, Divergent Questions
Observation

By Faculty of Students Taking Course
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Week IX

Content
Corrective Feedback
Reinforcr.ments

Assignment
From the Tape of Class you recorded:

Check for corrective feedback and reinforcements
to questions.

I

Observation
By Faculty of Students Taking Course
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Week X
Content
Corrective Feedback and Reinforcement on data collected
by students from a class which they taught.
Discussion of Data Collected by Program Faculty
from classes which the students taught.
Observation
By Faculty of Students Taking Course
Week XI
Content
Discussion

Role Play = Incidents Concerning Discussion

Observation
By Faculty of Students Taking Course

Week XII
Content

Inquiry Process
Notes and Notetaking

Assignment
Read Chapter 30--McKeachie--Student Ratings on Faculty

Observation
By Faculty of Students Taking Course
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Week XIII

G |

Content
1 Review Processes
Develop Student Evaluation Questionnaire

B A

Assignment
Administer the developed evaluation to students in

your classes and summarize information.

ST

Observation
By Faculty of Students Taking Course

§ Week XIV

Content
Students' Evaluation
Student Ratings of Faculty
Course Evaluated
Teacher Behavior Inventory

T




Course 2
Generic College Teaching Skills

Lesson Plan I

Objectives:

The participants will acquire basic knowledge of the expectations of
course 2,

The participants will acquire the basic knowledge of a process for

meeting & class for the first time.
Content:

Syllabus for Course 2

Process for Meeting a Ciass for the First Time:

(See Attached Notes)

Activities:

Introductions

Handout and Describe Syllabus

Interactive process on meeting a class for the first Cime.
Assignment:

Read Chapter 10 in McKeachie

"Term Papers and Teaching Writing"

Evaluation:

/B(Eticipacion in the interactive process on Meeting Class for the First
- "Time,




Process for Meeting a Class for the First Time

1.

Break Ice
Have them talk -- Get acquainted in some fashion

You want to establish a degree of freedom of communication
in your class.

Have your objectives for the course written on the board
discuss objectives,

Present Syllabus

to include course outline
Introduce Text

If there is going to be disagreement between material
in the textbook and that you will present in class

an explanation is in order.
Avoid tirades against the author -- severe criticism

Explain that rival interpretations stand or fall on the basis
of - >rtinent evidence and plan to give your reasons for
di . reeing with the text.
This will give the student the notion that your opinicns
are based upon evidence.
It will frequently point up current problems in the theory
that often have great appeal for the serious student.

Problem Post

What problems you'd like to tackle during this course?

What problems you'd like to have us tackle during this course?
What sort of concerns do you think we might deal with?

What kinds of things have you heard about this course?

Record Answers on the chalkboard.

Allows for participation
Understand rather than compete with one another
reduce attitude that everything must come from the teacher
teacher can listen as well as talk
some responsibility for solving own problems

Hand out an Index Card

ask the students to write down what thev think of the first class

anonymously

1. Indicates interest in learning from them and start building
& learning climate -- and influencing your teachirg.
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2.

Content

It gives you feedback, often revealing doubts or questions
students were afraid to verbalize orally.

Establishing a good atmosphere for a class is an
important aspect of teaching well

Getting off to a good stirt is as important

to that atmosphere as what comes after.

First class should be interesting and challenging

To a group of students first class is gaing to be
exciting and anxiety producing

The teacher who hands out the syllabus and

leaves does not convey the message that

the class is valuable nor do they capitalize on the
excitement

Remember this is not the students only class
They come to you from other classes
Must aid in shifting thoughts and feelings

Can gradually ease them into the course

Can grab their attention by doing something different

[
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Course 2
Generic College Teachirg Skills
Lesson Plan II

Objectives:

The participants develop alternative ways of dealing
with writing in the classroom.

The participants will develop processes for correcting
papers and giving feedback.

The participants will develop the skills necessary for
the technique of Role Play.

The participants will participate in Role Playing
activities on incidents concerning written assignments.

Content:

Chapter 10 McKeachie
Term Papers and Teaching Writing

Term Papers:
Problems
Alternative ways of working with students on
writing papers.
-~Break Process (Series of Reports)
--Library Research Paper
--Other types of writing

Correcting Papers and Giving Feedback ;

3 Role Playing
Handout on ground rules for Role Play.

View tape of Role Playing process to introduce
the students to the process.

K
;
B
View tape of Role Playing process to introduce :
the students to the proces . i

View Tape of Incidents on Writing:

--Extension on paper

-~Possible Plagiarism ]
--Evaluating Unconventional Papers :
--(Probably won't get to all of these) .




ERIC

Aruitoxt provided by Eic:

Activities:
Interactive process on Writing

View film on Role Play
Use handout and work with how to role play.

View film of Incidents
Written Assignments and Role Play

Evaluation:
Participation in interactive process on writing.

Participation in role playing.
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Ground Rules for Role Playing on:

"How to Handle Clsssroom Problems'

1. Let the situation be real. Although we may think we would
never let ourselves get into a situation like this, we have
all had the experience of getting into situations we did not
think we would get into.

2. Be the teacher and the student you see. For the same reasons
as in Number 1.

3. Don't worry about the "best" response. Rather, search to find
a "good" response or a "better" response.

4. Your criteria should be: let the student leave with the
relationship at least no worse than when the student entered.

Don't just talk about how you would handle the situation, but ?
actually "act out" the situation. You need to feel the pressure
of time and yet go beyond a "quick response."

When you role play the student, don't "roll over and play dead."”
That is, don't give up this student's felt needs too easily.

By the same token, don't be unreasonably obstinate. Play the
role as you think this student would, given the way they feel.

The teacher might want, from time to time, ask for information
from the student. 1In this case, it helps the role play. 1In
real life, it also gives you valuable time tc think as well as
valuable information.

As the teacher, you need to respond to the student with respect
for the student's feelings. Assume the student wants to do
something they feel is right for them; respect that, even if |
you do not agree with it. i
Be honest with yourself and the rest of the group about how you

would really react.

Try to empathize and understand, really understand, the student's
situation and feelings.




Critical Moments in College Teaching

Videotapes Produced at Indiana University
E Tape #2

I. Students' Personal Concerns and Conflicts

Incident 1l: Student's personal problems create academic
problems

Student develops attachment to teacher

Student stops coming to class; why?

Teacher-student conflict

Student protests exam grade

DL A I i
2 2 3 3
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II. Student/Class Concerns and Conflicts .

Incident 1l: Class is uncooperative with teacher

" 2: Student sleeps in class
3: Overly talkative student
4: Students whispering in class
5: Minority student feels alienated in class
6: Student disrupts/clowns in class
7: Student needs lots of inclass explanations
" 8: Student introduces lots of personal ideas
" 9: Student-student conflict in discussion

Tape 3

III. Minority Students' Concerns & Conflicts

Incident 1l: Student: teacher & text ignores minority students
" 2: Minority student feels alienated in class
" 3: Several students protest class material
i " 4: Student protests being spokesperson for all
Blacks
" 5: Student protests personal treatment
" 6: Student feels different from other students

IV. Grades: Emphasis and Impact

Incident 1l: "I need an A. What do I have to do to get an A?"
" 2: Student feels teacher has a grudge against him.

3: Student requests extra work .

4: Is attendance required?

5: Older student feels grades are unimportant.

6: Female student: "What can I do to get an A?" N

V. Written Assignments: Emphasis and Impact

Incident l: Working student needs extension on term paper.
" 2: Medical problem in family; needs more time.

" 3: Minority stucents: why all low grades?
" 4: How to evaluate unconventional paper
" 5: Student does poor on remedial work
. 6: Possible plagiarism |
VI. Exams: Emphasis and Impact ]‘?8 ?
Q Incident 1l: Possible cheating during exam
- []{U: " 2: Student feels exams were unduly difficult

" 3: Teacher-class conflict on date of exam 5




Course 2

Generic Coliege Teaching Skills

Lesson Plan III

Objectives:

The students will participate in Role Playing
activities on incidents concerning written
assignments.

The participants will develop skills in handling

students problems during conferences
through the role playing activities.

Content:
Role Playing

Tapes of incidents on written assignments.

Episodes
l. Time Extension
2. Possible Plagiarism
3. Evaluating Unconventional Papers

Activities:

View tapes of incidents cn written assignments and
have the participants role play.

One participant will play the faculty member and
another participant will play the student.

After role play----discussion by other members of

the class to ascertain the success of the conference.

Assignment:

Read Chapter 9 in McKeachie
"The A B C's of Assigning Grades"

Evaluation:

Participation in role play.
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Critical Moments in College Teaching

Videotapes Produced at Indiana University
Tape #2

I. Students' Personal Concerns and Conflicts

Incident 1l: Student's personal problems create academic
problems

Student develops attachment to teacher

Student stops coming to class; why?

Teacher-student conflict

Student protests exam grade

ndwn

II. Student/Class Concerns and Conflicts .

T Incxdent l: Class is uncooperative with teacher

2: Student sleeps in class
Overly talkative student
Students whispering in class
Minority student feels alienated in class
Student disrupts/clowns in class
Student needs lots of inclass explanations
Student introduces lots of personal ideas
Student-student conflict in discussion

WO~ WnHL
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Tape 13

III. Minority Students' Concerns & Conflicts

Incident 1l: Student: teacher & text ignores minority students
" 2: Minority student feels alienated in class
" : Several students protest class material
Student protests being spokesperson for all
Blacks
Student protests personal treatment
Student feels different from other students

=
oy

IV. Grades: Emphasis and Impact

Incxdent l: "I need an A. What do I have to do to get an A?"
2: Student feels teacher has a grudge against him.
" 3: Student requests extra work .
" 4: Is attendance required?
" 5: Older student feels grades are unimportant.
" 6: Female student: "What can I do to get an A?"

V. Written Assignments: Emphasis and Impact

Incident 1: Working student needs extension on term paper.
2: Medical problem in family; needs more time.

3: Minority students: why all low grades?

4: How to evaluate unconventional paper

5: Student does poor on remedial work

€6: Possible plagiarism

VI. Exams: Emphasis and Impact

Incident l: Possible cnaating J:gng exam
" 2: Student feels exams were unduly difficult
" 3: Teacher-class conflict on date of exam
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Course 2
Generic College Teaching Skills

Lesson Plan IV

Objectives:

1. The participants will participate in an Interactive
discussion on assigning grades.

2. The participants will participate in Role Playing
activities on incidents concerning grading.

Content:
1, Review of assigning grades.
McKeachie--Teaching Tips--pages 110 through 121

2. Role Play
Tapes of Incidents on Grading

1. I need an A what do I have to do to get an A?
2. Student protests exam grade

3. Student requests extra work

4, Is attendance required

5. Student feels exams were unduly difficult

Activities
Interactive Process to review grading

View Tapes of incidents on grading and Role Play

Evaluation

Student participation in the activities.

. 141 |




Critical Moments in College Teaching

Videotapes Produced at Indiana University
Tape #2

I. Students' Personal Concerns and Conflicts

Incident 1: Student's personal problems create academic
problems

Student develops attachment to teacher

Student stops coming to class; why?

Teacher-student conflict

Student protests exam grade

b wen
[T 1Y

II. Student/Class Concerns and Conflicts

Incident 1: Class is uncooperative with teacher

" 2: Student sleeps in class
3: Overly talkative student
4: Students whispering in class
Minority student feels alienated in class
Student disrupts/clowns in class
Student needs lots of inclass explanations
Student introduces lots of personal ideas
Student-student conflict in discussion

WO
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Tape #3

III. Minority Students' Concerns & Conflicts

Incxdent l: Student: teacher & text ignores minority students

Minority student feels alienated in class

Several students protest class material

Student protests being spokesperssn for all
Blacks

Student protests personal treatment

Student feels different from other students

wa

H
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IV. Grades: Emphasis and Impact

Incident 1: "I need an A. What do I have to do to get an A?"
" 2: Student feels teacher has a grudge againsthim.

3: Student requests extra work .

4: Is attendance required?

5: Older student feels grades are unimportant.

6: Female student: "What can I do to get an A?"

V. Written Assignments: Emphasis and Impact

Incident 1: Working student needs extension on term paper.
2: Medical problem in family: needs more time.

" 3: Minority students: why all low grades?
. 4: How to evaluate unconventiona® paper
" 5: Student does poor on remedial work
" 6: Possible plagiarism
VI. Exams: Emphasis and Impact ]42
3 Q. Incident 1l: Possible cheating during exam
3£]{U: . 2: Student feels exams were unduly difficult

" 3 Tcachcr-clasa contlic: on datc of txam




Course 2

Generic College Teachiny Skills

Lesson Play V

Objectives:

l. The participants will participate in Role Playing
Activities on incidents concerning grading.

2. The participants will participate in Role Playing
Activities on incidents concerning class concerns
and conflicts.

Content:
1. Tapes

a.
b.

2. Tapes

a.
b.
c.
d.
e.
£.

Activities:

of Incidents on Grading

Is attendance required
Student feels exams were unduly difficult.

on Class Concerns and Conflict

Class is uncooperative with teacher

Overly talkative student

Student sleeps i class

Students whispering in class

Student needs a lots of inclass explanations
Student introduces lots of personal ideas

View Tapes of incidents on gradirg and role play.

View Tapes of incidents on Class Concerns and Conflict
and Role Play.

Evaluation:

Participants participation in the activities.
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Critical Moments in Ccllege Teaching

Videotapes Produced at Indiana University
Tape #2

I. Students' Personal Concerns and Conflicts

Incident 1l: Student‘s personal problems create academic
problems

Student develops attachment to teacher

Student stops coming tu class; why?

Teacher-student conflict

Student protests exam grade
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II. Student/Class Concerns and Conflicts .

Incident 1: Class is uncooperative with teacher

. 2: Student sleeps in class
3: Overly talkative student
Students whispering in class
Minority student feels alienated in class
Student disrupts/clowns in class
Student needs lots o:r inclass explanations
Student introduces lots of personal ideas
Student-student conflict in discussion

T 2 3 3 8
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Tape #3

III. Minority Students' Concerns & Conflicts

Incident l: Student: teacher & text ignores minority students
" 2: Minority student feels alienated in class

* 3: Several students protest class material

" 4: Student protests being spokesperson for all
Blacks

b 5: Student protests personal treatment

6: Student feels different from other students

‘ b o o (ot o e o
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Iv. Grades: Emphasis and Impact

Incident 1: "I need an A. What do I have to do to get an A?" 3
" 2: Student feels teacher has a grudge against him. 3
" 3: Student requests extra work .
" 4: Is attendance required?
" 5: Older student feels grades are unimportant.

6: Female stvdent: "What can I do to get an A?" %

V. Written Assignments: Emphasis and Impact

Incident 1: Working student needs extension on term paper.
" 2: Medical problem in family:; needs more time.

" 3: Minority students: why all low grades?
" : How to evaluate unconventional paper
" 5: Student does poor on remedial work
" 6: Possible plagiarism
VI. Exams: Emphasis and Impact 144
Incident 1: Possible cheating during exam
" 2: Student feels exams were unduly difficult

" 3: Teacher-class conflict on date of exam
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Course 2

Generic College Teaching Skills

Lesson Plan VI

Objectives:
1. Participants will develop a basic
knowledge of the "Lesson Line" adapted from
the Program for Effective Teaching"
Content:

Model for Effective Teaching:
Explanation of the Lesson Line

1. Set

2. 120
Explanation
Questions

Respond to Learner
Lirection Giving
Activities

3. Closure

See Handout:

Activities:

Interactive discussion on the Model for Effective Teaching

Assignment:
Observe & faculty memhear reaching:
From otservaticy cite evidence that
the faculty member followed the lesson line.

Evaluation:

Participation in the lesson.
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THE LESSON LINE

The Lesson Line provides a structure for describing and snalyzing what good
teachers do when they teach a lesson in thé\deductive mode._( There are three
major parts to the Lesson Line. The largest part and the center part of the Lesson
Line is referred to as Tzo, Teaching to the Objective.

| T,0 : |

The definition of T20 is generating in the learner overt behavior that is
relevant in the learning.
There are five components in Teaching to the Objective. They are:

Component It EXPLANATION refers to how we give the learning, the information,
to the students. Six ways of giving explanation have been recommended.
a. Definition - stating the delinition of the concepts or terms to be learned. —
Ex: Aset is a collection of objects that have something in common,
Ex: A faultis a crack in the earth's surface,
Ex: Migration is the trip animals make when they change home sites
from one season to another,

b. Content - presenting statements of fact that describe concepts, that
describe objects, people, situations, or events; and presenting generalizations
that relate two or more concepts.; This information can be presented™
verbally by the teacher or through some other auditory or visual stimuli.

€. Process - presenting in sequential order the steps involved in doing something.
Ex:  Talking through the steps of a math formula or any problem solving
process.
Ex: Presenting the steps in fiim making.
Ex: Presenting and talking through the steps of finding words in the
dictionary using guide words.

d. Model - Presenting a concrete representation of the concept or idea  \
ou want children to understand. o
Ex: Anactual object like an apple or a cow's heart,” ™ -
Ex: A scaled representation of a building, a volcano, an atom, a dinosaur,
a terraced field, or the sciar system.
Ex: A full size representation of something, like, the skeleton of
a persons body, a szt of teeth, or a8 machine that is constructed

In such a way that the workings of the inner parts can be seen.

e. Example - one of a pumber of items that are members of a class or
category labeled as a concept. Examples can be presented in concrete
form, semi-concrete form, semi-abstrect form, or abstract form.

Ex: {fossils of different life forms
Ex: pictures of islands or lakes
Ex: drawings of atoms or cells
Ex: words which Jabe! examples or written descriptions of examples
of the concept - the words box, watch, bike presented as examples
- of nouns, or written questions presented as examples of questions.
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f. Modeling - demenstrating how it is you want children to proceed.
Ex: Showing and 1alking through the steps in solving a problem like
you want children to.
Ex: Showing and talking through the steps in making an orgami object,i
Ex: Showing and talking through the formation o TeYersin Y .
Ex: _Demonstrating and describing how to conduct an l?\t’erviewf

- ——
~——

The 6 different ways o! providing EXPLANATION can be combined in a number
of ways. For instance ji; <eaching the concept of "perimeter” the teacher might
define perimeter, present exanples of problems wherein it would be necessary
to {ind the perimeter, describe the process for finding the perimeter of a region,
and show how to {ind the perimeter by modeling the process in {inding the perimeter
of a desk top.

Component 22 QUESTIONING is used by the teacher to check for understanding,
to {ind out how well the information is being assimilated, and what parts
of the explanation are or are not being understood. Questions can be distributed
to individuals or to groups of children and should be asked throughout the
EXPLANATION to keep students involved as well as to get feedback on the
effectiveness of the teacher's explanation. Group responses can be monitored
by giving the students some kind of non-verbal signal to use for their responses.

Codes for Question Types, Load, and Expansion Questions can be used to
monitor a teacher's use of questions.

Component 3: R —-) L, RESPONDING TO THE LEARNER IN TERM5 OF THE
LEARNING. This teacher action occurs when student's have been given
an opportunity to interact with the content of the Jesson and usually follows
a teacher question or direction to students. Madeline Hunter says there

are three parts to responding to the Jearner in terms of the learning.

a. say the student's name .

b. clearly accept or reject the student's response

c. repeat the Jearning

The combination of these three - nds to 3a,b.¢ci and éa,b.ci in
argeted Verba) Reinforcement. If a student's answer 1=ust be rejected
it is important to redirect the child's thinking in a positive direction and

&s soon as possible to give that same child an opportunity to respond successfully.

Component &: DIRECTION GIVING refers to directions the teacher gives to
individuals or the grcup to engage them in interactions with various forms
of explanation and activities. ___

U

Component 5: ACTIVITY refers to engaging the students in activities so they
can organize information, demonstrate their understanding, practice their
i skills, or express themselves in creative ways. Madeline Hunter desribes
activities in two ways in terms of the teacher's involvement,

a. Guided Activities - These activities are carefully monitored by the teacher
to insure that students are proceeding in the appropriate manner and
to make sure students possess the necessary understandings to proceed
on their own.
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b. Independent Activities - These activities may be very similar to guided
activities or may be challenging activities which have their bases in
the explanations given. Independent activities can be done by students
without the assistance of the teacher. Independent activities should
always be preceded by guided activities.

The {ive components of T,O, Teaching to the Objective are EXPLANATION,
QUESTIONING, RESPONSING TO THE LEARNER IN TERMS OF THE LEARNING,
DIRECTION GIVING, AND ACTIVITY.

1.0

!
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There are two additional parts to the lesson line, one preceding T,0 and
one following T,O. These two sets cf teacher actinns are members of a concept
referred to as “&int,ining the Focus of the Learner.

_Before Teaching to the Objective the teacher builds en ANTICIPATORY SET.

ANTICIPATORY SET refers to what the learner is led to anticipate in the upcoming
Jesson and has 3 parts. The SET gets the students ready for the EXPLANATION.
The (hree parts of the SET are:
a. Involvement of the learner. Something is done or said by the teacher
that "hooks" the learner, that makes the Jearner say to him/herself,
—> I want to {ind out more about this.'

B, Relate to past, present, and/or future. This refers to something the

teacher says to relate the learning which is about to occur to something
in the students' past, future, and/or to something else that concerns
students in the present.

c. Statement of the objective. This refers to a stateinent made by the
! teacher that tells stude..ts what they are going to learn.

—

After Teaching to the Obiective, the teacher provides CLOSURE.

CLOSURE refers to pulling together what has been learned during the lesso
and has 2 parts. ' -
\__

~-a. Involvement of the learner. The teacher directs or questions the students
in ways that get them to summarize the Jesson.

‘\b. Summary - recall the main points, concepts, and/or purpose of the lesson.
-———=3 reflect on how what has been Jearned reiates to other learnings possessed
by the learners.
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The following diag-a= illustrates all parts of the LESSON LINE.
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Two addiugbna! concepts related to Maintaining the Focus of the Learner

are Overt and Covert Behavior. Overt Behavior refers to the observable behavior
exhibited by students that gives the teacher feedback about students' thinking

and understanding. Covert Behavior refers to the undisclosed thinking of students.
Throughout any given lesson the task of the teacher is to set up an interaction
between teaching and learning. To teach for x high degree of learning the teacher
sets up conditions for effectively presenting the content of the lesson and for
engaging studerts in overt as well as covert behaviors as they participate in the
learning process. Throughout the Jesson, beginning with the ANTICIPATORY

SET, throughout TEACHING TO THE OBJECTIVE, and continuing through CLOSURE
the teacher maintains the focus of the learners by questioning them, by structuring
their behavior, and by responding to the learner in terms of the learning.




Course 2
Generic College Teaching Skills

Lesson Plan VII

Objectives:
1. The participants will determine if the faculty
member they observed teaching followed the
"Lesson Line."
2. The participants will develop a basic
knowledge of the Question Sequencing Elements.

Content:

Question Sequencing Elements

a. Distribution

b. Load

c. Wait Time

d. Student Response
e. Teacher Response

(See Handout)

Activities:
Through questicns and discussion the participants
will determine if the faculty member which they
observed followed the "Lesson Line."

Interactive discussion on the Question Sequencing Elements.

Assignment:
Observe a faculty member teaching. Audio Tape
the teaching episode. Analyze the questions to
determine which and how many students participated
and the cognitive level of the questions.

Evaluation:

Participation in the lesson.
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QUESTION SEQUENCING ELEMENTS

Distribution Load Wait Time Student Response Teacher Response :
Question Types Taxonoay (Cognitive) Self-Pulfilling Prophecy Targeted Varbal 3
Reinforcement ‘:Yz
- Solitary - Knowledge - Gender 3
- Controlled - Comprehension -~ Ethmi2/Racial - Polarity ;
= Voluntary - Application - Ability | = Area 3
- Spontaneous - Analysis = Conduct = Pocus 3
- Mass . = Synthesis : ;
- Evaluation Expansion :
. Action Zones :
Taxonomy (Affective) = Active Listening
= Personal ) - Probing Questions ;
- Social « Receiving/Attendiag = Clarifying g
= Semi-Public = Responding . Questions A;
- Public - Valuing - Paraphrasing 1%
- Organization Feedback
= Characterization K
:
Taxonomy (Psychomotor) :
- Reflex Movements . 'f
= Basic-Fundamental |
Movements
= Perceptual Abilities -

- Physical Abilities

= Skilled Movements
~ Non=-Discursive };
Communication - 4
%
(Shepherd/Gallaber) “E:
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Course 2
Generic College Teaching Skills

Lesson Plan VIII

Objectives:

1. The participants, through discussion,
will indicate (Question Element Sequence)
question distribution, load, wait time for
the faculty member they observed.

2. The participants will develop basic knowledge
of classification and analysis of actual
classroom questions.

Content:

Classification and Analysis of Some Actual
Classroom Questions

Dead end

Run on

Programmed Answer
Put Down

Fuzzy

Convergent
Divergent

~NOWV P WN
.

(See Handout)
Activities:
Discussion to Accomplish Objective 1.
Interactive process to accomplish Objective 2.
Assignment:
Tape class you teach:
Observe for~--Type, Load, Wait time, Participation,
Dead end, Run On, Programmed Answer,
Put Down, Fuzzy, tonvergent, Divergent

Evaluation:

Participation in the lesson.
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USING QUESTIONS TO ENHANCE
CLASSROOM LEARNING

Introduction

Many teachers unwittingly and subtly stymy students' intellectual development and growth of
self-confidence by the ways they use and phrase questions. Rather than posing questions which
provoke thoughts, evoke expression, encourage discussions, initiate arguments, raise further
questions, and enable students to ask without embarrassment about what they do not
understand, these teachers use and phrase vague, dead-end, or threatening questions, or suggest
their own answers to the questions they pose. Conversely, instructors who have learned the
skills of effective questioning are able to teach by their own example how to acquire and
classify information, and to think logically. They change students from passive classroom
spectators to active, creative participants in the learning process. Through the use of examples,

this paper will attempt to help the reader become aware of how questions can subvert or
enhance teaching goals.

In Part One, examples of actual classroom questions will be classified and analyzed; in Part
Two, the components of an effective type of questioning strategy will be discussed; Part Three

will offer some methods for using questions to stimulate thinking and enhance classroom
learning.

It is my strong belief that learning is enhanced when the learner does something with the

material presented. In this spirit, I have designed tasks throughout this paper to engage each
reader and reinforce the ideas under investigation.

PART ONE:
Classification and Analysis of Some Actual
Classroom Questions

In a classroom whose climate is characterized by openness, a respect for ideas, and flexibility of
teaching methods, students may well respond freely to half-phrased, poorly articulated,
fuzzily worded questions. Too, in a class of highly motivated, interested students, ofttimes an
instructor need do little else than suggest a topic, or pose a problem. Yet these atypical
situations should not blind us to the need for good plans and thought ul questions in structuring
positive leamning experiences for all students all the time.Few instractors would quarrel with
the statement that questions should provoke thought and evoke expiession. (Stevens, 1912),
Yet my own analyses of questions taken verbatim from classroom dialogues indicate that many
faculty question their students in ways which confuse thinking and suppress responses. Five
such types of questions are described here: the "Dead-End" or Yes-No Question; the
"Chameleon™ Question; the Question with a Programmed Answer; the Put-Down Question; and
the Fuzzy Question. Those observing videotaped recordings have picked up the more obvious
consequences of each of these question-types: students' facial expressions show puzzlement,
annoyance, despair; their hands gesture in confusion; they shrug their shoulders and raise their
eyebrows; and they often greet these questions with an almost total lack of verbal response. In

Napell, 5. (1978). Using questions to enhance classroom learning. Education 99 (2).

55
155



each instance a change of wording and /or pace can result in a radically altered response. These

will be suggested as each type is discussed.

THE "DEAD-END" (OR YES-NO) QUESTION

Examples:

Does everyone remember Snell's Law?

Dr. Trilling told you why they use this angle to design Polaroid sun glasses, right?
Does everyone understand what shifts the demand curves and the supply curves
around?

d. Do youall see the difference between long-run and short-run costs?

e.  Does scale mean anything at all?

f. Now do you see why I substituted the value of 0 in this equation?

g Do you see how in this instance it would be different?

oo

When asked about the intent of these questions, instructors usually respond that they want to
make sure that their students do understand these subjects. However, few wait long enough for
students to reply; most accept as evidence of general understanding one or two murmured yesses.
And, even were everyone to respond with a "yes,” what would the instructor really have found
out? If we look over the representative seven "Dead-End” Questions, we can see that a slight
change of wording, plus a willingness to wait for an answer would elicit responses telling the
instoictor more precisely what he! wants to know.

For example:

a. Does everyone remember Snell's Law?
a’.  What does Snell's Law tell us?

. Dr. Trilling told you why they use this angle to design Polaroid sun glasses, right?

b’ What did Dr. Trilling suggest was the reason for using this angle to design Polaroid sun
glasses?

¢.  Does everyone understand what shifts the demand curves and the supply curves
arorzad?

¢’. Letsslist (or review) together some of the factors which cause the demand curves and
the supply curves to shift.

For your own practice, turn back to the remaining four examples of the "Dead-End" type of
question, and ask yourself what it is that the students need to explain. Then, try rephrasing

the question to give you this feedback and give them the opportunity to express their
understanding of, or problems with, the material.

THE "CHAMELEON" (OR RUN-ON) QUESTION

Examples:

a.  What does it mean that he's a Scholastic?. . . Do you remember what Starr said about
Scholasticism?. . . What did Chrystal say?. . . Well, who is this Scholastic studying?

1The reader is asked to accept the conventional use of the pronoun “his” and "him” as a reference to bot..

sexes in order that the distraction of the him/her constructions may be avoided.
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What abut Thomas Hutchinson?. . . Where is he writing this?. . . How is he writing?. . .

Would he be likely tc join the mob?. .. How much of an unruly mob is it?

¢. Now we have this table, what are we doing?. . . What's the elimination that we
need?. .. Last time, didn't we have the returned earnings of the parent and company
sales?. . . What's the difference this time?

d. Whatisa demand curve?... Where does it come from?. .. Remeinber, we discussed one
thing first: utility. . . What's marginal utility?

e.  What kinds of things did they attempt to do?. . . Where did they attack?. . . You
mentioned living conditions, what about that?

f.  Now, what kind of Physics was going on at that time?.. . Did anyone have any
hypothesis then?

g How does one design a park?.. . Do you walk it?. . . Skould it be on the periphery?. ..
Should it be within the central city?. . . What examples have we of each?

h.  Who sees a community?. .. What's under that tree?. . . Do you see a boundary between

grass and litter country?

An examination of this second type of question illumines several of its characteristics. Each
"question” although asked virtually in one breath, is in reality a series of questions; the first
question of the series is different from the last. The questioner seems unclear about what it is
that he is asking since each succeeding question requires a somewhat different answer.

The responses to Chameleon Questions are varied. Most students are often so unsure of what is
being asked that they will sit silently to see what will happen; some quickly answer the
easiest, the first, or the last question of the group. Some brave soul or thuse “on the spot” may
ask, "What was your question?" or, "Would you mind repeating the question?”

Videotaped replay reveals a typical consequence of this questioning pattern. Hands will go up
in response to the first questior, a few will go down during the second, and those hands
remaining up gradually will get lower and lower as the instructor finally concludes with a
question very different from the one for which the hands were initially raised.

There are, in addition, subtle unobservable consequences of Chameleon Questions. Students
barraged with many questions, all asked at once, are denied time to reflect and formulate
answers. Their thinking does not follow any logical progression but, at best, jumps with the
instructor’s from topic to topic. They are not encouraged to express their thoughts, but rather
discouraged from doing so as the thrust of the question changes so rapidly.

Assimilation of ideas and their orderly expression demand time. Instructors can model logical
thinking and orderly expression by making sure that lesson goals are apparent in their
questions, preparing questions ahead of time, then pausing to offer students sufficient wait-
timel. These behaviors encourage students to suggest their own ideas, confront each other's

opinions, raise further questions, and become active participants in classroom communication.
(Napell, 1975).

To practice avoiding Chameleon Questions, look back at the eight examples listed and figure
out how you would ask one clearly stated question. For example:

a. What does it mean that he's a Scholastic?. . . Do you remember what Starr said about
Scholasticism?. . . What did Chrystal say?. . . Well, who is this Scholastic studying?

1"Wait-time” is defined as the amount of time after an initial question has been posed before the teacher
answers it himsclf; repeats, rephrases, or adds further information to the question; or accepts an answer
from a student. (Moriber, 1951).
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a'.  Both Professors Starr and Chrystal offered slightly different definitions of
Scholasticism. Look over your notes at their definitions, and try to come up with one
that will include their main points plus your own understanding of what this term
means.

THE QUESTION WITH A PROGRAMMED ANSWER

Examples:

a. "What thoughts have you about impeachment? L3 you think the proceedings are too
lengthy? That partisan politics play too great a role? Is there enough evidence?”

b. "What role does collective bargaining play in higher education? Do we have any
indications as to the effect of collective bargaining on curriculum? Is it going to rigidify
it?”

¢.  "What reasons do you have to use that formula? Was it suggested in the homework
chapter? Had you ever used it before? Or seen it used in this context?”

d. "What happens when we add the sums of the rows? Do we get skewed results?”

e. "Look at this shrub and tell me, what observations can you make? Do you see the dead
stems? Are they damaged from insect feeding?”

This type of question programs the answer: it not only deprives the respondent from expressing
his own thoughts by steering him towards the answers that the questioner expects, but also
conveys the message that there is really little interest in what he thinks or says. Those who
practice this pattern usually have altruistic justifications (e.g., "Silence after the posing of a
question is embarrassing to the student;” "I feel impelled to help out by suggesting clues”), but
they need to ask themselves honestly: "Is it I or the student who is uncomfortable after a second
or two of silence?”; "Do I have confidence in the students’ ability to think about the question
and formulate a response?” and, most important, "Am [ more interested in what the student has
to say or in determining which of my answers he prefers?” Programming can be an effective tool
in guiding students’ thinking, suggesting possibilities, or modeling logical thought processes.
However, it is important to be aware of its limiting effect when the goal is to court a wide
variety of ideas. If yours is this latter goal, try asking one relatively open-ended question and
waiting to hear the students’ responses. For example, look back at the first question of this
type. It can be changed to a question which allows the student to express his own ideas by
asking: "What thoughts have you about impeachment?" and pausing to allow the student to
express his own ideas. In this way you indicate your interest in his ideas and model more
effective questioning and listening behavior. A willingness to listen helps to create in the
classroorn a community of learners in place of a super-ordinate-subordinate relationship
between teacher and class.

THE PUT-DOWN QUESTION

Examples:

a. OK, Professor Brown went over this twice in lecture yesterday, and Ijust did it on the
board. Any more questions?

Who can reword her answer the way you think I would say it?

Anybody so confident in his answer that he wants to come up and put it on the board?
That was one explanation, yes, but what's another more obvious one?

Does anybody kncw "King Lear" pretty well here?

Obviously, it's simply the same Lorentz we've used four times. Any questions?

I think the exam problems were pretty straightforward. Any questions?
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h.  Problem three, was there any question on that? We gave you the solutions, you just

differentiated the first one; I don't think there should be any problems on that or the
rest. Are there?

Students need to be able to ask questions, for “the questions we ask act like a lens dlarifying or
distorting information relevant and necessary to us.” (Burkhart, 1969). The Put-Down Question
is often used as a ruse: the instructor really does not want any further questions. The wording
represents a dare to the most brazer, the most hardened, or the most desperate. Thus,
instructors subtly dissuade students from asking for necessary clarification. How much more
hones. to invite those with further questions to meet during office hours . . . or to avoid asking
for further questions entirely. Put-Down Questions are often indications of an instructor's ego-
needs' taking precedence over his students' learning needs.

THE FUZZY QUESTION

Example:

Do you sort of understand what is the principle behind this?
Did you notice this business of friendship?

How do you suppose one would get such a thing as that?

How about plane mirrors?

Does everybody feel somewhat like that?

The question is, can we prove that? Who got some ideas on that?
Does that explain what's going on?

Anybody care to explain that in different words?

Let's do it for the globular duster.

Is it in all red giants?

- TR ~on oP

An important function of the classroom teaching-learning process is offering students
opportunities to use the new vocabulary of the course. As instructors, we can model accurate
usage of new terms not only by using them in our own discussion and responses, but also by using
them in our questions. Students are better able and more willing to respond to our questions when
we state clearly what it is we are asking and simultaneously offer some tools with which they

can construct an answer. Compare the following pairs of questions for clarity and the assistance
they offer:

a. Do you sort of understand the principle behind this?
How would you describe the principle which accounts for these graph fluctuations?

b.  Did you notice this business of friendship?
b'.  In the lliad, Homer often refers to the friendship between men. How would you explain
his concept of friendship using the examples he cites?

¢.  How do you suppose one would get such a thing as that?

Using what we've just learned about alleles, how could you account for the offspring's
having these combinations?

s9 159



DIVERGENT QUESTIONS

The kind of question probably asked least often in the classroom is what has been variously
called the divergent, the heuristic, or the creative question. Such a question has no “right”
answer. It is an open-ended question, requiring students to use both concrete and abstract
thinking to determine for themselves an appropriate response. Students are free to explore the
problem in whatever direction they prefer; they are asked to think creatively, to leave the
comfortable confines of the known and reach out for the unknown. This is often more
uncomfortable for the teacher than it is for the students, since the answers he or she receives
ca not be classified as either right or wrong. But this is the fascination and challenge of

divergent questioning. The teacher and the students free themselves to explore hypotheses and
possibilities.

The following are divergent questions:

1. What might happen to our economy if the gasoline automobile were declared illegal
for smog-prevention reasons?

2. If you were stuck on a desert island and the only tool you had was a screwdriver, what
uses might you make of it?

3. What might happen if Congress passed a law preventing the manufacture and sale of
cigarettes in the United States?

4. How woul1 the story be different if the character had been strong and healthy instead
of disabled?

5. How would life in the San Francisco Bay Area be different if the bay were filled in?

6. In what way would history have been changed had the Spanish Armada defeated the
English in 1588?

Source unknown




Course 2

Generic Ccllege Teaching Skills
Lesson Plan IX
Objectives:
l. The participants, through discussion ]
will indicate (Question Element Sequeace) ‘
question distribution, load, vait time for

a class which they taught and taped.

2. The participants will develop a basic knowledge k.
of reinforcement and corrective feedback. b

Content:
See Handout on Corrective Feedtack
See Handout con Reinforcements
Activities:
Discussion to Accomplish Objective 1.
Interactive process to accomplish Objective 2.
Assignment:
crom tape of class the participants recorded:
Check for corrective feedback to questions.
Check for reinrorcements given.
Evaluation:

Participation in discussion to indicate Question
Element Sequence.

Participation in the interactive process on
corrective feedback and reinforcements.
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QUESTION SEQUENCING ELEMENTS

Distribution Load Wait Time Student Response Teacher Response
Question Types Taxonomy (Cognitive) Self-Fulfilling Prophecy Targeted Verbal
Rainforcement
- Solitary - Knowledge - Gender
- Controlled - Comprehenszion - Ethnic/Racial - Polarity
- Voluntary - Application -~ Ability - Area
- Spontaneous - Analysis - Conduct - Focus
- Mass = Synthesis
= Evaluation Expansion

Actiocn Zones

Taxonomy (Affective) - Active Listening
-~ Personal - Probing Questions
- Social - Receiving/Attending ~ Clarifying
= Semi-rublic -~ Responding Questions
-~ Public - Valuing - Paraphrasing
- Organization Feedback

- Characterization
Taxonomy (Psychomotor)

~ Reflex Movements

Basic-Fundamental
Movements

Perceptual Abilities -

Physical Abilities

Skilled Movements

- Non-Diacursive

Communication

.

(Shepherd,Gallaber) .
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TARGETED VERE 4], REINFORCEMENTS

Reinforcements are teacher responser intended to ircrease (acceptance), decrease
(rejection) or extinguish (1gnn-e) individual and/or R7Oup actisns, A reinforce-
ment may be class.fied as a “largeted verhal reinforcement' f it contains clarity

of: polarity. a-ea, and focus. It should be noted tha* clarity does not inclur:
the codes: 13; u; q.

Codes
L. Polarity
A. Accentance--Teacher responses intended to increase
the frequency of occurrence, $
B. Rejection--Teacher responses intended to decrease
the frequency of occurrence. 6
C. Withhold or Ignore--Teacher responses which neither
accept nor reject the occurrence, 13¢
I Area
A. Affective management--Teacher responses which stress
the ajfective content or context of the occurrence, a
B. Behavior management--Teacher responses which stress
the physical conduct or behavior of the nccurrence, h
C. Cognitive nanagement--Teacher responses which stress
the cognitive content or context of the occurrence. c
D. Unidentitied management--Teacher responses which do
not identify/specify the affective, hehavior, and/or u*
cognitive content, conduct and/or context of the
occurrence,
1. Focus
A. Group--Teacher responses directed toward group
(i.e., "This group is analyzing carefully." g

"This class is talking too frequently.")

B. Individual--Teacher responses directed toward
individual (i.e., " like the way Tom is '
synthesizing the problem." "Yes, Mike, you:i Jeeling i
that ... is reasonable.” "No, 16 is not correct,
Gene.” "Rill, sit down."),

C. Questionable—Teacher responses not specifically
directed toward either individual or group (i.e., q*
"Those are good ideas." "Sit down.," "There is too
much talking." " see good listeners."

*The pr-sence of codes: 13; u; q indicates that the reinforcement is not targeted.

G. D. Shepherd
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FEEDBACK

The value of practice and feedback in improving learning is one
of the most consistent findings from teacher effectiveness literature
(Brophy and Good, 1986; Rosenshine and Stevens, 1986).

Specific feedback is clear about what was right or wrong
in response. Interestingly this characteristic is not always present.

Mr. Smith: "What kind of relationship must exist if triangles
are similar, Jim?"

Jim: "Their sides have equal lengths."

Mr. Smith "No, that's not right. Don?"

Mr. Smiths' response told Jim nothing about his answer other
than it was wrong. As a result, it did not aid in his understanding of

similar triangles, nor did it assist other listen: ig students in a similar
state of confusion.

Look at the following example!

Mr. Smith: "What kind of relationship must exist if triangles
are similar, Jim?"

Jim: "Their sides have equal lengths."

Mr. Smith: "Not quite Jim. 1If respective sides of two triangles
are equal, the triangles would be congruent. Now, what kind of
relationship must they have if they're similar, Jim?"

Feedback that is contingent on performance relates the teacher's
response to the student's answer.

Mrs. Locke: "How does the direction of the ocean current off

the coast of Chile affect the recinfall in the Chilean desert?"
Tim: "Since the current comes from the south, the water is cold
The air over the water is then more dense than that over the land,
so the air that moves landward is warmed rather than cooled, so it
doesn't tend to rain. As a result, a desert is there."

Mrs. Locke: "Yes, good answer."

Mrs Locke: "Excellent description of the relationship among

ocean currents, density, convection, and rainfall. These
cause-and-effect relationships are important to understand

the weather. Fine answer, Tim!

Mrs. Locke's first response simply acknowledged the student's
response with a statement of general praise. By contrast, Mrs. Locke's
second response gave the class in general, and Tim in particular, specific
information as to why the answer was a good one. If a pattern of using
this type of praise is established, students develop an understanding of
the criteria for desirable answers, and, as a result, the general qguality

of answers over time is increased. 1In addition, logical connections
between ideas are reinforced.

IP5




Course 2
Generic College Teaching Skills

Lesson Plan X

Objectives:

l. The participants, through discussion
will indicate corrective feedback and
reinforcements for a class which they
taught and taped.

2. The participants will view and discuss
data collected by the faculty member in
previously taught classes.

Content:

The participants will be given handouts on:
Questions from Observations
Instructor Responses after Student Response

Student Questioning Sequence

Charts Showing Student Participation

Activities.
Discussion to Accomplish Objective 1

Discussion to Accomplish Objective 2

Evaluation:

Participation in Discussions.
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Questions from Observations:
What were we talking about yesterday?
What is the first thing to do in Stating the Problem?
What is the dark red cell layer here?
What are our six topics? ~--Arlene
Are these cells living or dead?
Establish criteria for what?
What were the two obstacles?
What dces studying lead to?
Mike--What is characterization?
What is the green color in these cells?

Somebody give me a scenario as to what is going to
happen Thursday?

What does rehersal mean?

What are we looking for in Interpersonal Communica“”ion
within the group?

What are these cells? (points to the slice)

What are the types of plant propagation?
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Instructor responses after student response:

Right

OK

Alright

Yep

Yea

Repeated Answer

Good

Exactly -

Yea - the relationship - Patricia
Wrong

En Masse question---Patricia Answers---Yes--The Relationship is----
Patricia

Solitary Question to Bruce---Bruce answers---Right
Repeats Answer
Expands

Solitary Question to Patricia---Patricia Answered----0k
Directed another question to Patricia---No Answer----
’ Instructor Answered

En Masse question (Statement of the Problem) --- several students answe
WWhat else? --- Kim ---- Answer ---- Right
How else?==---- Jenifer -- Answer --- OK
Last Characteristic? --- En Masse --- Beth Answered --- OK

En Masse Question --- Several Students Give an Answer =----- Yep

1
i
i
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Student Questioning Sequence

Student asked question {student mumbles)

Instructor responded to student

Same student asked question
Instructor to student

Same student asked question
Instructor to student

Same student asked question
Instructor to student

Same student asked question
Instructor to student

Same student asked question
Instructor to student

Same student asked question
Instructor to student

Same student asked question
Instructor to student

A 3 minute sequence

Information shared between student and instructor only

Student initiates question(student mumbles)
Instructor repeates question
Instructor answers gquestion

1£3
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Ceneric College Teaching Skills
Lesson Plan XI Discussion and Role Play Concerning Discussion
Objectives:

The participants will participate in an interactive
discussion on the teaching method ‘Discussion.”

The participants will participate in role play

activities on incidents concerning "Discussion."”

Content:

Video tares concerning incidents on discussion.

Handout "Using Class Discussion As A Teaching Tool."

Develop participants ability to view tapes and
analyze for attributes of the discussion
method.

Activities:

Interactive process to discuss the teaching method
"Discussion' indicating attributes of the method.

View tapes on incidents concerning discussion and have the
participants role play.

Have the participants analyze the role playing situations
for attributes of the discussion method.
Evalua.ion:
Student participation in the discussion.

Student participation in the role playing activities.
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USING CLASS DISCUSSION
AS A TEACHING TOOL

WHAT IS CLASS DISCUSSION?

Periods of classtime during which the faculty member or a discussion leader guides student
discussion of specific course content for learning purposes.

WHY USE IT?

Active participation in good discussion is stimulating, bringing greater egc-involvement in the
subject matter through the process. It gives the instructor an opportunity to check student
understandings and to note, and sometimes change, their attitudes towards specific content. It
can add variety and change-of-pace to the semester.

WHEN TO USE IT?

Itis just one teaching tool and therefore need not totally substitute for any other such as
lecturing. It is best used after the class has a common knowledge base on a spexific area gained
through reading and research. It is best for subject matter which involves application,

analysis, synthesis, and interpretations of material rather than collections of facts. It is vital
to the "Case Method” and many graduate seminars.

HOW DOES THE INSTRUCTOR PREPARE?

In the previous -lass, talk about student role and preparation. The discussion topic should be
roughly outlined and divided into major sub-heacs with 34 kay study questions framed for

each section with approximate timing to be used for each section. Students should get this
ahead of time.

HOW DO STUDENTS PREPARE?
With common readings, specific research on segments, study of outline given.
HOW TO ARRANGE THE ROOM?

Discussion takes place most effectively when students can be face-to-face, rather than in

lecture-scyle seating. Approximations of a circle provides the best facilitation for
participation.

HOW SHOULD THE DISCUSSION BE LED?

Faculty need to understand the neutral-guidance-questioner role of the leader as a facilitator.
Care must be taken that lengthy lectures are not given by the faculty member because only brief
factual inputs may be needed. Restraintand putience are required rather than domination.

Funk, F. (1987). Using class discusion as a teaching tool. Presentation at the Seminar on Teaching,
Syracuse University, February.
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The leader should:

) 1. Introduce the topic and its importance, briefly.
2. Mention sub-areas to be covered and timing for each.

3.  Give simple ground rules: each should speak up without being called upon, address each
other.

v Get discussion started with a prepared first question: short, stimulating, easy to have
an opinion about. Wait it out—someone will pick it up.

5.  Guide group thinking, impartially and without ‘alking too much yourself, by using
questions as your guidance tool to probe, challinge, rephrase their comments.
(For question types, sce Chronicle, 7-25-84)

6. Summarize what has been said periodically then redirect the group to the next topic
sub-area with a new question.

7.  Be generally accepting; don't constantly make evaluative comments that punish and
reward, rather ask examining questions.

8.  Encourage general participatian by using questions such as: "How do the rest of you feel
about this?" or "Are there other reactions?”

9. Keep the discussion "on track”. If it seems to be on a tangent, ask the group about the
connecuon to the subject.

10.  Listen carefully and ask impromptu probing questions which make the students examine

their views carefully, cite evidence for views, examine assumptions, and raise the
abstraction level.

HOW SHOULD IT BE ENDED?

1. Allow time at the end for a summary by the leader or the group. Invite the group’s
agreement on the summary.

2. Give the class a feeling of accomplishment by suggesting that it was a fruitful exchange
of important ideas.

3. Suggest next steps or assignment to follow-up.
4.  Evaluate results after class for issues ignored or key questions only partially considered.

GENERAL COMMENTS

Good classroom discussion is not a bull-session exchange of ignorance where students just talk in
an undirected way and the faculty inember just listens. Sloppy thinking, lack of facts or
unexamined opinions are not good discussion. On the other hand, a kind of "fishing-game"
discussion is also not appropriate. This is where the faculty member conducts discussion (really
recitations) until a student stumbles on the "right” or faculty answer.

35
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Critical Moments in College Teaching

Videotapes Produced at Indiana University
Tape #2

I. Students' Personal Concerns and Conflicts

Incident 1l: Student's personal problems create academic
problems

¢ Student develops attachment to teacher

Student stops coming to class; why?

Teacher-student conflict

Student protests exam grade

nbown

IT. Student/Class Concerns and Conflicts

Incident l: Class is uncooperative with teacher

" Student sleeps in class
Overly talkative student
Students whispering in class
Minority student feels alienated in class
Student disrupts/clowns in class
Student needs lots of inclass explanations
Student introduces lots of personal ideas
Student-student conflict in discussion

Voo hL WK

Tape #3

III. Minority Students' Concerns & Conflicts

Incident l: Student: teacher & text ignores minority students .
" 2: Minority student feels alienated in class 1
3: Several students p:-:iest class material {
4: Student protests being spokesperson for all i
Blacks :
: Student protests personal treatment
: Student feels different from other students

v tn

IV. Grades: Emphasis and Impact

Incident 1l: "I need an A. What do I have to do to get an A?"
" : Student feels teacher has a grudge against him,

: Student regquests extra work

Is attendance required?

Older student feels grades are unimportant.

Female student: "What can I do to get an A?"

[o N I N SV ¥ )

V. Written Assignments: Emphasis and Impact

Incident l: Working student needs extension on term paper.
" 2: Medical problem in family: needs more time.
" : Minpority students: why all low grades?

: How to evaluate unconventional paper

Student does poor on remedial worck

Possible plagiarism

3
4
" 5
" 6

VI. Exams: Emphasis and Impact

Incident l: Possible cheating du?ing exam
" 2: Student feels exams were unduly difficult

. 3: Teacher-class conflict on date of @exam E
.




Generic College Teaching Skills

Lesson Plan XII----- Inquiry and Notes and Notetaking

Objectives:

The participants will participate in activities
to develop a basiz knowledge and use of the Inquiry
Method.

The students will participate in an interactive
discussion on the value of notes and the notetaking
process.

Conten::
The learning cycle will be used to develop the
Inquiry Process. This involves the processes
of exploration, invention, and expansion. The
concept attainment model will be used as a
participatory activity to develop this process.
Information on notes and notetaking will be taken
from an article on "Notes and Notetaking" from the
Teaching Processor,

Activities:
Student will participate in the activity using
the '"Concept Attainment Model" to develop
an understanding of the Inquiry Process.
Student will participate in an interactive process
on "Notes and Notetaking."

Assignment: |
Read McKeachie--Chapter 30--Student

Ratings of Faculty.

Evaluation:

Participation in the Concept Attainment Activity
and the interactive process on notes and notetaking.
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182 Part I / Varnable: Environments

e a

methods of discipline, motivation, and evaluation tailored to produce the behaviors
desired” Are methods merely tricks, games, and simulations? Is there a method that
characterizes the natural behavior of a child when learning?

Answers 10 such questions are found in the literature and can be observed in the
behaviors of practicing teachers Each teacher assumes, adopts, adapts, and develops
something called “method” (see Chapter 4).

Method or methodology is a descriptive term used to label the t>acher's proce-
dures, manipulations, and facilitations of content, control, and learning. The frag-
mentation of methods into the separate compartments of social studies methods, sci-
ence methods, language arts methods, and so forth, seems to be lessening. The
method or methodology of good teaching is now being viewed as a concomitant ele-
ment of a good learning environment rather than as the functional means of trans-
mitting content. For example, evaluation procedures are similar whether the context
of the evaluation is in reading, arithmetic, or behavior.

Thus, the traditional source of methods, the subject being transmitted, is being
replaced or supplemented through an analysis of a supportive learning environment.

Premise. Method, or methodology. is a descriptive term used to label those pro-
cedures, techniques, manipulations, and facilitations of content and the learning
environment which are performed by teachers. A strategy of curriculum instruction
must include an element providing for the creation, selection, and evaluation of
methodology.

Traditionally, methods have been derived from those content and control-oriented
behaviors which we choose to reinforcs. Consequently, methods of reading, mathe-
matics, science, social studies, and so forth, were developed along with presentation
procedures (for example, lecture, discussion, demonstration, read-recite-test, and
drill). To facilitate the reinforcing of behaviors, methods of rewarding. punishing,
restricting, and controlling were developed. ;

Where and what are the sources of methodology? Is it the content and its topics?
Is it information transmission and packaging? Or is it the psychology of behavior
modification? A strategy must accommodate the source or sources for the develop-
ment of methodology.

The strategy proposed here wili present “inquiry" as the source of methodology.
Inquiry is defined as the processes of exploration, invention, and expansion which
describe the learner’s interactions within a learning environment. The strategy will
refer only to inquiry as method. The other performances by teachers upon the learn-
ing environment will be refe- ! to as procedurss, techniques, manipulations, and
facilitations. .

The selection of inquiry as the method of the strategy is not done to devalue the :°
supportive procedures, techniques, manipulations, and facilitations employed by the ..
teacher, but rather to provide a framework from which those teacher performances !
may be created, selected, or adapted. Inquiry provides a normative description of the +
processes of interaction employed by learners. Teacher perform nces are then '
deployed to fit and further stimulate the inquiry processes of exploration, invention,
and expansion.
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Chapter § / Curriculum Strategy 183

Exploration. The initial phase of inquiry is the process of exploration. When con-
fronted with an environment, a potential learner begins to sort, identify, and label
those properties and characteristics of the environment that are familiar. This is not
necessarily a random process because the recognition of what is familiar serves as
the catalyst for the organization of the learners’ behaviors. Learners must do this for
themselves. They cannot be told what is familiar to them. Although the environment
can be equipped to facilitate the learner’s identification of what is familiar, familiar-
ity is ultimately a function of the learner's developmental level and previous
experiences. .
An understanding of Piaget helps in equipping the learning environments with
: objects, events, actions, and data which are appropriate to the developmental level
of a learner. The appropriate equipping of the environment maximizes opportunities
: for the learner during exploration to interact with the familiar, thus increasing the
likelihood of that particular learning environment's being perceived and processed
by the learner This is crucial, as successful exploration is a prerequisite to a suc-
cessful learning cycle. Teacher performances (procedures, techniques, manipula-
tions, and facilitations) can then be selected, designed, and adapted to further pro-
. mote exploration.

The techniques of demonstration, for example, can be employed as a powerful
means for furthering exploratory behaviors. When employed during the exploration
phase of inquiry, demonstration would be planned around an equipped environment
appropriate to the learner’s developmental level. The demonstration would display
the properties and characteristics of the objects and actions invoived in the learning
activity, and discussion during the demonstration would identify them. The discus-

. sion during the demonstration would emphasize the ovservation of the “what's” and
“how's,” rather than the “why's” of the event or situation. The other information
presentation procedures (for example, lecture discussion, reading assignments, and
media) would be adapted in similar ways during the exploration phase of inquiry.
The manipulaticns and facilitations - { individuals into groups, committees, field
trips, or other units would also be adapted during exploration to emphasize the
observations and interactions of the learner with the equipped environment.

oo — e

Invention. The second phase of inquiry is the process of invention. Invention occurs
as a result of the learner's explorations. Whatever intake the learner has experienced
during the exploration is now reorganized. During inveation, the learner clusters and
groups the inputs of explorations into a d=scription, an explanation, a classification,
or a hypothesis. The power of the invention as a stage for additional learning is 1
dependent upon the exploration phase +f inquiry. If the stimuli available and the
procedures employed during exploration have been appropriate to the learner’s devel-
opmental level, ther. the learner's invention(s) will be self-actualizing.
The performances employed by the teacher during the process of invention are
designed to emphasize the learner’s choosing, displaying, and prizing of personally
* derived inventions. These performances may also e utilized to clarify the learner’s
use of inputs from personal exploration. However, tcaching procedures of telling and
drilling seem inappropriate during invention because learners possess the classifica-
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tions. descriptions, 2xplanations, and hypotheses which are fundamental to their
present and futuse lexrnings. Therefore, the manipulations and facilitations of dis-
cussing, quesiion.z. displaying. and acting seem more appropriate Although the
technique of lecturing, for example, can be employed to present the teacher’s inven-
tions for the learrer's exploration, the learner's inventions must be displayved individ-
ually: no ane elsi: processes them. The teacher performances during invention stress
the learner’s output behaviors of speaking and writing, rather than the input behav-
iors of listening and reading.

The potential for future self-directed behaviors of the learner will nest within the
inventions. Learners who are not self-directive have probably been blocked from the
development of inventions, far exploration behaviors tend to leave the learner with
only what is presently familiar. Inventions guide and direct behaviors in both familiar
and new envionments. The teacher within the modern elementary school provides
time, gentleness, and patience to the learner, and facilitates an environment to honor
the learner’s inventions.

Expansion. The third phase of inquiry is expansion. Expansion occurs as a result
of the learner’s inventions, and this process begins when the learner’s behaviors are
directed toward them. Expansion is the testing of an invention's adequacy. Does it
work? Will it account fcr new objects, actions, events, or situations? Expansion
serves to strengthen, establish, modify, or destroy inventions, and even if the sxpan-
sion systems displace. inventions, thev serve powerful and useful functions. For
example, the behaviors based upon the testing of an incompleted invertion foster
modification of invention behaviors, which then become more adequate or
comprehensive.

Teacher performances ¢nployed during expansion are designed to guide the learn-
ers to “find out” {he strength. logic, and integrity of their inventions. These teaching
behaviors act as a catalyst which supplics the learner with the means for verifying
ar .avention. Within the modern elementary scuool. tne teacher serves as a “means
for verification,” not as an “external verifier” (for example, “That’s right,” or
“That's wrong™). As with exploration. teacher performances may be emploved to
support both the input and output L=zhaviors of listening, speaking, reading. nd writ-
ing. The informatcn-presenting techniques are now modified to provide means,
examples, and illustrations to test and find out abuut an invention. Just as with
exploration and invention. the tshaviors of expansion must be appropriate fcr the
developmental level of the learner. For example, a preoperational learner who cannot
mentally reverse an action cannot use reversal as a means for expansion.

Some incomplete inventions wil! eventually be confirmed thrcugh expansior as a
function of a learner's developmental level and experiences. When changes occur in
either the developmental level or experiences of the learner, each inven.ion contains
the seeds of its own modification. Therefore, the comprehensiveness and adequacy of
an expansion system und its impact upon an invention should be perceived : s a con-
tinuum. A concrete operational learner wil! abandon the invention and ex.:ansion
systems of the precperational learner. Be patient! Each successful inquiry cycle

increases the readiness for changes in both the developmentai level and experiences
of the learner.
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SITUATION 5.4 Invite several pracucing teachers to explain and/or describe some
of their methods Analyze their descripuons in light of the critena provided in this
section and the apprepnate sections from Chapter 4.

Coordinating Phases of Inquiry. Successful inquiry will usually includs several
cycles through the processes of exploration, invention, and expansion. If affective
blocks do not occur when an expansion system displaces an invention, the learner
will return to exploration, recreate an invention, and reapply an expansion system.
Piaget used the term “disequilibrium™ for this recycling of an unsupported invention.
He further stated that each equilibrium (an affirmed invention) ccntains the poten-
tial seeds for future disequilibrium. In order for recycling and its companion “dis-
equilibrium™ to occur, the manipulations and facilitations must be very supportive
of the need for affective reinforcement. A more comprehensive discussion of Piaget
was given in Chapter 1.

A potential source, then. for the reinforcement procedures of classroom control is
the inquiry cycle. As learners are directed through inquiry. the intrinsic energy avail-
able for interacting with the learning environment is magnified, thereby reducing
somewhat both the energy available and the learner's need to engage in other behav-
iors. According to the proposed strategy, the reward and punishment systems of a
classroom would be judged in terms of its reinforcement of the learners as they
experience inquiry (see Fig. 5.4).

Inquiry as an elemer* within the strategy provides a meeting ground for what is
presently identified as methods of reading, arithmetic, social studies, and other sub-
Jects. The content ropics of all these areas of study can be appropriate to inquiry
when selected by structure. the first element of the strategy. Therefore, inquiry can
ue the method which unites the behaviors of learning with the vehicles of content
drawn from reading, arithmetic, social studies, and so on. More specifiz examples of
this uniting function of inquiry will be provided in Part 1.

Inquiry as an element of the strategy also provides a foundation for the selecticn
of teacher performaiices. This foundation enables a teacher to answer, for example,
the question: “Is the procedure of drill good or bad?" Without a foundation—in this
case, inquiry—it has been suggested thz« the question has no answer. With the foun-
dation of inquiry, drill can be evaluated as a technique useful for establishing at a
high efficiency level those inventions affirmed throngh expansion. Drill is useless dur-
ing exploration or expansion. Another nonquestion, “Is media good or bad?” has no
answer without a foundation (inquiry). Media can be adopted to serve exploration
or discovery The objects. actions, events, and situations of the media are to be
appropriate to the behaviors of exploration or expansion. Without additional adap-
tions, media adapred for exploration would not serve expansion well.

Managing the Learning Environment

The following six elements are viewed by the proposed stratsgy as central to the
management of a learning environment: (1) questions: (2) cues: (3) participation;
(4) corrective feedback: (5) reinforcement; and (6) time on task These six are prime
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Figure 5.4 The inquiry cycie. (For strategy, see Figure 5.7, p. 194.)
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Course 2

Generic College Teaching Skills:
Lesson Plan XIII

Objectives:

The students will participate in an interactive
discussion on '"Review Sessions.”

The participants, through discussion will indicate
(Question Element Sequence) question distribution

load, wait time and teacher response, and cZudent
participation from data which the faculty member
collected from a class observed. (That the participants
Taught)

The participations will develop an evaluation form
to give to the students in the classes they teach.

Content:

Information on "Review Sessions" will be taken from
an article on "Exam Review Sessions" from the
Teaching Professor.

Handout on data summary from observation of
the participants classes.

Handout of University Evaluation Forms.

Activities:

Student will participate in an interactive
process on "Exam Review Sessions."

Discussion un Data Summary to accomplish
objective 2.

Through an interactive process the participants
will develop an evaluation form of questions

to illicit information which does not appea-

on standard evaluation forms from the students
in classes which they teach.

Assignment:

Administer tne evaluation form to the students
in their classes and summarize the information.
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Evaluation:

Participation in the interactive process on
Exam Review Sessions and the discussion
on Data Summary.

Participation and the development of an
Evaluation form.
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TeEAcHING
PROFESSOR

Violurne 2, Number 11

November, 1988

Exam Review Sessions

“Are you going to spend time reviewing for the
exam?” students frequently que: y instructors, Some-
times the question is more blatant: “Are you going
over what’s going to be on the exam’” Students do
not expect to be told what the exam items are, but
they're ho, 'ng to discover as many details 8 - they can
possibly squeeze out of the instructor.

This kind of student pressure causes many faculty
members to wonder about the value and purpose of
exam review sessions. Should they be incorporated
into already-crowded course calendars? Do students
perform better on exams if instructors include review
sessions? More important, do review sessions con-
tribute to the long-term retention of course content?
Do ses” sns like these he'p students better cope with
exam anxiety? How can the sessions be formatted?
What abcut mechanics — like time, attendance, par-
ticipation of TAs, and so on?

The case for offering review sessions rests on two
principal arguments: The sessions do contribute to the
learning potential of exams, and they do help students
cope with exam anxiety. In the first case, review ses-
sions help students beiter learn the ccntent by creat-
ing accurate expectations about how knowledge of the
content will need to be demons'rated, and how
detailed that knowledge needs to be. The session- can
be designed to give students an opportunity to practice
the skills needed on the exam.

Helping students cope with exam anxiety is equally
important. Some siudents feel 80 much anxiety that
their performance on the exam suffers. They know
the content, they can solve the problems, but the pres-
sure of the situation prevents them from demonstrat-
ing that knowledge. Instructors point out that stu-
dents must learn to cope with anxiety, to perform
under pressure, but few can point to jobs in the “real”
world that require students to perform under college
examination conditions. The prccess of reviewing
under an instructor’s guidance, with his encourage-
ment, bolsters students’ confidence. Information about
exam logistics, like the number and format of the ques-

As far as empirical evidence is concerned, the ef-
fects of review sessions on learning outcomes does not
rank as one of the well-researched topics in higher
education. However, instructors who monitor student
participation in review sessions and scores on exams
report a positive correlation between the two.

In fact, one faculty member we know significantly
increases attendance at the review session for the
second exam by posting on the board the average
score of students who attended the first exam review
next to the average for those who didn’t. He reports
the average of those attending has never failed to be
higher. He a.. . grudgingly admit that the difference
may not result from the review session as much as
from student ability (we all know who attends volun-
tary review sessions), but even so the difference
serves to motivate a number of students, and that’s
his objective.

Ways to Go

As for format, instructors use a variety of them,
but consider these three fairly common approaches.
The first might be called the open question period.
Here the instructor simply makes himself available to
the students; they set the agenda. They decide what
questions to ask, what problems they'd like solved, or
what parts of the reading they want reviewed. If they
only ask questions for five minutes, so be it, and the
review session ends.

This approach dces give students the opportunity to
clarify those parts of the content they don’t under-
stand. However, it fails to establish content priorities
or focus. Frequently this approach lends itself to the
20-questions routine, with students trying to weasel
as much information from faculty as possible. The
learning potential of the session diminishes to the de-
gree students get into the mode of asking, “Do we
have to know x for the exam?” “Will there be ques-
tions on x?” Some instructors .ill try to provide stu-
dents an open questioning arena, but focus questions,
possibly even recasting some, by having students sub-
mit them prior to the review. Discussion of those ques-
tions takes precedence over questions students bring
to, or that arise during, the review session itself.

,tions, helps them relux and concentrate on content.
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Questions Observed in Students Classes:

L4

what does primary do? Lance

Mike, Can you help him? ]
Rich, Redeem Yourself
Oh!:! Rich Wrong Guess

In Eastern U.S., What Vegetative Biome will you find? ;
Yes

What about center of the U.S.
Yes

Whats responsible for north south trend? Kevin ;
Yes

Why do we see such a complex vegetation in that area.
(Talking about Cent Am)
Right-Jerry
Anybody Know what Primary sector is? (Spontaneous)

What are two extractors?

Somebod’ geve me a definition or something about Entrepreneur.
Anybody want to add to that?

Anybody know what bauxite is?
Aluminum Ore

What does the U.S. predominately depend on for Power? (Spontaneous)
Repeated answers

In order to maximize profit -minimize cost, where would an
Orange Juice factory be located---Florida or New York?

Can ycu think of any other pool of Professionals
Student says--Air Traffic Controllers
How about Pilots?

Students put on scene:

Asked for Critique
Todd Responded
OK Tod very good comment

Laura what do you think?

David What do you think?
Great comment

What are three types of Memory:
Instructor answered the gquestion

What are some implications of Memory?
Student responds--J Al 4



what are other Implications?
No response

What about other strategies?
Student answers
Thats exactly right

Any other Implications?
Student answers

Have you ever seen Pneumonic Technique?
No response

Any other techniques to improve memory?
No response

Do you remember chunking?

What happens if reherse message--would you remember it better or not?
Student says yes.

What would happen if suppressed fires in grasslands -- Kevin
Right

What happens when suppre.s fires in Pine area?
Student answers
Uh Huh

Can anybody give me a natural cause of fires in the Ecosystem? Jerry
Student answers

Any other reasons for pattern on N.A. Continent
Student answers
Jerry - right

Who is ruler of Libya?

Is he a terriost?

Ruler of Egypt here two weeks ago?

Where did Bush take him?

JR5
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couree tuld il sour s

Weuld .oy rezommend that other stucdents
cource -

Liet any distracting mannerisms displayed b your
instructor.

Comment on the smount of material covered in a
cingle class period.

What ts of thie cource viere moet valuszble
were

€, Were the mzayor assignments e«plazined adequatsel »?
-lware Cften Sometimes Seldom Never

EN\ What do you think the policy should be regarding
attendance and tardiness for this class?

n a.u.,‘f"ur MMM Al R, ,q...,é._;;,;“( P >
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8. What sdaiticnal topice would you likKe toc cee included
in thi's courge®




Course 2
Ceneric College Teaching Skills

Lesson Plan XIV

Objectives:

The participants will participate in a discussion
to reveal the information gathered from the
evaluations which they developed and administered
to their students.

The participants will participate in an interactive
process concerning "Student Ratings of Faculty"

from Chapter 30 of McKeachie.

The participants will evaluate Course 2 (Generic
College Teaching Skills).

Content:
Interactive Process on Student Ratings of Faculty:
Do Student Ratings Measure Teaching Effectiveness?
what Factors Irfluence Student Ratings of Teaching?
Reliability of Student Ratings.
Activities:
Discussion on information gathered from the
evaluations which they developed and administered

to their students.

Interactive process conc2rning ''Student Ratings
of Faculty".

Evaluation of Course 2.
Evaluation:

Participation in Discussion, Interactive Process
and evaluation of Course 2.




A Teacher Behavior Inventory
is Completed on Each Student
by the Grant Faculty.

This is returned to the
S:udent During a Summative
Conference.
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TEACHER BEHAVIORS INVENTORY

Inst! uctions

In this inventory you are asked to assess specific classroom behaviors. This information is for the
purposes of instructional analysis and improvement. Please try to be both thoughtful and candid in your responses
S0 as to maximize the value of feedback.

Your judgments should reflect that type of teaching you think is best for this particular course. Try to
assess each behavior independently rather than letting your overall impression determine each individual rating.

Each section of the Inventory begins with a definition of the category of teaching to be assessed in that
section. In Scale 1, for each specific teaching behavior, please indicate the observed frequency of occurrence. For

Scale Il please indicate your judgement concemning the appropriateness of the frequency of occurrence for the
observed lesson.

Scale 1 Scale 2

1 = not observed 1 = Increase

2 = rarely 2 = make no change
3 = sometimes 3 = decreuse

4 = often

5 = almost always

Clarity: method used to explain or clarify concepts Scale | Scale il
and principles

Provides several examples of each concept 12345 123

Uses concrete examples to explain and lllustrate 12345 123
concepts and principles

Fails to define new or unfamiliar terms 12345 123

Repeats difficult ideas several times 12345 123

Stresses most important points by pausing, speaking 12345 123
slowly, raising voice and so on

Uses graphs or diagrams to facilltate explanation 12345 123

Points out practical applications of concepts 12345 123

Answers Students' questions thoroughly 12345 123

Suggests ways of memorizing complicated ideas 12345 123

Writes key terms on chalkboard or overhead screen 12345 123

Explains subject matter In familiar language 12345 123

Enthysiasm: use of non-verbal behavior to solicit
student attention and interest

Speaks in dramatic or e: pressive way 12345 123
Moves about while lecturing 12345 123
Gestures with hands or arms ‘ 12345 123
Exhibits facial gestures or expressions 12345 123
Avoids eye contact with students 12345 123
Walks up aisles beside students 12345 123
Gestures with head or body 12345 123
Tells jokes or humorotss aiecdotes 12345 123
Reads lecture verbatim from preépared notes or text 12345 123
Smiles or laughs while teaching 12345 123
Shows distracting mannerisms 12345 123
Interaction: techniques used to foster students' class participation
Encourages students' questions and comments 12345 123
during lectures
Criticizes students when they make errors 12345 123
Praises students for good ideas 12345 123
Provides corrective feedback 12345 123
Asks questions of individual students 12345 123
@ *sks questions of class as a whole ]Qg 12345 123

E KC corporates students’ ideas Into lecture 12345 123




Interaction: (continued)

Presents challenging. thought-provoking ideas
Uses a variety of media and activities In class
Asks rhetorinal questions

Organization: ways of organizing or structuring subject matter
Uses headings or subheadings to organize lectures

Puts outline of lecture on chalkboard or overhead screen
Clearty indicates transhion from one topic to the next

Gives preliminary overview of lecture at beginning of class
Explains how each topic fits into the course as a whole
Begins class with a reviaw of topics covered last time
Periodically summarizes points previously made

Pacing: rate of information presentation, efficient use of time
Dwaells excessively on obvious points
Digresses from major theme of lecture
Covers very little material in class 3esslons
Checks ¥ students understand before proceeding
1o next topic
Sticks to the point In answering students’ questions

Disclosyre: explicitness concerning course requirements and grading criteria
Advises students as to how to prepare for tests or exams
Provides sample exam questions
Tells students exactly what is expected of them
on tests, essays or assignments
States objectives of each lecture
Reminds students of test dates or assignment deadiines
States objectives of course as a whole

Speech: characteristics of voice relevant to ¢iassroom teaching
Stutters, mumbles or slurs words

Speaks at appropriate volume

Speaks clearly

Speaks at appropriate pace

Says “um’, "ah® or other habit words

Voice lacks proper medulation (speaks in monotone)

Rapport: quallty of interpersonal relations between teacher and students
Addresses individual students by name

Announces avalability for consultation outside of clas;

Offers to help students with problems

Shows tolerance of other points of view

Talks with students before or after class
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Churse III

Culture of the Academic Enterprise

Course Description:

Culture of the Academic Enterprise is the third of a three course
sequence during which the participants will focus on p;ofe551onal
principles and practices relevant to professoring in the various
content areas. This course will be taught by faculty coordlnators who
represent the cuntent area of the doctoral candidates.

Goal 1:

This course will contribute to the synthesis of the participants
philoscphy of teaching, service, and research.

Objective:

The participants, through attendance and participation, will
develop within their pat erns of thinking philoscghies within the
areas of tﬂachlng, service, and research.

Goal 2:

The participants will develop an understanding of the various
preccesses cf the University system.

Cbjective:

The participants will identify various processes of the
university system and develop the distincuishing characteristics
of each.

Content Tcpics:

Advising Processes

University Organizational Processes

Tenure Processes

Processes of Academic Freedom

Processes of gainin- a position in the University
Processes of Publishing, Research, and Grantsmanship
Professicnal service processes internal and external to
the University.

Qo AAO0D W

Goal 3:

The participants will develop an understandlng of the variou=z
ethical and moral issues within the University setting.
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Objective:

The participants will identify the various ethical and moral
issues within the University setting and develop distinguishing
characteristics of each.

Content Topics:

Ethnicity
Sexual Harassment i
Ethical Issues

Professionalism

Conflict of Interest

Bias Teaching (Explicit and Implicit)
Animal Rights

Human Subjects Rights
Confidentiality

T M0 o

Course Evaluation:

The grade to be reported at the end of this course will be an "S"
or "U". The criteria to be used for evaluation will be
deternined by the raculty Coordinatsors directing the work.




Schedule of Events
Course III
Culture of the Academic Enterprise

Weex 1

Group Meeting
Week 2

Meet with Faculty Coordinators

Content Topics:

a. Advising Processes
b. University Organizational Processes

Week 3
Group Meeting
Discussion of Content Topics

a. Advising Processes
k. University Organizational Processes

week 4
Meet w.th Faculty Coordinators
Content Topics:

a. Tenure Processes
b. Processes of Academic Freedom

Week 5
Group Meeting
Content Topics:

a. Tenure Processes
b. Processes of Academic Freedom

Week 6
Meet With Faculty Coordinators
éontent Topics:
a. Processes of Gaining a Position in the University
b. Processes of Publishing, Research and Grantsmanship

c. Professional Service Processes External and Internal
to the 'niversity
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Week 7
Group Meeting
Content Topics:
a. Processes of Gaining a Position in the University
b. Processes of Publishing, Research and Grantsmanship
C. Professional Service Processes External and Internal
to the University
Week 8
Meet with Faculty Coordinators

Content Topics:

a. Ethnicity
b. Sexual Harrassment

Week 9
Group Meeting
Content Topics:

a. Ethnicity
b. Sexual Harrassment

Week 10
Meet with Faculty Coordinators
Content Topics:

a Professionalism
b. Conflict of Interest

Week 1l
Group Meeting
Content Topics:

a. Professionalism
b. Conflict of Interest

Week 12
Meet with Faculty Coordinators

Content Topics:

a. Bias Teaching (Explicit and Implicit)
b. Expectation of the Applicant and the Institution
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Week 13
Group Meeting

Content Topics:

a. Bias Teaching (Explicit and Implicit)
b. Expectation of the Applicant and the Institution

Week 14
Meet with Faculty Coordinators
Content Topics:
a. Confidentiality
b. Animal Rights
¢. Human Subject Rights
Week 15
Group Meeting
Content Topics:
a. Confidentiality

b. Animal Rights
¢c. Human Subject Rights
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Selected Recources
Used In
Course III

(Arranged in no particular order)
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News |

Vietnam Secks to End  State Governinents to Spend $39.3-Billion

Summary

Physicists now beller » the materi-
al wniverse is composed o T three fun-
damental 1ypes of matter Page A4,

Room-temperature fuslon has re-
ceived i repricve from a panct of sci-

entists who say new experiments

warrant further rescatch: Page A4,

Boston U.'s president, in a new
book, offers solutions 10 the coun-
lry's problems: Page Al3,

Educating teachers on Culifvinia
State U. campuses is everyyone's job,
administrators there say: Page ALY,

Federal ald programs (or colleges

1sup-yeur revie v as Congress
“lo reauthoize the Vigher

Page A19,

[ POV

“" ?‘! of

Its Academic Isolation
From Western World

By JONATIIAN M. MOSES
10 CLE MINIE CITY, VIETNAM

Victnam is eager lo rencw academic lies
with the West.

Cut off fiom the Uniled States since
1975, when Americans evacuiated this
city—then known as Saigon—in the face of
advancing North Vielnamese troops, edu-
cators here say lhey are now looking lo
develop Western contacts as part of a yeur-
old campaign lo jump-start their country’s
moribuad cconomy.

“We will go unywhere—France, the
U.S., Japan''—to make those connec-
tions, said Trun Tiung Hau, chairman of
the economics department ul Ho Chi Minh
City Universily, in a recent interview.

* Scholars here noted that a Inck of funds
made such contacts impossibic withoul
lm'mn mmmnulup LForts to cremte aca-

* [T I X ) ]

on Colleges and Universities n 1989-90

Farm-belt campuses fare well; Northeast prepares for austerity

By SCOTT JASCIIK

Stale governmenls will spend $39.3-bil-
lion on higher eduication this year, an in-
crease of 14.3 per cent aver whal they
speat lwo yeurs ago.

In general, farm-belt stales are providing
gencrous increases for higher education
this ycar, while states in the Noitheast ure

Budget Cuts, Scandals
Leave Mass. Colleges
Facing Severe Crisis
By GOLDIE BLUMENSTYK
BOSION

1] U ents, financial imbroglios, pa-

lnm.
X REELE

amdm mers. rf wars, and n sex
.. - Bevimessndes Relind I ¢330 Stsken

more frugal than they were (wo years ago,
according (o o study compiled by the Cen-
ter for Higher Education at llinois State
University. In the stidy, stale appropia-
tions are compared with figures from twa
years carlier, rather than with these from
the previous year, 10 limit the influence of
shott-tern fluctuations,

The overull increase is nearly (wo per-
cenlage points above the two-ycar rise kst
year.

The data are known widely as “the
Chambers numbers,* after M. M. Chiim-
bers, who dicd in 1985, Mr. Chambers, a
prafessor at llinois State, staried collect-
ing the information in 195K. Since then, the
anmal stady has become the nuthoritative
compendium of state support for colleges
and universities.
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CHAPTER EIGHT

Teacher

as Counselor and Mentor

D

Liking students, respecting them, deriving enjoy-
ment from teaching them was the first of my cardi-
nal rules for good teaching.
—Professor of economics '

Socrates: Well, my art of midwifery is in most re-
sﬁccts like theirs; but differs in that . .. I look after
their souls when they are in labor, and not after
their bodies. —Plato, Theaetetus

The teacher is not a therapist and the classroom is not a clinic,
but turning to the teacher is an early option when a student
wonders what went wrong and what to do about it. Teachers
appreciate the anxieties, confusions, conflicts, ar.J tensions gen-
erated in the academic pressure chamber and are useful sources
of information about course routes and career alternatives, Stu-
dents seek cut their teachers as persons whose judgment is re-
spected and whose confidence is trusted as counselor, mentor,
and friend.




P

ERI

Aruitoxt provided by Eic:

98 The Essence of Good Teaching
The Teacher as Counselor and Adviser

On occasion, nearly every student looks for councel
about what is first and second and third on a scale of values.
Conversations that penctrate (or skim) personal turmoils have
always been part of the academic scene, and professionally
staffed counscling centers are well established on most cam-
puses. Learning how to handle worries and [rustration is part of
a student’s education and, short of therapeutic intervention,
teachers are helpful in guiding students through their personal
curriculum.

Successful counscling amounts to an honest and friendly
interchange of opinions and feclings—cognition and motivation
again. Certain safeguards are in order because a student’s self-
esteem is (00 precious to be casually managed, manipulated, or
massaged. In the role of connselor, the teacher is going beyond
knowledge of his subject specialty and will benefit from obscr-
vations by those more expericnced in understanding thic dynam-
ics of an individual seeking help and support. Therapeutic spe-
cialists nsually affirm that an empathetic attitnde is basic:

Good counseling . . . is reflected in the coun-
sclor’s respect for the student’s individuality, his
special needs, and his right to accept or reject the
information, advice, or assistance being offered. It
rests in the counselor’s ability to refrain from push-
ing the student into a preconceived mold or plan of
action. It rests in the sensitivity that stems from
being tuned in to the feclings and concems often
underlying the student’s words and ideas. Such
feelings as boredom, concern, anxiety, [ear, and
sadness are often revealed through subtle voice
qualities, postures, and movements. Above all,
good counseling is depending on the counselor’s
ability to enjoy and care for the students coming
to him*' [Bordin, 1969, p. 6].

Prior to entering this intimate relationship, certiin practi-
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c.al considerations must be taken into account. Clearly, effec
. - . ] *
tive counsciing is difficult when the teacher is the person who

defines what the student is cxpected to ':arn and who evalu.

E

ates the Ie\fel of achievement. Nevertheless, the first concern is
the well-being of the student as a self-sufficient individual rather

than as a competitor for grades. This distinction is a categorical

imperative. A second consideration is to recognize that symp-
toms may not he what they seem. It is precarious to project our
own tho.ughls and feelings into the personal dynamics of some-
one .lcamng on us. Experienced counselors guard against such in-
trusion, and it is wise to refer a thoroughly alicnated, frustrated
or emotionally distraught student to a counscling center or;:

health clinic to talk with a professional spacialist. The following

quotfntion is taken from a report by such a person commentin
to his faculty colleagues about a teacher's responsibility as f
counsc!or. Korn (1981) is the director of counscling services for
the University of Michigan's Office of Student Scrvices.

_ There must be mutcal understanding that
t!\e individnals involved have a right and an ubliga-
tion to define the limits of the relationships. Both
persons must have the sense of frcedom to say
“that’s enongh, thank you.” It is unfair, and antj-
thetical to promoting individuality, to encourage a
student to cxpect somecthing in a relationship
v./hich cannot be delivered because of limitations of
time, role, or competence. I am describing a rather
delicate balance which encourages a sense of trust
on onc hand and is explicit about limits on the
other hand,

Most students can make some kind of initial
statement of what they are loaoking for, but where
the student secms confused, frightened, or inarticu-
late, i\. is necessary to reassure this person that you
recognize his or her conflicting state of mind.

. The attitnde being suggested here is one of
actively listening. This has a rather special mceaning
because it is ane of the best ways for obtaining a

I PR -« T,
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sense of the uniqueness of the other person, It in-
volves the formulation of tentative hypotheses
about what is important to the other person apd
about the major premises of the individual’s belief
system. The essence of this approach is to generate
a hypothesis and test it out. For example, in re-
sponse to a student’s statement of the problem,
you might say:

¢ You seem upset. -

s Getting a good grade must be very im-

portant to you, o

¢ Not knowing what you want to major in

can be disturbing,

o Being bored could make you feel out of

place.

In each of these cxamples the intent of the
response is twofold: (1) to determil.\c if your per-
ception of the student's experience is accurate; (2)
to focus attention on the student’s need to further
explore the significance of what he or she is ex-
plaining (to help articulate awareness). .

Another dimension of this exploration phase
is to determine how the student is conceptualizing
problems. One must tentatively explore the stu-
dent’s beliels about who, what, and why:

(a) Does the student need information about
a course, an academic program, a possible carc.cr?

(b) Does the student need an opportunity to
explore new ideas and their relationship to firmly
established prior beliefs?

(c) Is there a need o talk openly about bore-
dom and lack of motivation?

(1) Docs the student need a chance to sort
out major confusions about himself or hersell or
about a relatinnship with someone clse?

At the same time you are deciding on any
combination of these or other problems, it is ncces-
sary to decide who is the appropriate person to
tuke the next step with the student. If you and the

202
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c#“onc by one. The exchange of information dominates these con-

Teacher as Counselor and Mentor

student are interested, you may arrange i.ore time
for dialogue. The more difficult circumstances oc-
cur when you are not interested, perhaps due to
time constraints or the fecling that you cannot
help the student. Making a smooth referral once
again requires careful attention to individual differ-
ences. Some students recognize and appreciate the
complexity of the university and thus are happy to
be informed ahout other sources of help on cam-
pus. Others are suspicious, resentful, or afraid to
approach somebody else with 1 problem or quss-
tion. It is necessary to acknowledge whatever the
student is feeling and then to be clear and firm
about the desirability of the student secking out
further assistance. This requires that you be in-
formed about other sonrces of help and that you
indicate to the gtudent that you would like to
know if the referral was helpful [Korn, 1981,
p. 5].

/Acadcmic advizing, like counseling, considers students

versations, but matters of motivation and aspirations are very

much in the picture, The aim is to help an individual plan and__
carry out a course of study appropriate to a_particular paticrn ..
imh_llw‘—c?ti;‘ﬁl’)iiit.ié; ;tp1I_;.|_n1l!,)j!§g)_lqg;:!‘cuclncrs make good ad- |
visers because they understand the curricular complexities en
route to graduation or in preparation for posigraduate work,
Academic advising requires homework to know the intricac s
of intra- and interdepartmental rules and regulations and to
recognize and relate different courses to a student’s future. The
advisory relationship matches the resources and requircmients of
the school with the resources and the aims of the individual stu-
dent. The director of the University of Michigan's advisement

program in the liberal arts college pointed to certain considera-
tions abont advising:

Advisers need 10 encourage students to think
about why they are in school. In this sense, the ad-
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viser is an educator. Too many students select
courses term after term without questioniag or
thinking more broadly about what they riight ob-
tain from their education. A few perceptive ques-
tions or insightful comments can cause students to
rethink their goals. . . . The successful academic
adviser offers students a fecling of personal con-
cem within the institution, provides accurate infor-
mation—which often includes referrals to other
campus agencics—and attempts to help stndents
discover the best possible fit of their aspirations
with the values of a liberal education [Judge, 1981,

p.6}.

Mentor to Students

Certain groups of students are clustered for special atten-

tion, OF these, honors students are the favored group for men-

O S rtent: TN AL S : .
tors’_attention; they leam quickly, ask challenging questions,
and reflect faculty values. Tt is rewarding to support these stu-

dents hecause it Imsmg been observed that any instructional
program involving bright and motivated students is aoomed to
succeed, This section, however, will examine acting as a mentor
to those students who have problems in the clussroom, those
who have not yet acquired the motivation or the techniques for
comprehending quickly what textbooks and teachers have to
sky.

Mast schools are taking steps to adapt instruction more
effectively for the underprepared student. As Cross (1982-
1983, p. 1) stated so well, “The ¢ is no equality until each stu-
dent is offered the right to do his or her best. Sad to say, we
have not been offering that right 2 cither high-achieving or
low-achieving students. ... 1 am convinced that we can return
pride in achicvement to cducation without compromising the
guins that we have made with respect 10 (equal) access. But to
do so will require major changes in the traditional practices of
education—changes in our most hasic premiscs about teaching
and learning.” The mentor’s effoit is directed to factors that

l

./
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can be changed, such as motivation and stndy skills. Slow stu- .3
dents have not had especially pleasant experiences with . mal 3
education and face the rustratian of, once again, not doing as E
well as they would like. Discouragement comes quickly, and
they nced mentors who can counter defensive maneuvering, a 3
lack of interest, scif-defeating attitudes, and the weak study 3
habits acquired in carlier school years. Few college teachers 3
have had experiences corresponding to those of a student com- 3
ing in for help and worried about not being able to make it.

Being a successful mentor for such students requires, as does
counscling, empathy and understanding of the dominant role of -
affective factors in a student’s schoolwork. i

Student Underachievers. The academic performance of
some students is noticeably below what might be expected in
light of their scheiastic aptitude scores or earlier achievements
in high school. The freshman year is often 1 difficult time for
students unaccustomed to high performance demands. For
reasons other than lack of aptitude or not knowing how to
study, they have trouble with core curricular subjects such as
mathematics or with the foreign languzge requirement. Instruc-
tion may be satisfactory, but it falls on deaf ears—motivation is
weak. Variations of the horedom theme are frequently ex-
pre.ssed. Classes limited to technical procedures, specific appli-
cations, or taxonomic ordering are, to some students, less stim-
ulating than courses immersed in theory, conceptus’ analysis,
problem solving, and the value implications of issues that have
challenged the best minds in history. The values of a liberal edn-
cation do not always sing out by themselves, and the social,
educational, and professional values of the teacher-mentor influ-
ence the student’s course of action. Motivational redirection is
accomplished by both precept and exampl..

Variations of the following question are heard over and
over again when teachers talk about classroom problems: “How
do I motivate the bottom third of my class?” In this instance,
the motivation factor may be overextended hecause the trouble
may be inadequate sets of study skills, o
Basic Skills for Study. The first diagnostic appraisal fo)-
lowing admission to college should be for competence in read-

#




ERIC

Aruitoxt provided by Eic:

104 The Essence of Good Teaching

ing. Fven fairly good readers find their skill inadequate when
faced with the unrelenting pressures of long reading assign-
ments. Poor reading is an ol.viou: tandicap that can catalyze, if

not ensurc, academic faik.e. Slow readers cannot move freely |

among wirds secking the thread of an idea. Increasing speed,
however, is not equivalent to increasing comprehension, al-
though it may lead in that direction. Good measures of reading
skill are availuble, and there are few excuses for starting stu-
dents through a reading-dominated curriculim without making
the effort to correct reading deficiencies.

In the late 1930s, muny American colleges and universi-
tics established remedial reading programs for their students.
Broader supporting services were eventually developed as facul-
tics realized the importance of the lurger set of study skills. Suc-
cessful work as a college student requires a complex meld, a
combination of reading with writing, writing with thinking, tak-
ing notes {rom lectures and from reference materials, preparing
for exams, planning and writing term papers, solving sets of
problems, carrying out special projects, and sclieduling time for
study and for play. In advising or instructing students along
these lines, one must give carcful attention to motivation be-
cause the lack of sustained interest is the most common single
reason for failure to complete a study-skills program. Fortu-
nately, the confidence gained by students who see improvement
in their study habits enhances their motivation and thus their
perseverance. Participation in a study-skills progrun is an exam-
ple of a justified self-fulfilling cffort,

The ability to express onesclf with the written word—to
describe events und to analyze abstract relationships—is a dis-
tinctive and valued talent. Writing a book report, or poetry, and
cverything in between can he improved with supervised prac-
tice, and colleges arc finding that *‘Freshman English 101 is
not enough for many students. Comprehensive programs of
diagnosis, training, and cvaluation are being developed to im-
prove the ability of students to write (Bergman, Rubenstcin,
and Dunn, 1982). A number of schools are implementing a new
academic requircment: The writing competence of euch student
is certified by teachers in, for exanple, an advanced course in a

2Ng
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student’s area of concentration, Learning how to write requires
practice in writing abowut whatever varicty of things students
tudy in their conrses. Insofar as they are qualified to do so,
teacliers in all departments should assume more responsibility
for the quality of written discourse. This added dimension to
the instructional task may call for institutional support plus
more extensive rescarch aaalyses of the basic skill of writing
(Frase, 1982). Consultation, workshops, and printed informa-
tion might cxwmine appropriate kinds of writing assigninents
and low to intervene as an evaluator of a paper’s organization
and style. It is appro, date, for example, that students write pa-
pers aimed at an audience beyond the academic setting, for
example, chemistry for cooks, history for voters, and mannals
for new owners of home computers,

For better or for worse, und for both teacher and stu-
dent, performance on examinations is the dominant measure of
a student’s academic competence. The following chapter exam-
ines testing as a measure of good teaching, but the matter is
here considered one of the basic study skills. When studying for
an examination, the student is trying to anticipate the mental
gymnastics of the tcacher searching for good questions and
framing the answers. Students should have an opportunity to
“practice under game conditions” by taking what might be
called “instructional quizzes.”

Thesc tests are not centered into the student’s record, but
are used as an instructional guide. In large classes where objec-
tive exams are used, the teacher might start a class hour with a
multiple-choice quiz of five items. The answers are self-scored
and a show of hands will probably indicate that most of the stu-
dents made the right choice on most items. This immediately
tells the entire class that neither the teacher nor the test was a
culprit; the test questions are fair and valid. More important,
the teacher can show how the questions sample the substantive
matcrial to be covered on the next formal examination. A few
such rehearsals will link the testing thinking of students witl
the teacher’s upproach; anxiety is reduced and the students have
learned about how to prepare for the inidterm or final s=xamina-
tions. Their study skills have been strengthened. Similar proce-
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dures can be [rllowed in providing practice for essay tests. The
extra work required of the teacher is a legitimate demand con-
sidering the importance given to gradirg.

Friendly Instructional Relations. Inside or outside the

classroom, teachers make good friends for students interested
“trgeringThe most out of college. It is easy to be friendly to

————
brght students who emuTate The teacher, bhut the demand for

this friendly understanding and acceptance exceeds the supply
for nontraditional students, What support can teachers give
those students who stand on the fringe of the traditional social
mechanisms that developed to serve the interests of young,
robust, white, middle-class men (and some women)? A few in-
stitutional adaptations to the new students are under way:
ramps for the handicapped, service and support units for mi-
norities, and tuition and schedule adjustments for part-time
adult students, Considerably more action by the faculty is
necessary to remove nontraditional students from shadowed
standing as second-class scholars,

Since this book is about instruction, my analysis of the
teacher as a friend will stay i, the classroom to show how the
demographic attributes of these new students can be used as a
resource for hetter teaching. My particulur vehicle for this
analysis is the adult student participating in a formal course of
study. This rapidly expanding group of college students illus-
trates well how a teacher respects the sensitivities of students
and builds instruction on what cach student has to offer, A pa-
tronizing attitude is, of course, inexcusable, and this is why par-
ticular attention is given to certain guiding principles for manag-
ing the classroom hour rather than to personal interchanges
between teacher and student,

Specialists in adult education perform a valued service in
making clear the social and institutional changes needed to en-
courage and support lifelong learning (Wolfgang and Dowling,
1981). For the classroom teacher, however, only a few instnic-
tional habits may need to be modified. These considerations de-
rive from two basic characteristics of the adult learner: motiva-
tion and memory,

Most older students are paying a personal price to go
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back to school ar1 are alert to the relations between means (in-

-
2

structien) and end our jectives). .
) Is (course objectives). Consequently, they ex

pect_the teacher to stick to the subject and to demonstrate that

it_is werth_knowing._Na special motivational padding is called

“Tor if the teacher does, in fact, have confidence in the educa-
tional benefits of the course content. Learning is just as satisfy-
ing for the older students as it is for their younger classmates. At
the start, older students are self-conscious about heing *differ-
ent.” Their self-estcem is on trial, and they present a well-
rchearsed list of reasons why they may not keep pace. These
stereotyped belicfs about “rusty brains’ should be countered
by making it clear that presumed age-linked fictors have little
basis for support. The need to strengthen one's habits of study
is not limited to those who have lived 4 littie longer,

1t is pedagogically overreacting to tailor a course tightly
to the inferred motivational charncteristics of a particular
group of students—older, handicapped, from othe- countries,
or in a minority classification. !lustrative examples might be
used in line with the expressed interests of such students, but
the value of a course will be attenuated if the content is consis-
tently modificd for a particular citegory of students.

All students, young and old, mnust learn to manage their
study in an environment of potential distractions. The adult
student inay not have more conflicts 1han younger students
have, but they are likely to be different—F.mily responsibilities,
pressures from a full- or part-time job, and commitments within
the local community. A friendly tescher will recognize a cir-
cumstance that is adverse to swty and, within limits of fair play
to other studeriir, make appropriate adjustments. Another, but
persistent, sowice of interference is internal: the conflicts de-
rived from memory.

Over the ycars, adult students have accumulated a rich
variety of significant experiences that have helped 10 mold their
belicis and to shape particular habits of thinking, On occasion,
these prior values und opinions seem to clash with what the
teacher has to suy—especially in the social sciences and humani-
ties. “If what the teacher says is right, then my beliefs, attitudes,
and ideas are wrong,” and few students accept such contradic-

209



108 The Essence of Good Teaching

tions with alacrity. Defenses begin to appear when cherished
ideas are, in effect, being debunked by the textbook or teacher.
Whenever these barricers crop np, they interfere with both learn-
ing and retention. This state of affairs is a direct classroom
example of the proactive interference paradigm (A = B> b) de-
scribed in Chapter Five.

The teacher can and should take steps to minimize the
confusion between prior learming and the kinds of responses ex-
pected, for example, on the next test. Experienced teachers can
anticipate likely contradictions as perceived by students and
deal with than openly and with due regard to the sensitivities
of those whose ideas must change. The instructional preblem is
complicated by the dynamics of memory. Students may, on the
surface, understand and accept a new line of thinking but, as
tunc passes, their prior motives and values reenter the cognitive
picture to reshape and sustain the older beliefs, which then
interfere with the clean retention andrecall of the new meanings.

Cognitive interference is simply one example of a teach-
er's instructional considerations for adapting to the special
characteristics of a particnlr gronp of students—in this in-
stance, the adult learner. Students fram foreign countries fre-
quently need gnidance and practice in leaming how to study for
and to take machinescerable examinations, compile a reading
log, write term papers, and so forth, (I once had a transfer stu-
dent frem the Orient who had never taken an essay cxam and,
in the same class, a student from an African conntry who had
never taken an objective examination.) Minority students often
report feelings of social isolation; they have a limited identifica-
tuon with the traditions and aims of the institntion and the larger
hody of students, Conflicts and confusions are nbiquitons; some
are tangential, but others are significant intrusions to effective
work as a stundent, Fach student is different, and friendly teach-
ers are sensitive to these differences and do what they can to
reduce interference to academic snuccess.

The guidiag principle for the teacher asa connselor, men-

tor, or_fiiend in the classtaoin’is mrrespect and respond to the

individuality of each stndent. A sympathetic ear is prerequisite
to cllTective connseling. Rather than a teacher running the risk
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of unwittingly influencing decisions having long-iasting conse-
quences, thoroughly confused or fearful and distranght students
should be referred to a person or unit offering specialized assis-
tance, The academic adviser brings edncational realities to the
student’s attention, and this includes hoth information and mo-
tivational support. A mentor works with those students who
need special attention in meeting the goals for graduation,
strengthening the basic skiils for college-level stndy—for exam.
ple, reading, writing, and taking tests. The demographic factors
relating to any student can, in the lands of o fricndly teacher,
be used as a resonrce rather than as a barrier for productive in-
struction,

One technical task of the teacher cannot be farmed out:
evalnating stndent achievement with respect to what will be
carried away from a conrse of study. We turn next to the sig-
nificant issues of testing and grading,
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¢ avoid the psychological evils of a fixed-sum game, i.e., students compet.
,} ing fur grades;

e provide the students with a gense of efficacv, 1.e., that their learning
( will significantly influence their grades; and

o be defined and interpretable.

To achieve such a grading system, we recommended using some kind of
anchor measure. One possible measure was the performance of several pre-
vious classes on a common final exam (or at least a set of common items),
very similar to what Smith reports doing. Another possibility was to use a
common final across many sections taught by graduate teaching assistants.

Our third example is what we believe Smith objects to. We suggested that
regular faculty, who teach different sections of the same course, get together
and determine what the grade distribution should be for an average class in
the course. Then thay could use some anchor measure like ACT scores to see
if and how a givea section’s distribution should differ from this average.

If we read Sn.ith correctly, he thinks we are recommending institutional ;
grading and recuction of the individual instructor’s freedum, and he questions :
this. Although the instructor's academic freedom was not the point of our ex-
ample, Smith is correct, at least to this extent. We would argue that it is not
a violation of anyone's academic freedom to require, for example, that faculty
teaching English composition teach writing skills, or if the course in general
psychology is a prerequisite for all other psychology courses, that all the
psychology faculty have a say in determining the course objectives. We would
further suggest that the entire faculty legitimately should have input about
the objectives of any course that fulfills a general education requirement.

Academic freedom was not intended to give the individual instructor the
prerogative of deciding whether or not, or to what extent, he will teach the ob-
jectives of the course. Our teaching is not private behavior; we get paid for it.

L All of the constituencies of that payment have a legitimate concern with the
It’s the slight upward outcomes of the course (even though they may have little or no expertise). We
movement of the eyes, suspect that Smith would agree with this, at least theoretically, although Loth

the quizzical he and we recognize the educational and political problems involved.
downward glance, the More central to our position is the suggestion that securing agreement

hint of sarcasm imply- among several wachel'-s of‘ the same course on uge shape of g'rac_ie dist.rib'ution

ing less-than-adequate of an average section is simply a means of defining the normative meaning of
. grades. (This holds whether or not instructors teach the same content.) If one
intellectual competence. instructor awards 50% A's to typical sections, while another a‘vards only 4%

A’'s to average sections, what does an A mean?

Having said the above, we would also argue that it is the legitimate
prerrgative of the individual instructors to decide how they will teach the
course, how they will help the students achieve the course objectives — as
long as the methods are not unethical, illegal, or unreasonable. We rzcom-
mend talking to one's colleagues as one way to ascertain reasonableness. We
think that doing so will increase the accuracy — and therefore the fairness —
of our grading; it may also help improve our teaching.(J

The Ethics of Teaching

Like it or not, ethical issues confront us at the moment we assume instruc-
tional assignmeats. Quite independent of issues associated with teaching
ethics, these are the front.line, bottom-line, moral concerns that face faculty
when they enter the classroom. Could you list them?

After some hemming and hawing around, most of us do come up with some

( sort of list, but the labor of the effort bespeaks a certain unfamiliarity with
’ the task. For most of us, these are not the most pressing instructional con-
cerns. We may be right, but on regular occasions we ought to confront and
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wrestle with the ethical issues raised by the nature of the objectives of the
educational enterprise. The following queries, conceived by Kenneth Boulding

to “promote ethical analysis,” focus and force the issues. Our profession does

not require us to answer each other on these matters, but we do owe answers (
o ourselves — honest, soul-searched responses.

1. “Do I abuse my position of superior status to the student by treating
him as a moral or social inferior?” The balance of power is not equitably dis-
tributed in the teacher-student relationship, and we know which way the
balance tips. That’s not wrong, but it does give teachers options not available
to students. The issue is power — its use or abuse.

2. “Am I careful to avoid using my authority to force factual acceptance of
propositions which may be only opinion or hypothesis? Do I tolerate honest
disagreement? Would I be pleased if 1 were ever proved to be wr.ng by a stu-
dent?” Most of us have no trouble with this in theory, but we neither look nor
feel as assured when it happens in practice.

3. “Do I express my overt or covert hostility to my students in my teach-
ing? Am T irritated by student failure, or am I quick to deiect and encourage
growth in knowledge and understanding, however slow or imperfect?” Intellec-
tual superiority communicates itself subtly (most of the time). It's the slight
upward movement of the eyes, the quizzical downward glance, the hint of sar-
casm in the voice, all implying less-than-adequate intellectual competence.

4. “Am I myself interested in the subject matter that I am teaching? Do I
enjoy learning more about it, and do I carry over to the student my own en-
thusiasm for the subject?” Sometimes it is hard to let students see our en-
thusiasm. We have devoted ourselves to the study of highly selective and
eclectic areas of interest. Students have never heard of, and cer iinly do not
care for, subjects near and dear to our hearts. Sometimes it feels risky to
show them how much we care.

8. “Do I convey to my students both the setting and significance of my sub- (
ject matter, so that it appears neither isolated nor irrelevant?” But the en-
thusiasm and devotion warps the perspective — makes the individual interest
larger than life. Instructors must be knowledgeable in context, demonstrating
relative and realistic proportion and detail. <_

6. “Do I convey to the student a necessity for intellectual discipline and a ‘-
sense of the need for hard work on difficult intellectual tasks if the practical
problems of our society are to be solved?” Enthusiasm makes learning fun,
but it should not do so at the expense of making what is difficult, and re-
quires work, appear simple, easily mastered. Learning requires discipline,
determination and perseverance.

7. “Do I convey to the student the importance of technical skill and, at the
same time, leave him problem-oriented rather than technique-oriented, the
master and not the servart of the skills that he has acquired?” The question
inquires into our ability to teach students to think, to make judgments, and to
assess and respond in variable situations. Or do we let them force us to focus
on the pat answers?

8. “Is my relation to other teachers one of cooperation in a great common
task of transmitting and extending the knowledge structure of society, or am
I jealous and suspicious of others? Am I conscious of my citizenship in the
academic community? Do I insist on doing only those things that will lead to
my personal advancement?” This question causes deep soul-searching and
debate, because in many academic crmmunities good teaching and advance-
ment do not necessarily go hand in nand, and necessary and time-consuming
work on the committees of the community rarely gets even a passing thanks.
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See “The Task of the Teacher in the Social Sciences,” in Effective (
College Teaching, a collection of edited essays published by AAHE
and ACE in 1970.(J
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Chapter 1
The Past, Present, and Euture
in College Teaching:
Where Does Your Teaching Eit?

In the theee hundred years of college teaching in the United States,
teacher's role has remained, until quite recently, relativel
ment has certainly occurred, and we will detail chat development in the
remainder of this chapter. However, in comparison to the upiicavals ex-
perienced in the development of books and educational technology, the
deeper insights inco learning processes reached by a tremendous amount of
researck, and the vast physical and social chang,

es taking place on campuses,
the teaching role has changed remarkably, and quite regrettably, liccle.

Undoubtedly, this cannot continue. This book and others that highlight
college teaching as a vical and evolving profession are but one bit of
tangible evidence that teaching must and will change to meet better the
needs of students in e last decades of the twentieth century. For such
changes to occur, we must begin to think actively about the changes in
teaching that ate possible for the future, Alvin Toffler notes that our cur-
tent teaching activities could be enhanced by modiflying chem to meet
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The Past, Present, and Future in College Teaching

owr personal images of the future. To break with the past, cach of us must
bring mew ideas into our current instructional practices.

What sre the new ideas in teaching that we must take into account? We
obriously have no crystal ball that will accurately outline the details of
such things. To suggest that we know for sure would certainly be preten-
tious. Several of our idcay are incorporated into the content of ather
chapters of chis book, but they are only our best guesses regarding the
furure. What is more important is that everyone who teaches begin to
speculate about the future. Each of us must examine our current teaching:
learning assumptions, goals, values, and methods to determine whether
they will help our students and us meet the challenges of the future. To
begin chis analysis, it is important first ro deterinine the origins of some
of our current educational ideas and practices. Such insights may help us
decide whether we are hopelessly buricd in the past. And a careful review
of why we hold various beliefs and use particular methods may help us
find ways to frce ourselves from whatever binds we find oursclves in. This
is not 1o suggest that all traditional goals, values, and methods ace inap-
propriate. As we will soon illustrate, theee are many beliefs and practices
in higher education that have their origins as far back as the sixecenth and
seventeenth centuries, and some of these belicfs and practices are still con-
sidered useful. Rather, our goal is to Identify only 1hose teaditions that ace
producing problems for us in meeting the emerging needs of our students
and disciplines. These arc typically goals, values, and methods that make
our teaching less flexible than it should be. Finally, we must begin to
speculate about the future to deterniine what new beliefs and practiccs
nelp us modify our current practices. The briet overview we present of
; past, present, and future ideas in college and univensity teaching in the

Usited States should assist you in such an analysis.! ’

The Evolution of
College Teaching

The Colonial Pesiod (1600-1800)

During the seventeenth and cighteenth centuries, the role of the college
insructor in colonial colleges was s paternalistic one in which hearing
lessans and supervising conduct were equally important. Higher education
was designed for the sons of the clite, with the express purposes of pro-

'A complete history of higher education is beyond the scope of 1his book.

ﬂ‘ 16 Iauead, we have clecied o highlight several trends that have accursed durieg th.
F ! " development of higher education in the United States since che colonial period. One
O _mww keep in mind chae the origing of s1ome ideas found in chis country during che
E MC calonial period and che ainetcenth cemtury lie parcly in educational goals and prac-
.. wes toumd in Evrnpean universities,
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The Evolution of Cullege Teaching 3

moting the Christian religion, training young men for the ministey, infusing
moral standards in otherwise temptable young minds, and disciplining the
mental .acultics. Indeed, as Francis Rosecrance documen:s, all buct one of
the first =ine 22ieges founded in the United States were established pri-
marily (o train ministers, and secondaly to make higher education
available to the sons of the clite. These purposes were approached through
a rigidly presecribed cusriculum of Greek. Latin, mathesmatics, and so-
called moral truths. Al were delivered by a single instructor, who was
usually a tutor—a recent graduate of the institution. The tutor was not
much older than his students and was filling time until he received his call
to the ministry—the profession assumed by the vast majority. A hidden,
unspoken agenda of the colonial colleges was to maintain a socially. suati-
ficd society by separating the elite (college educated) from the masses.
This tiny elite was created by the development of a strongly cohesive
unit—the college class. All the men who entered in any one year became a
class, a gronp that took all their instruction together, usually from one
tutor who had the total responsibility for delivering the curticulum. Their
collective struggle, day by day, year by year, against the inherent rigidity
and prescription provided them with a cohesiveness not often matched by
any but the most oppressed minorities.

Life in the colonial colleges was bleak -bare, uupleasant rooms and 2
day that began at sunrise. Following catly morning chapel was a class
period, then breakfast. After breakfast came altcrnating periods of class
and study time, then lunch and perhaps a short recrearional period. The
afternoom pattern repeated that of the inorning, with a second recreational
period before supper time. After supper came more study, then eveaing
chapel and bedtime. John Brubacher and Willis Rudy describe both the
students’ lot and that of the tutors: "“When not attending class or engaged
in recreation students were supposed to be in their cooms studying. Indeed
tutors made regular rounds to guard against the devil’s finding occupations
for idle minds™ (1958, p. 81).

Being solely responsible for all the activities of a class, including the
evening study time, was s impossible burden for young, inexperienced
tutors. Most were openly hated by their students, who frequently used
every opportunity to retaliate against the unpleasantness of college life
by abusing their tutor in all conceivable ways, including breaking his
windows and laying traps for him.

¢« The curriculum, which was impractical and expensive, continued the
old English tradition of preparing “gentlemen and scholars.” It created a
learned and cultured group consisting of clecgymen and the sons of the
rich to lcad and develop the fledgling country. )

Teaching methods in colonisl days consisted of reciration, lecture, dis-
putations, and furensics, with the greatest amannt of time and enceny
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being given to recitation. Because the purpose of higher education was
primarily discipline rather than meaningful learning, the heavy emphasis
on recitation served well. 1n the recitation session, the tutor often sat at
3 raised desk, on which was a box containing the names of the students.

The tutor drew a name from the box and named a pasnage or specific
content for the student to recite.

The heart of the recitation consisted of an exchange between the
tutor and the student, the tutor citing and the student reciting. The
citation was usually an assignment in o textbook, but might just as
well be a previous lecture or scientific demonstration. In the recita-
tion 1he student proved he had learned his lesson, at least the por-

tion for which he was called on in class [Brubacher and Rudy,
1958, p. 82).

Obviomly. the emphasis was on che lowest order of cognitive skill—-
pure memory. But the purpase of training in diligence and responsibility
was fulfilled. Occasionally a particularly talented tutor raised che level of
recitation to approximate a tutor-student discussion, and even more rarely
a student might be challenged to interpret or even to offer an opinion. On
the whole, however, reciiation was mere reproduction and became the
battlcground between student and tutor where each tried to outwit the
other,

During this period, lecturing emerged as a supplement to recitation.
Books were not abundant, and the ancient lecture method gave students
access ta infonnation they otherwise could not obtain. The instructor
read his notes and students diligently copied them. In turn, the notes were
used as another basis for recitation assigaments. In the rather rigid atmos-
phere of the colonial classroom, lecturing periods provided, in addition to
new information, a short break from the constant demands of recitation.
Those of us who use the lecture method 3o frequendy today may find it
hard to believe that it once was a somewhat novel experience for students
~and a welcomed one at that.

Colonial college students were required mot only to study Latin and
Greek, but to converse in Latin as well. Practice was encouraged by the use
of the method of disputations, in which the tutor assigned a debatable
thesis shat concerned the nature of the soul or some other abstract con-
cept. The student then had either to agree or disagree with che thesis
through a series of syllogisms. Ocher students were then invited to offer
differing views, using the same syllogistic reasoning process. When all
students who were called = volunteered had finished "“disputing” the
thesis, the ttor summarized che arguments and closed the exercise with
his own apinion on the matter. About the middle of the eighteenth century,
syllogistic disputations began to be replaced by public debate (Jorensics),
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including debate over more popular isswes. Until the mineteenh century,
however, the recitation method remained at the heart of the process of
highcs education.

Testing in the colonial colleges had each student questioned o:ally in
public by anywhers from five to tweaty examiners. The examiners were
college personnel and other learaed citizens from the local community.
Marks were ot given, but judgments were passed on both the student and
his tutor. The performance of his scudents was also an evaluation of the
tutor. It was therefore to the tutor's advantage that his studenis pecformed
well. Thus, when it was his turn 1o question, he was likely to give easy or
leading questions to his own students and difficult ones to others, The
game between tutors and students continued.

Are there ways in which your current teaching practices reflect some of
the gemeral ideas regarding educational practices present in the colonial
period? Of course, we do not have the 52..0 type of tutor-student relation-
ship. But there are 2 sumber of cucrent educational goals, values, and peac-
tices that were popular during this period also. Table 1.1 contains several
that we have identified. As you review the information in this table, con-
sider whether your current teaching practices reflect some of the same
things. Then think about whether those that do reflect the colonial period
are still useful. We believe that some of them probably are valuable parts
of our current educational environments. But each of us must decide
which ones are still useful based on a personal analysis of their current
advantages and disadvantages.

The Nineteench Century

By the end of the eighteenth century, the impracticality and elitism of
college becaine an issue, and 3 new emphasis was born. New colleges were
founded, with a wider appeal, and college began to be *‘recognized as a
means of getting ahead, mot just as » means of registering that one's father
had" (Rudolph, 1968, p. 36).

Francls Rosecrance also motes that sarly-nineteenthcentury religious
awakenings combined with westward expansion to influence the develop.
ment of many small church-related colleges across the midwestern United
States. The vast majority of these failed, but not before theis democratizing
effect was felt.

Concurrent with this brosder appeal and purpose was the influence of
scholars who attended German universities, where intellect and scholarly
endeavor cather thas rote memory were encouraged. Paternalism had been
the hallmark of the cighteenth century; democracy became the hallmark
of the nineteenth (Beubacher and Rudy, 1958).

The German influence: was supported by the rise of stience. Roth the
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Table 1.1. General Educational Goals, Values, und Practices fcom the
Colonial Period

weview cach of the 5t t$ listed below. They rep saveral of the goals,
values, and practices that were implicis in swe description of 1he colunial period. Rare
yourselfon ascale from 1 to 5, where | cepresents total disagreement and $ represents
total agrecment with the statement. Sum the retings for your responses te these items.
We will ask you te do something with them lates. For those ltems you cated J, 4,008,
how do they appear in your current educational peactices? Whai are theic advamiages
and disadvaniages? What implications do they have for the futute if y2 continue 10
use them in your 1eaching?

¢ The instructor is an expert and should have the last word in resolving debates
on conteni.

Instructurs should prescribe in detail the course content, assignments, and
methods of evaluation.

Colleges and universitics should serve a highly sclected population uf students.

Studem learning is (acilitated when the students are highly dependent on the
instructor (or information.

Our capability 1o think logically and catiunally is enhanced by courses in math.
ematics, ancien Languagey, »~4 philusophy. .

® Recreatiunal activities should be a very low priarity in cullcge.

® A student’s first obligation is (o study what is prescribed and chus build his
of her menial capacitics.

¢ Learning is hard work and demands persunal sacrifice and discipline.
¢ Swdents are basically lazy and need to be guaded into learning infurmatinn.

® Repeating verbatim what they have learned, in class or on 3 1est, is 2 usclul
activity for students.

® If 3 student has not kearned, thien the instruciur has failed 33 2 teacher.
¢ Swdents should learn what the instcuciar thinks is imporiane,
® Teachers know what students need tu learn.

® The classroum learning prucess is ufien a batile between the students and the
insituctot.

curriculum and its attendant teaching methodology began to broaden.
Natueal philosophy (science) and new methods (increased use of lectures,
demonsteations, and laboratory methods) were added to the curriculum
but were staunchly cesisted by teaditionalists. The controversy among
lecture, othee methods, and cecitation dominated much of the century.
Supporters of dhe cecitation method pointed out that in comparison to
German universities, American colleges were mere sccondacy schools,
and the students in them required discipline and the development of cheic
“mental faculties” cather than learned wisdom. In addition, they acgued,

. “natural philosophy* and s mechods are practical and popular and there-
Q  fare oot hiclomss in the classical enericnhm. Peapimcuts of the lectuee
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method suggesied it challenged the professor to be peepared and to present
matetial not otherwise available. Further, the artistic possibilities of a
good lectuce were cited. As it alceady had in the German universities, lec-
ture eventually dominated the scene in American higher cducation. It ce-
mains a dominant teaching procedure that is fraught with controversy
and criticisn. The argumeats over the lecture method will probably con-
tinue intg the (uture, just ss they have occurred since its intcoduction in
our colleges and universities.

One particulac form of the lecture was associated with che rise in popu-
lacity and cespectability of science: a form known as the experimental
lectuce. Here the professor performed an experiment to demansteate the
principle that was the subject of the lecture. These demonsteations eveatu-
ally led to the development of the laboratory method. Early in the century,
the laboratory was viewed as the private domain of the profeisor. Geadu-
ally this domain was opened to students, at first only to watch, but later
to participate in the proflessor’s experiments. Invalvement of studencs in
this way eventually led to the discovery that students might learr Suduc-
tively as well as deductively. Thus, the science laboratory zs a teaching
device was born. Finally, by the end of the nineteenth rentucy, “at every
step~definition of the peoblem, collection of data, fonmulation of a
hypothesis, testing—the professoc was sympathetic guide and critic”
(Drubacher and Rudy, 1958, p. 88), but the stu’ent did the discovering
and focmulated the conclusions.

Science was cesponsible also for the inzroduction of seminacs, which

, were supported by the new influx of German educators. From seminacs

andlaberatories eme g2 = ni.. iciationship between teaching and research,
a celationship that virtually changed the nature of higher education in
Amnerica. Specialized courses were developed, research libearies and signifi-
cant labaratory space and equipment were constructed, research papers
became a popular teaching method, learned societies of earnest, like-
thinking studeats and (aculty developed, and graduate education was
introduced.

Specialization began to appear in the cucriculum, with the evolution
of the colonial **natural philosophy" into the various scientific disciplines
—geology, biology, pliysics, and chemistry; che colonial “inoral philosphy*
into the social specialties—economics, antheopology, sociology, and politi-
calscience; and the colonial “classics” into language snd litesacy specialties.
Wich specialization, the earliest attempes at an elective cather than a p.e-
scriptive curriculum also occurred,

Also dusing the nineteenth century, the so<alled collegiate way was
born. At first, because colleges were usually located away from populous
aceas, cesidence acconnmnodations were sequited. Later the idea of the
B e e Benloed G dve averenstines amd peavidine all that its ste-

£ o el Pl e o o 3

TR
S AR 2N N T RN

[ V. L B T T




The Pust, Present, amd Future in Collcge Teaching

dents might need, became a tradition, if wot 5 principle, of American
higher education. In the residential, often Pastoral, college, the extracur-
ticulum dev.loped. Debating clubs and literary societies for intellectual
challenge, fraternities and scudent activities for social needs, and athletics
for physical meeds became as inportant 3. (if not more important than)
the curriculum itself,

By the end of the nineteenth century, colleges began seriously to ques-
tion themselves. Concerns over standards and excellence were raised. There
was some anxiety that learning was siinply not taken pasticularly seriously.
College education had broadened, deepene
evaluation had roved from public ¢xa
marks (0-100) and grades (A-E), but st
low. Near the end of the century,
manual labor as 2 means of teac

mination to written exams with
udent motivation often remained
emerging institutions experimented with
hing educational principles, encouraging
interest, and providing financial support for students. This moveinent,
however, was hardly more than a justification for using student labor to
construct needed (acilities, and it was shore lived. The century ended with
college education popular, but all 100 often less ehan meaningful.

As you did after examining the colonial period, turn to Table 1.2

and assess to what extent your current teaching practices refllcce some

of the educational goals and practices that were present during che nine.
teenth century. Think about those that du reflecy the last century in
terms of how well they serve your needs and those
are their advantages and dis. dvantages?

The Twentieth Century

If the seventeenth and eighteenth centuries jn higher education are charac.
terized as paternalistic, and the nineteench century as democratic, the
tweaticth century is nothing less than revolutionary, The century b

relatively recently adopted. In che early 1900
academic ones. As John Brubacher and Willis Rudl
century father sent his son 1o college less to shar
his manners™ (1958, P- 259). Owen Johnson, i, |
novel Stover at Yale, criticized educational hal,
students learned nothing, Colleges, he pointed
clearing huuses” organized not only to serve 3o
to prevent learning. Student dissatisfaction with ¢
led to significant reforms, particularly those ¢hiat
to practical subjects. In atteinpts to motivace the
student population, innovations of numcrous kind

+ s0cial needs outweighed
Y note, "Many atwentiech-

his carly-twentieth-century
its severely, charging that
out, were mere “sccial
al purposes, but actually .
he curriculum eventually
directed more attention
genecally unintellectual
s were tried. Preceptors
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Table 1.2. General Elucational Goals, Values, and Practices from the
Nineteenth Century

Review each of the uatements Rued below. They Teprese..L several of the goals,
values, and practices that were implick in oue descrip 'on of 1he nincteenth cemiury,
Rate yoursell on 2 scale from 1 te S, where 1 teprésencs total disagreewment and §
1EPICIERtS L sea) agrezment with the statement. Sum the vatings for your respenses t0
thess items. We will ask yau to de something with chem later. For those dems you
rated 3, 4, or 5, how de they apperr in your current edu ationsl practices? What ase
thels advantages and disadvancages? Whae Implications Co they have for the future if
you continue te use them in your teaching?

3 A college educarion is far more than just 2 highly sclected student population,

© Rote memory should not be emphasized in college.

® Teachers can kearn from theis studenes.

® A ¢allege education should prepare people 10 assume a job.

® Lecturing has positive benefies for students.

® Collcges should ccach subjects that are praciical and popular,

® Students nced hands-on expericaces in laberatorics and ether settings o fearn.

® Teachers need 10 1ake a less dicective role in prescribing what scudents should
learn,

® Students know what 1hey need 10 fearn and should be encouraged 1o pursue
such inierests,

® Specialization within a field is an important goal of education.
® Colleges musc help meee 1he social, physical, and incellectual needs of students.

® Teachers should help scuderes develop the
lkearnees,

® Studenes should be raught to chink both inductively and deduciively.
® Recreation..! activities should be an imporiant pare of che colkcge enviconmen.

: = i 4
pacny o P

were used to guide and stimulate students and to personalize the curricu-
lum for them; honors instruction as a rewsrd for excellence was begun;
independent study became a way to encourage academic endeavor; and
periods of work were alternated with periods of study in an attempt (o
make learning practical.

Un 2 broader scale, three reform viewpoints or _philosophies of higher

education developed~the utilitagan or vocational view, which emphasizes
job and career training; che scientific_or intellectual view, which empha-
sizes research and the developiment of new knowledge; and the liberal or
general education view, which emphasizes social development as well as
intellectual and vocational development. These threc viewpoints have
remained prominent on university campuses, never completely comfort.
zble in compromise, but racher living in 2 somewhat strained coexistence—
even today, -
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Eurly experimental approaches. During the first half of chis century, no
single reform emerged as the one wave of the future, but the influence of
John Dewey led to much experimentation, especially in the areas of
lifelong lcarning needs and inductive rather than deductive methods.

One exp rimental approach was thae of integ ating disciplines for the
pupose of realistically treating current issues. Thus the survey course was
born, designed to interest young people in using their minds o tackle
world and national problems. In this way psychology, sociology, and
cconontics inight be combined in a course encitled “Youth in Contemporary
Society.”

Anothes approach combined the development of divisions, such as
physical scicnces, social sciences, and humanities, with che idea of general
education. A student who in colonial days would have followed a single
prescribed cussiculum, and who in the late nincteenth century might have
had a free choice of electives, now had to master the basics (with a com.
bination of prescribed electives) in each division before selecting an area of
specialization. General education was seen as the basis for the widely in-
formed and well-educated person. Thiougl. che universal adoption of the
general education principle, professors began to differentiate standards
for majors and nonmajors. Sometimes they even described theis pro-
fessional status by the number of major and noninajor courses taughe,

A third innovation was the Great Books approach to curriculum.
Built on the idea that a classic book is always contemporary and tclevane,
the Geeat Books concept built anywhere from 3 yeae's study to an entire
four-year cusriculum on the study of specific, identified *classics.”

Changes since 1950. Now, in the second half of the twentieth century,
sevolutionary changes in the woild have challenged all previous views.
Lewis Mayhew specifies the prefound revolutions occurring since World
War Il as "the revole of colonial peoples, the cevolution in weaponry, the
explosion of knowledge, the usbanization and technocratization of the
society, and undreamed-of afflyence" (1969, p. ix). The yetcrans of World
War Il and fater wars brought with them to American universities an attj.
tude of sobriety and seriousness. The "rahsah* days of Joe College, foot.
bail, and fratecnities spawned in the era of extracurriculum began to wane.

The Cold War and the launching of Sputnik created a panic during
which all attentiun was given to academic excellence. Fear led to an em-
pll_iii:_nn_lukmlogy a3 the only way «c progress and excel. The academic
boom in the decade between 1958 and 1968 saw many large rescarch grants,
curriculum teforms (especially in the sciences and technology), additional
faculty positions, and better saiaries, New courses and cugricula developed,
with the emphasis on production and efficiency. Many institutions becamne
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intoxicated with growth. New courses and prograins of study were aclclc.d
before the long rauge implications of che growth were assessed. .Cuu in
budgets because of declining resources in the 1970s would later eliminate
as fiills some of the changes of the 1960s. Yet such changes cominue.cl
during the 1960s without much cealization chat a temporary boom in
money and students was feeding che growth.

It took the Vietnam War snd the scudent protest movement on campuses
ducing the late 19605 to force another reevaluation of the goals and
mcthods of higher education. Students demanded (perhaps m,uwl.m
naively and destructively) a greater voice in the affairs of the university
and a realignment of the purposes of academe. Now, at least pu(ly because
of student radicalism, we are seeing @Mw‘_
comnnity increased. Most impostant, the aim of education is mo longer
viewed a1 the stidy of externals. The traditional views and methods will
no longer suffice in an esa when the demand by students is for ulfvaue.
meaning, and preparation for the work world. Iastead of the “pitcher™
theory of education, in which the teacher holds the pitcher full of knowl.
edge and pours out what he nr she chooses into the ceceptacles of student
minds, anew view is evalving. In this vicw teacher and student are partners,
though not equal partners, in the challenge of learning—learning about the
world, each other, themselves, and ways of managing cheir lives.

The Victnan War and she campus and socictal unrest of the 1960s
made higher education systems more seasitive to jssues of sclevance, mean-
ing, and job preparation, and declining cesources ducing the 19705 and
1980s for ed the.s to focus even niore on such issues. Colleges and univer-
sities found themsclves having o operate with less fun.. ‘g and fewer
ttudents than they enjoyed during the boom years of the 1960s. Inflation,
high interest rates, cuts in expenditures by foundations, state governments,
and the federal government, and fewer cighteen- tc twenty-one-vearold
students made institutions cake 2 hacd look at wiac offerings and services
they could reasonably provide. Some institutious folded; others searched
for ways to surviva. One part of surviving was opening the doors tg what
Pat Cross describes as the “new students.” Such students were genenlly
older, highly interested in acquiring vocational skills, and eithes changing
careers or, in the case of many women, formulacing carcer plans for the
firse time. Continuing education and lifelong leacning became very imp. r-
tane concepts that guided academic programs. At the same time, institu-
tions took steps to eliminace the "fa¢” and frills from their systems, and
2 back-to-basics attitude began to smersge. Course offerings and programs
that a decade earlier were innovative and cteative suddenly were eliminated
o cut to conform to new budget realitics. Those that survived were the
ones considered absolutely essential to preserve che discipline or t0 incet
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the imincdiate neeas of the influx of new students. lustitutions found
themselves necding to extend their ceach to new student populations and
to develop vocationally relevant curricula while holding the line on costs.

Learning theories. The twenticth century in higher education Is also
characterized by systematic attempts to develop teaching methods and
practices based on cheories of learning. The research literature on human
learming has been used as a foundation for educational innovations. Three
poinis of view tend to dominate this experimentation. They are the
humanistic, behavioral, and cognitive views of learning. In a later chapter,
we present in detail their assumptions and methods. Focnow, letus briefly
examine a few of their principles and how they have inls
in the twentieth century.

Instead of assuming 1hat students will learn merely by passively digest.
ing the pearls of wisdon transmitted (o them by their professors, che
humanistic view recognizes that learning is something that sty dents must
do for themselves. Teachers must not merely transmit, but must involve
and_engage students in the activities of_di;gggtu_md_mnnju‘Lki..&
This emphasis on student needs and the study of oneself as part of the
study of humanity is sometiines also called student-centered education, or

affective cducation. Teachers are encou raged to guide and disect less and
to facilitate or ace as a catalyst fos stud=nts to initiate and take r2sponsi.
bility for their own lear.sing. Personal feclings and values, concerns with
minority issues and sexism, and a recxamination of ihe content of 1he
college curriculum are part of this approach. It is an attempt to personalize
education. It represents a reaction against the excesses of the technological
einphasis in education during the late 1950s,
belicved tended 10 dehumanize individuals, t0 bend, staple, and nutilate
the spirits of students who felt left ouc by the increased structure, cog-

nitive priorities, behavioral oricutation and efficiency of the siress on
technology.

tencedc. instruction

an einphasis that somne people

The behaviorist_point of view has also had an impact on educational
practices during this century. Ducing the early part of the twentieth cen-
tury, John Watson introduced the idea thas our behaviors are contralled
by stimuli in our enviconments. He believed that anyone could be taughe
to become anything—doctor, lawyer, merchane, thief~by the proper
manipulation of environmental stimuli. B.F. Skinner began in the 19305
to modify the earlier ideas of Watson and develop what he called a techi-
nology of operant conditioning. This technology stressed the need to
shape behavi $ an ed_gach 13 a learner
had. 1t also emphasized that organisms learn at different rates and chat
tome custom desiguing of learning eaviconments is mecessary to accom.
modate such variations. Skinnee's work began with pigeons, cats, and ather
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animals during the 19303, and it was not uniil the late 1940s and early
1950s that cducational applications began to appesr. Teaching machines,
token cconomlies in the classroom, personalizved systems of instruction
such as the Keller Plan, learning contracts, sad computer-assisted instruc-
tion have evolved based on behavioral principles.

Alhough behaviorism emphasized the role of eavironmental stiauli
in controlling a learmer's actions, the student’s ¢ e capability was not
ignored. Procedures were developed to help students solve pt;klems and
make decisions mose effectively, to use mental images to assist their learn.
ing of foreign languages and other subjects, and 1o develop cognitive pro-
cedures to monitor and control by themselves their ability 1o learn.

Regardless of theie mesits, the ateempts at reforms based on principles

of learning have been less than spectacular. To date, it is not a general
practice for people systematically to develop their teaching based on prin-
ciples of learning. In fact, some students and faculty seem to display pas-
sivity, apathy, and even overt houility and cynicism when suggestions are
made to substitute new methodologies for the old. One issue is chat the
nontraditional, unconventional, alteruative ideas represent atiitudes about
education as well as procedures for teaching. They represent attitudes chat
(1) put the student fiest and the institution second i (2) concentrate more
ou the stndent’s needs than the insitution's convenience; (3) encourage
diversity of individual opportunity rather than uniform prescription; and
{4) deemphasize time, space, and course requirements in favor of compe:
tence and performance. Such beliels run counter to many of the past
expcriences of students and faculty. Thus, they raise anxiety in studcats
who want more structure or are sinply afraid of deviating from the ways
they learned in che past. Faculty often charge that new mcthods Ik
academiic rigos or are based on ideas that are noc well cesearched.

The reactions to nontraditional forms of teaching based on principles
of learning are sinply another seflection of the traditional-nonicadional
comraversy that has occurred thioughout shis and past centuries in higher
education. Dut there need not be 2 quarsel between the traditional, with
its emphasis on academic excellence and depth of inquiry, and the now
traditional, with s emphasis on lifelong learning and self-education. The
nontraditional approaches can augment, fortify, and enhance more tradi-
tional philosophy and methods, can add few perspectives and horitons
to educational opportunity and possibility, and will sometimes show that
teaditional forms have a necessary and pechaps irreplaceable role to play.
We think, then, that che prevailing attitude today and for the future is
that the traditionalist and nontraditionalist are not adversasies. One can-
not supplant or supersede the other; they are inseparable partners in the
single purpose of promoting learning. The traditionalise attitude of rigor
and discipline is worthy of note by the nontraditionalist, and the tradition-
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alist. must take note of the nontraditionalist emphasis on independent
study, flexible patterns, and lifelong enrichnent. It may even be said that
true creativity can come only from a dialectical syathesis of sradition and
antitradition. Traditional forms that remain vital must be preserved, while
those that have outlived their uscfulness must be replaced by creative,
relevant ones. This creativeness in the art of teaching is the wave of both
the present and the future in higher education,

Earlier we asked you to assess your current practices to determine their
origius in the colonial period and the nineteenth century. Whether you
continue to endorse current goals and practices that originated during
these peciods depends on how helpful you perceive them to be. Table 1.3

Table 1.3. General Educational Goals, Values, and Praciices from the
Twentieth Century

Review each of the statements listed below, They represent several of the goals,
values, and practices that were implicit in ous description of the twenticth eentury.
Rate yoursell on a scale fram 1 10 5, where 1 represents 1otal disagreememi and $§
represents total agreement with the statement. Swm the ralings for your response to
these items. e will ask you to do somecthing with them later. For thase stems you
13ted 3, 4, ar §, how da they appear in your curr.nt educational practices? What are
thew advantages and dussdvantages? What implications da they have for the future
if you continue 10 use them in your teaching?

® Swudents should aliernate course wark with job experiences related 1o their
major field of siudy.

¢ Education is a lifclong pracess that daes not end with formal training.

® Students should learn to study and work on scademic matters independently,

® Jtis important o stress practical subjects in 3 callege curriculum,

® Vacational and careet training is an important mission of » college or university,

® Colleges and universities must stress the development of new knowledge as one
of their goals,

¢ Interdisciplinary course offerings should be encouraged in a college curriculum,

® The goal of education is to produce 2 well erdueated person trained in a3 liberal
arts tradition.

¢ Sell.awareness is an important part of what students should leacn in coliege.

® Teachers should be less directive and act more as facilicators of a student’s
learning, )

® Teachers need ta personalize thew instruction to meet the unique n:eds of thew
students,

® Learning proceeds best if studencs are taught in small, discrete steps and rewarded
after each step.

® Teachers should help students uovelop prollem-solving and decision-making
hlls. '

® Teachng mclluul.s shawshl he devehaped based un thearies nf hunian fesening

The Future

coutains ideas based on our discussion of the wweutieth century. Try a
similar aualysis with the statements in this table and see if it provides
additional insights into your teaching.

The Euture

Just as all education springs from some image of the future, all
education produces some image of the future {Tolfler, 1974, p- 3}

Alvin Tolller, Benjamin Singer, and ocher futurists argue that we must
integrate (uture possibilities into our current educational practices. To
illustrate this need, Tolfler describes 3 mythical South American Indian
tribe that teaches i:s young the old ways. They leara how to build and ride
canoes, the types of fish that live in theit lakes and how to catch them, as
well as other important aspects of their culture. Because they seldom ven-
ture beyond che rather inmediate boundaries of their tribe, they are un-
aware of a hydroelectric dam that is under constriction upstream from
their territory. In a few years the dain will be comnpicted aud their lakes
will dry up. What has the tribe done to prepate itse! (or chis event? What
can it do if it is so tradition bound?

The metaphor is important and tisncly, because many of us assume that
the main features of our present educational, social, economic, and politi-
cal systems will continue indefinitely. Yet history shows that we can expect
upheavals in our current ways of living. In our experierces, we find
students and colleagues who say, “That is true, but it won't happen foc 2
while and certainly not in iy lifetine.” Or they assume that even if some
upheavals occur, their personal lives will remain relatively unaffected. In 2
series of experiments. Toffler finds similar tendencics in the people with
whom he has worked. Participants in his research write about furuce
scenarios as if they will happen “out chere™ 10 other people. The future is
rather inpersonal. They describe theit lives a5 continuing much as they are
today. For example, people developed scenarios of a future with anti-
gravity cars, the destruction of large parts of the earth, cures for cancer,
test-tube babies, a United States-Soviet Union alliance agsinst China,
accidental nuclear explosions, and robot computers holding political office
in the Unired States. What would happen to their lives? One participant
wrote, “I'll move into my own apartment, arrend interior-design school,
get a driver's license, buy a dog, get married, have childeen, and die at a
ripe old age.”

Clearly, there is a need for people to become sensitive to the possi-
bilities of change and the probable effects on cheir Lives. Futusists geneaally
argue that our cducational system could do a much better job of integrating
the future into current curricula. They suggest that having no image or a
(ki fmneee oof the furase desseavs dhe sedevanse of the edueational offos
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Yet our present educational systems, Including higher education, sre not
scen as showing much concern. Today's schools and universities are per-
ceived a5 past and present bound. Technological and social change is
outracing the educational system, and our social veality ks transforming
isell more rapidly than our educational images of that reality. Students
apparencly are mot taught 10 understand their investment in the (uture, to
transfer classroom leamning to future possibilities, to help change immature
institutions, or 1o s:e themselves as individuals who can inflluence the
furure.

Benjamin Singer adds that the concept of the future is closely tied to
the motivation of the learner. How people sce their future is directly con-
nected to theic academic performance and their ability to cope with a
high-change society. The future is mot so much a subject as i is a per-
spective. Introduciag it into our curriculum helps us to organize our knowl-
edge in mew ways. Te these ideas we might add that such things will occur
only if our curvent educational goals and practices are flexible and amen-
able to change. That is, to make use of a future perspective, our teaching
methods will undoubtedly have to alter.

H o3

The following are some possibilitics for how this might occur:

* Developing personal images or scenarios about future developments
in a fick! might help students increase their sensitivity to the future.
In classroom discussions, students might sometimes be asked to fore-
cast developments in a ficld and defend their answers,

ic am issue.

® Teachers might ask students 1o speculate on the future images h~W
by prominent historical figures or people in their field and what role
these images might have had in their actions. For example, what

1ages of the future guided Hitler, Nixon, Freud, Skinner, Goffman,
Jarwin, Sagan, or any other people who are relevant to a topic of
discussion?

* Cooperative experiences and job-related courses might be developed
in all fields. Thus disciplines like classics, philosophy, and history
might have to change dramatically. Disciplines like psychology, edu-
cation, and anthropology might have 1o do even moce than they cur-
rentl; do. To accomplish s.ch things, more long.range planning and
forec: sting need to be done in such disciplines than currently.

* To cope with shange, wudents need to be able to go beyond current
facts and knowledge. They will need 1o be able to bring themselves
up to date. Thus they need to learn how to learn as part of their for-
mal education. Classroom procedures might stress teaching people
how to seek and find resources foc solving problems, how to work
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independently, how to bemefit from working with other people, snd
how to ask the right kinds of questions. Classcooms must siress
teaching people skills (o1 learning as well as specific content.

* New classroor  -aterials are meeded to help students understand
themaelves be.:- .+ recognize their luvestment in the (usare; 1o
help them feet _ce in control of their lives; to understand the
nature of chasge; snd to help them matuee 30 they can help change
immature institutions. What they learn needs to be thought about in
terms of its personal implications.

* Students and facwlty need 10 be increasingly concerned with moral
issues. The futwre is not predetermined, but is subject 10 our influ-
ence. People nced 10 become more concamed with values. Students
must learn to understand thelr values clearly enough 1o make con-

" sistent snd sffeccive choices. Theis values must be challenged and
students asked to justify them explicily in the clausoon. .

* To integrata future poslbilities lnve the clasrbom sad to improve
the teaching of ssbjects that are rapldly changlng, new apprasches
t) tesching are needed. The information explesion in the study of
human lesrning weds te be put (0 grester wse in the design of in-
structional procedures. Instituiions might demand that facuby pay
more attention to the literacure on Jearning when designing cousse
procedures. Furthermere, the use of new teaching methodologies
must be encouraged. Thus, computer-susisted instruction, simulations,
tole plays, classroom cheater, peacticum experiences, and “think
tank” peocedures should increase.

It is important to note that integrating a future perspective into educa-
tion is mot oaly 1+ suggest what the world will look like mext year oc in the
next hundred years. Such speculation is fun and often the topic of science
fiction books and articles. Rather, the task is to have such images but also
rsuggest things that might be done taday to help create desicable parts of
1008 future images. We must remember that the fucuee is something we
welp to create. 1t Is mot something that will occur withons sur participation.

Thus the question “What is the future of tesching in higher education?™
is not answered well by simply describing sc- narios of classrooms ia the
twenty-fiest century. Rather, we must suggest things that can be incegrated
today into our educational systems to creace a future petspective and
foundations for future practice. Based on the discussion in this section,
several ideas for what might be done are listed in Table 1.4. As you did
with the other time periads, rate the extent to which you agree or disagree
with the statements.
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Table 1.4. General Educational Goals, Values, and Practices for the Future

Review ¢ach of 1he Nsted below. They represent several of the goals,
vabues, sod practices that were implicic in our discussion of the future of higher edu-
cation, Rate yoursell on a scale from J 1o S, where § reprasents 1ocal disagreements
and § represents acal agreement with the satcment. Sum the ratings for your re-
ponses o these items, We wil ask you ta do something with them loter. For those
items you rated 3, 4, or 5. how do they appear in your current educational practices?
What are their advaniages and disadvantages? What implications do they have for tive
futwee if you continue 10 wse them in your teaching?

® Speculation about the futuse is an importast topic for discussion in the
classroom,

® Swudents should be encouraged 10 develop personal images o scenarios about
future developments in ot disciplines.

® Having no image about the futuce des:roys the relevance of the educations!
effous,

* Today's educational pracices are 100 Past and present bound.

* Technological and social change is outpacing the capacity of the educational
system,

® Siudemts should be taught 10 undersiand their investment In (he fusure,

® Classccoms should sress leaching people sk ills for how to dearn as well as specific
content,

® Siudents need 10 bearn 3bout haw to cope with the changes in the world acound
them.

® Siudents need 10 learn how 10 become effective change agents,

® Classtaom praciices nced 10 become more bound 10 the reseacch dsta on iuman
learning.

® Teachers should use more of the advances in compuiers. video tecorders, and
othet new technelogics a part of their classcoom methods,

® Students need 10 learn how 10 wotk independently (0 3 greater extent as well
33 how 10 work better with othier people.

® The values that underlie our disciplines need 10 be discussed as partof classroom
learning.

® Education should help studens develop a sense of personal control over theie
lives and their environment,

The History of
College Teaching and You

After each section of chis chapter, we suggested ¢hat you rate the extent to
which you ageee or disagree with the statements presented in ihe tables.
Your toral ratings should give you a good idea i which historical periods
have influcnced your cuerent beliefs about education most and least. Most
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people find that their current belicls are a composite of each historical
period but that each period did not influence them equally. You may want
to examine your ratings and che specific beliefs you agreed and disagreed
with by answering the following questions:

o How satisfied am I with the beliefs that 1 have about education?
* What advantages and disadvantages do thay have for me?

* How comfortable am I wich the time period that seems to influence
my beliels most? Am | oM fashioned, or do my beliefs help me 20
meet the needs of today's students?

¢ Dol need to change or modify any of the beliefs 1 hold?

You may want to chink about your cesponses to these questions as you
read the next chapter an examining and clacifying your values as a teacher.

Your responses should give you a place to begin to examine your personal
values as an instructor.

Summary

In this chapter, we have surveyed the landscape of the history of teaching
in the United States from its beginning in colowial days to its a3 yet un-
herakled future. We have presented chis history In terms o (he goals,
values, and practices that provided the guiding ideas in the colonial period
(1600-1800), cthe nineteenth ceatury, and the twenticth century, and
those that will probably influence futurs developments.

In the colonial periad, college instruction was guided largely by pater-
nalistic ideas that college studeats should be selected, disciplined, depen.
dent upon instructors, taught to develop rigidly prescribed mental facilities,
and generally forced to subsctibe to academic requicements into which
they had no input and over which they felt no conurol.

The nineteenth cencury emphasized democracy, both ia its attempt to
provide higher education for the broad population cather than only the
clite, and in its involvement of students in the process of learning. Con-
sistent with chis broadly democratic atticude was the emphasis on subjects
that were practical, che concept of specialization as a goal of education,
the intraduction of job teaining and experiential learning, the muwal
intellectual developinent of student and teacher, and the social aspect of
higher education.

In the twentieth cenry, revolutionary ideas and behaviors sparked
experimentation and innovation. The result has been that alongside ¢ra-
ditional views now exist views of education based on humanistic concerns,
leacning cheories, and behaviorist notions. Teaching can, and is, vifwed
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e The Past, Prescn:, and Future in College Teaching

3
f

oin all three perspectives, with the result being a wide variety of ap-
ipeoaches from which modern faculty can select.

“ees @oer,

b

- Qur presentation of the dominant ideas from each of these periods, . *§I
along with our best guess as to prevailing ideas of the future, are offered 3
s a stimulus for you to examine your own values, goals, and behaviors ' ;
I both an introspective and a historical analysis. It's only with a clear ) 3

2 of both the past and the present that we can thoughtfully influence , %
future. ' 3
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Promoting the

Adviser’s Role

Janet R. Matthews and Mark E. Ware

n abundance of literature de-

scnbes suggestions for teaching

and expectations for scholarship.
For example, Browne and Keeley (1985)
offer advice to new teachers who aspire
to excellence in their profession. And
while Weaver (1986) acknowledges the
primacy of teaching at institutions that
do not possess a commutment to re-
search, he nevertheless argues convinc-
ingly for scholarship, broadly defined.

Advising, which is an additional de-
mand for most teachers at the collegiate
level, receives disproportionately less at-
tention in the educational literature.
Moreover, many colleges and universi-
ties provide their faculty with minimal
information about advising limits and
the amount of ume that it can require. A
common experience finds new teachers
with some printed materials such as the
university catalog and departmental or
college forms, and a list of acz Jemic ad-
visees. In short, teachers too often have
only their own experience as advisees as
a guide.'

The purpose of this article is to de-
scnbe four ways to make auvising more
productive by preparing for the first
meeting, integrating course selections
and career plans, promoting collegial
support, and serving as surrogate parent.

Janet R. Matthews 1s an associate profes-
sor in the Department of Psychology at Loy-
ola University in New Orleans. Mark E. Ware
1s a professor in the Department of Psychol-
ogy at Creighion University in Omaha.

Aruitoxt provided by Eic:

Preparing for the First Meeting

Some students enter an advising ses-
sion confused, uncertain, or uninformed,
and they cannot formulate questions for
the adviser. An adviser can spend an en-
tire appointment trying to discover a stu-
dent’s needs. When advising time is at a
premium, faculty can help students and
themseives by providing an orientation
before the initial mesting.? The orienta-
tion can consist of having students read
printed material that describes factual
information about the department, its
curriculum, and students’ opportunities
for development within that major. A
department can enclose an informa-
tional brochure with a letter notifying
students about their acceptance into the
department. The student and adviser
can then use the first meeting more ef-
fectively by clarifying issues in the bro-
chure and by applying the issues to the
student’s circumstances.

A second advising brochure can pro-
vide information about the career pur-
suits of graduates from that department.
The brochure can describe the occupa-
tions and graduate and professional
schools that former majors attended. A
third brochure can describe tvpes of
graduate or professional programs,
standard entrance examninations, and a
time line for applying. The first semester
of students’ junior year is not too early
to send copies of these brochures.

Two approaches exist for deseloping
printed materials. An individual faculty
member can develop them for the de-
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partment,’ or have the department’s
honor society or club undertake the
task. Such a service project would be of
assistance to new students and would be
a vehicle for recruiting new members for
those organizations.

Integrating Course Selections
and Career Plans

Approving students’ class schedules is
a common activity for undergraduate
teachers. However, at issue is whether
the process simply requires one’s name
on a piece of paper or provides an op-
portunity to discuss why students take
some courses rather than athers.

In the latter case, students’ pusigrad-
uate career goals provide one rationale
for selecting courses. Because many
schools provide students with consider-
able flexibility in fulfi.ing requirements,
students can select required and elective
courses on the basis of their career ob-
jectives. For students with clear goals,
the adviser can provide a list of support-
ing courses that are consistent with pur-
suing graduate degrees, advanced edu-
cation in such areas as medicine or law,
or other postgraduate objectives such as
employment in business, social service
settings, and governmental agencies. In
brief, the adviser can help students in
clarifying goals, evaluating priorities,
and making decisions about course
selection and scheduling. When acvisers
adopt a mutual problem-solving ap-
proach versus presenting themselves as
experts, students are more likely to sesk
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continued information from them. As
students become more involved in the
process, advisers' suggestions about
courses and for career exploration can
promote the students’ deveiopment.*

Another step toward more effective
advising consists of learning about the
educational and occupational pursuits
of students with a bachelor’s degree in
one's discipline. An undergraduate de-
gree is not the **dead end'” that some
people seem (0 believe.’

For some students, identifying appro-
priate career alternatives is a major diffi-
culty. Advisers can provide several op-
tions for those students. The university's
counseling center is another resource.
Most counseling centers provide career
assessment services as well as descriptive
matenals about careers. Students may
be unaware of those services, so that
timely referrals may be productive. Or a
career exploration course can provide a
more structured approach to identifying
career alternatives.®

Students expressing interest in profes-
sions outside of their major can be re-
ferred to special advisers. On some cam-
puses, there are individuals who special-
ize in advising students interested in pro-
fessional schools such as law or the
health sciences. Advisers can encourage
students to spend time with special ad-
visers. They can provide more specific
information about dates for entrance ex-
ams, unique course requirements for
particular schools, information about
required grades, and financial assis-
tance. )

Advisers can also schedule a portion
of their time with special advisers to in-
crease their own knowiedge. Moreover,
contacts with special advisers can help
other advisers deveiop a list of requisite
or recommended courses for students
pianning careers in those areas.

Promoting Collegial Support

Intradepartmental communication is
another component in effective advising.
For smaller departments, communica-
tion may be rzlatively easy. As depar-
ments increase in size, however, an indi-
vidual may lose touch with colleagues’
advising interests and expertise. Readers
who have an interest in approaches that
have been tried in large departments

Vel. 36/No. 1
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may want to learn about the experiences
ot Halgin and Halgin (1984).

When certain advising 1ssues, such as
elective courses for hiberal arts students
pianning to pursue a career in business,
arise repeatedly, teachers can distribute
pertinent informatir1 to others in the
department. Maintiining open lines of
communication with colleagues increases
the likelihood of knowing who is partic-
ularly knowledgeable about specific
issues, such as graduate school admis-
sion. Moreover, faculty are in a better
position to make effective referrals
when they know about their colleagues’
advising strengths.

When only one member of a depar-
ment or division can afford to travel 1o a
professional convention, advanced plan-
ning directed toward advising-related in-
formation can be productive. Sharing
convention information with colleagues
is not only cost effective but also can ex-
tend the scope of effective advising.

Individuals having access to audiovis-
ual production facilities can expand
their advising capacities by developing
media prcsentations. Videotapes of
panel discussions abrut post-graduation
employment or educational alternatives
can be viewed later by students who were
unable to attend the presentation itself.
Ware (1984) reports on the development
and use of such videotapes for a variety
of life choices.’

Serving as Surrogate Parent

Many undergraduate advisers repon
that they serve as surrogate parents. For
some students, parents are too far away,
geographicaily or emotionally, to pro-
vide the support that students want. In
those instances, students may tum to
teachers for assistance with personal and
social problems in addition to academic
ones. Although it is not possible to set
ngid guidelines for surrogate parenting,
advisers should realize that limits do
exist. Some issues that students raise re-
quire referral to professional counsel-
ors. For example, we have made refer-
rals for problems involving alcohol
abuse, sexual assault, depression, and
suicidal thoughts and behaviors. Other
problems require parental participation.
The financial implications of a delay in
graduating may require parental involve-
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ment. Often, however, a faculty mem.
ber can help students who simply need
or want to talk to an empathetic aduit.

In summary, the teachers’ adwvisory
role is muitidimensional and can be
complex. Novice teachers should ynder-
stand that developing effective advising
skills takes time. The suggestions pre-
sented here, such as consuiting the pub-
lished literature, asking for assistance
from colleagues, and drawing on per-
sonal experience can contribute to the
development of the teacher’s effective.
ness as an adviser,

NOTES

I. Advising issues vary with the size of
one's department and university. Under-
graduates in large universities can encounter
a system that does not respond to them in a
personal way. See Richard P. Halgin and
Lucille F. Halgin, 1984. An advising system
for a large psychology department. Teach-
ing of Psychology 11:67-70. The Halgins
describe = program of checkups that more
effectively meets the needs of undergraduate
psychology majors in their department.
Their program is easily adaptable to most
academic departments. Others provide rec-
ommendations for departments committed
to improving academic advising. See Robert
W. Titley and Bonnie 3. Titley, 1982. Aca-
denuc advising: The neglected dimension in
designs for undergraduate education. Teach-
ing of Psychology, 9:45-49. Finally, there
are strategies for overcoming obstacles to
advising. See John F. Kremer, 1980. Three
obstacles to improving academic consulta-
uon. Teaching of Psychology, 71:153-156.

2. Developing effective orientation strat-
egies relies on discovering students’ needs.
Reports abour needs analyses exist for cur-
riculum and career development. See
Thomas V. McGovern and Brenda K.
Hawks, 1984. Transition and renewal of an
undergraduate program in psychology.
Teaching of Psychology, 11:70-74; Patricia
W. Lunneborg, 1986. Assessing students’
career nesds at a large public umversity.
Teaching of Psychology. 13:189-192; Mark
E. Ware, 1986. Assessing students’ caceer
neads at a small private university. Teaching
of Psychology, 13:185-183. Readers may
also find others’ advising experiences help-
ful. See Mark E. Ware and Richard J.
Millard, eds., 1986. Handbock on swudent
development: Advising, career development
and fieid placement. Hillsdale, New Jersey:
Lawrence Erlbaum Associates, Inc. Finally,
psychology advisers may want to take ad-
vantage of advising resources in their disci-
pline. See Janet R. Matthews, Anne M.
Rogers, and C. James Scheirer, 1986, Se-
lected resources for college teachers of psy-
chology. Teaching of Psychology, 13:3-7.
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3. For examples of brochures that one of
the authors developed, wnite to Mark E.
Ware, Department of Psychology. Creigh-
ton University, Omaha, Nebraska 68178.

4. See John F. Kremer, 1980. Three ob-
stacles to improving academic consultation.
Teaching of Psychology, 7:153-156. Ad-
visers should alr~ be prepared to refer stu-
dents experiencing considerable confusion
and/or uncertainty about career aspirations
to the school's counseling center when such
a facility exists on campus.

5. A vanety of literature »mply demon-
strates the range of opportunities for, and
versatility of, the liberal arts major in psy-
chology. See the following: James R Davis,
1979. Baccalaureate in psychology: 1969
and 1970. [n Paul J. Woods, ed. The psy-
chology major: Training and eriployment
strategies (pp. 110-114). Washington,
DC: American Psychsiogical Association;
Patricia W. Lunneborg, 1974. Can college
graduates in psychology find employment in
their field? Vocational Guidance Quarterly,
23:159-166; Robert W. Titley, 1978. What-
ever happened to the class of *677 American

"Psychologist, 33:1094-1098; James A.

Walsh, 1979. A Montana perspective on vo-
cational oppcrtunities. In Paul J. Woods,
ed. The psychology major: Training and
employment strategies (pp. 115-119).
Washington, DC: American Psychological

Association; Mark E. Ware and Ann E.
Meyer, 1981. Career versatility of the psy-
chology major: A survey of graduates.
Teaching of Psychology, 8:12-15; Paula
Sachs Wise, Gene F. Smith, and Frank E.
Fulkerson, 1983. Occupations of psychol-
0gy majors receiving undergraduate degrees
from Western lllinois University. Teaching
of Psychology, 10:53-54; Paul J. Woods,
1979. Employment following two different
undergraduate programs in psychology. In
Paul J. Woods, ed. The psychology major:
Training and employment strategies (pp.
120-125). Washington, DC: American Psy-
chological Association.

6. Several articles describe such caceer
courses. See the following: Venus Bluestein,
1977. Variations on the fields of psychology
course. Teaching of P-yrhology, 4:146-147;
Tricia Haney and Prscilia A. Howland,
1978. Career course for credit: Necessity or
luxury? Journal of College Placement, 19:
75-79; Paul R. Korn, 19€0. An undergradu-
ate helping-skills course: Skill development
and career education. Teaching of Psychol-
ogy, 7:153-156; Kennon A. Lacal, 1980.
Psychologv as a profession: A brief course
providing career information for psychol-
o8y majors. Teaching of Psychology, 7:234-
244; Thomas V. McGovern, 1979. The de-
velopment of a career planning program for
undergraduate psychology majors. Teach-
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ing of Psychology. 6:183-184;: Mark E.
Ware, 1981. Evaluating a career develop-
ment course: A two year study. Teaching of
Psychology, 8:67-71; Mark E. Ware, 1985.
Assessing a career development course for
upper level college students. Journal of Col-
lege Student Personnel, 26:152-155; Mark
E. Ware and Mark L. Beischel, 1979. Career
development: Evaluating a new frontier for
teaching and research. Teaching of Psychol-
ogy. 6:210-213.

7. For more information about video-
tapes, write to M. -k E. Ware, Department
of Psychology, Creighton University,
Omaha, Nebraska 68178.
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Shbrtage Seen
Lor Faculties
For the 1990’s!

By EDWARD B. FISKE

Unless preventive steps are taken
soon, American colleges and universi-
tes face 2 major shoctage of faculty
members starting in the next several|
years, according to the most compre-
hensive study ever ::onducted of the
academic job market.

Contrary to the common wisdom, the |
study, released yesterday, found that’
the biggest shortfalls will occur not in
the sciences but in the humanities and
social sciences, and that the shortage
will be caused mainly by growth In st-

scale retirements of professors.

“Wa need 10 increase overall produc-
tion of new Ph.D.'s by two-thirds,” said
William G. Bowen, co-author of the re-:
port. "In the humanities and soctal sci-
ences, we need to double the curren
numbers.” . .-

First Statstical Confirmation

The study was conducted by Mr.
Bowen, former president of Princeton
University, who is now president of the !
Andrew W. Meilon Foundation, and|
Julle Ann Sosa, a Princeton graduate®
now studying at Oxford University. '

Their research provides the first!
statistical confirmation of a faculty
shortage that has been discussed anec-
dotally in academic circles for the last
thres years.

It also puts some new twists o the
debate, starting with its rejection of
prevailing thought that the expected
faculty shortages will resuit primarily
from the extensive retirement of fac-
uity members hired as American
higher education was expanding in the
1950's and 1960's.

Main Factors Are Demographic -

Wwhile such retirements will create
much of the vacancies, the year-by-
year rate at which they occur s ex-
pected to be steady. The major cause of
the shortage will be the opening up of
new jobs to accommodate « growth in
enrollment expected (o begin in 1997,
*“The main factors are demagraphic,”
Mr. Bowen said, referring to the bulge
of students mow moving through ele-
mentary schools.

This finding alone could reduce con-
cern about new Federal legislation
banning mandatory retirement.

*Eliminating mandatory retirement
won't kill off jobs," said Mr. Bowen.
“You're talking about a couple of per-
centage points.”

The scudy, **Prospects for Faculty in

Continued on Page 20, Column 3
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" Major Faculty Shoytéges Foreseen for the 1990’s

Continued From Page |

the Arts and Sciences: A Study of Fac-
tms Allccling Demamxd and Supply
1987-2012," is being published by
Princelon University Press at 41 Wil
linm Street in Princeton, N.J. 08540,

The picture the authors paint of what
Mr. Bowen called a *‘scrious stalfing
problem®™ in higher cducation con-
tasts sharply with vopular hnages
since the 1970°s, when hiring became
sluggish and the taxi-driving Ph.D. an
established part of the American
scene.

The sty veported that in the i987-
1992 petiod, there will be 1.6 candl-
dates available fur cach available
teacning position. But by 1997.2002,
the figme will drop to 0.83 for cach
job, with 30,934 new facnlty memlxers
1o il an estimated 37,09 positions. .
1'; 20022007 the figm e is projected
ton O R),

Wheie Real Shortfalls bie

Ihe study foand that contrary (o
widespnead behel, the pemding fac-
ity shmtage would not he concen-
tated  in the natural  sciences.
*“There's a prablem m the sciences,"
said Mr. Bawen, “but the real shart.
falls he in the humanitics and social
sciences.”

The study cstimated (hat in the
1997-2002 period the candidates-to-
jobs ratio would be 0.71 in the hu-
manilics and social sciences, 0.80 in
mathcmatics and the physical sci-
cnces, and 1.13 in the biological sci-
cnces anxl psychology.

Mr. Bowen sald a “flight from the
ai1ts and sciences™ was the cause. llis
duta show that froin 1971 to 1985 the
percentage of gradnale and under-
graduate degrees conferred in the
arts and scicnces fcll to 25 percent,
from 40 percent. By contrast, major
increases occurred in business and
engineering.

Mr. Bowen emphasized thal as in
any Industry, the ideal sitnation
would be a ratio of roughiy 1.3 candi-
dates available i cach job, *You
never have a perfect maich, he said.
*If you're looking for a Renaissance
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Shortfalls are

expected in the
humanities and
social sciences.

scholar, it doesn’t heip much to have
an economist avaflable.”

The study estimaled that restorin
the overall ratio to the 1.3 level wou
require a 84 percent Increase In new
doctorales. Todosointhehy  ‘“tes
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and soclal sciences would require a §2

P Quality problems are also an |
ity ms are also an lssue.
A?:l.lo close (o 1.0 means (hal col-
leges are in the position of having to
hire just abowt anyone who comes
along. The quality issuc Is magnilicd,
he said, (a showing thal the pro-
ion of doclorales being awarded
t:\n;]or research universities is do-

in

The study focused on (hé arts and
sciences in [our-year instilutions and
did not cover professional schools or
thelr undergraduste equivalents In

engineerin

fiekis like education, g or
business,
Mr. Bowen emphasized that (he

findings of the study were projections

leges mnd nniversities amd

‘If you’re looking
for a Renaissance
scholar, it doesn’t
help much to have
an economist
available.’

rather than predictions. * Enlight-
ened policies can be adopied to in-
crease the pipeline so that the short.
ages we envision do nol coane (o
pass.” he sald.

tic said imiversities shonld sharten
ihe time required tn oliain a Ph.D,,
which now ranges from abot 7 years
in mathemativs t move than 12 years
i the immanities. One way of doing
this woukl be (0 case np on the num-
ber of hours that candidates must
sped teaching.

Another need, bwe sald, is to increase
the mnnber of feilowships and the
amount they pay. 1'ait of the respon-
sibsility for this, he sakd, lies with cal-
rtl with
the Federal Government, whose
porl for fcilowships has declined
stantially since the late 1960's.

**Nrogpects for Faculty in the Arts
and Sciences” is the first major study
of the acndemic labor market since a
1974 report by Alan M. Cartler that
discussed the tight condilions of (the
recent period,

The (wo resoarchers analyzed fac-
ulty employment dala and other
sialisiics compiied the National
Research Cr:'cll other sources.
They were (he first to use computers
(o develop overall conclusions about
facully e by assembling
dc:l“ on “M'lmﬁ".& ::c' birth or

le.egoln. rates, a actoring
.out Ph.D. holders likely (o soek non-

academic e.~ploymenl and foreign
nationals likely o return to their own
countrics.
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Part-timers present a fascinating pattern. T'wo thirds arc twenty-
five ycars of age or older, and the majority return to college after
having “stopped out.” Slightly over one half are married, and alinost
60 percent are employed full time. Academically, part-time students
have a lower high school grade-point average than the others,'* but
their college grade-point average is slightly higher. Surprisingly,
our rescarch revealed that carcer success and material well-being arc
less important for these students. And we also found that part-timers
are as inclined as full-time students to support more course require-
ments for graduation (Table 6).

Table 8 Characteristics of Part-Time and Full-Time Undergraduates at
Four-Year Instiiutions

f

Percent

Parl-Time Fult-Time

Age twenly-five years old or older 67 13
Dropped oul for some period since enterning college 58 16
Marned, drorced. separated, or widowed 53 10
Al present empioyod full time 59 4
Father's occupation: prolessional or managerial 54 65
skiled or semiskilied 42 32

Father's educalion: hwgh school or less 55 36
College grade-poinl average of B or higher 61 55
These goals are “very imporlant”. career success 57 6J
financial success 40 43

ntellectual development 70 69

The chiel benelit of a college education is that it increases 38 44

one’s earning power
Collego should require ali undergraduates to take more

coursas in. literalwe 25 26
science 4t 32
computor science 73 74
the arls 30 27
Sowrce The Camneges Foundation for the Advanc of Teaching, Nauonal Survey of Under-
graduales, 1964

"To better inform part-time students about campus services and
activitics, some institutions assume the cost of mailing information
dircctly to their homes. Others run a special colunin for part-timers
in the studeat newspaper; somne institutions issuc special newsletters
for them. Still other colleges schedule orientation seminars for part-
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time students on weekends or during evening hours, when they are
more likely to be free. And onc institution put an orientation session
on videocasscrte so it could be viewed not only by the parents of
incoming young students, but also by part-time students who find
it difficult to attend bricfings on the campus. Regardless of the,
strategics used, we strongly urge that all colleges with nontradi-
tional students find creative ways 10 help them become full partners
in the commaunity of learning.

Oricntation, while essential, is only the beginning. After the
flush of newness fades, all new students soon discover that there are
term papers to be written, course requircments to be met, and
conflicts between the academic and social life on campus. Students
need to talk about these tensions. One freshmian told us, 1 cali home
a lot, especially when I have a big exam. The main thing my mom
wants to know is whether ' cating right and getting lots of sleep,
which really doesn’t help much, but at lcast I fecl better just talking

- about.my worrics.”"’
* 7" The successful college offers a well-planned program of advising

for all students, onc that provides support throughout the entire
freshman year. This is the goal, and yet we found advising to be one
of the weakest links in the undergraduate experience. Fmergency

~ “services, such as a health chimic and psychological counscling, ace

found on most can.puses, but only about a third of the colleges in
our study had a quality advisement program that helped students
think carefully about their academic options. One student at a col-
lege with no formal advising structure said, “At registration time |
couldn’t get much help. 1 finally decided to talk things over with my
rooimmate,”**

When we asked students in our national survey how ' v feel
sbout the quality of advising scrvices on their campus, we learned
that at lcast half the students had never sought advice on financial,
vdc'ﬁ:'ona!. or personal matters. And almost one in five had ncver

Qo —
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sought advice on academic matters (Table 7). But again, pattcrns
varicd widely from onc type of institution ro another. As one moves
¢ from the large rescarch university to the small libersl arts college,
the students rate the advising as nore highly adequate, reflecting the
fact that on sinall campuses the facully are often more actively
invaived.
At onc small liberal arts college in the Midwest, we found thet
members of the facuity do most of the academic advising. A student
- at this college told our site visitor, “I can see my faculty adviser
almost any time, and we somctimes mect in the student union for
coffee just to talk tnings over.” At a medium-sized college in the
South we fonnd an advising program called “Safety Net.” Members
of the faculty meet freshmen individually and in groups and rece’ve
teaching credit for their advisement work. The main worry we
heard expressed is that some students unburden themselves of emo-
tional problems that faculty members fecl ill cquipped to handle.

A senior professor who plays a central role in the program told
our researcher, “"I'he idea is not that we are somchow in Joco parentis
—we're noutrying to be surrogate parents. Bat in some cases we've
been that And if you get a student who really unloads, why, you
have an awful lot to pick up on. That’s why we back this thing up
with a counszling center. We encourage faculty, when they're faced
with a problem they can't handle, to get on the phone and refer the
student to a professional counsclor.”!?

Almost without exception, we found that faculty at large institu-
tions arc less actively invlved in formal advising, although they scilt
spend time informally with students, especially those whe have
sclected their academic major. On these campuses, a professional
counscling staff does most of the academic advising for the lower
| division students. At one such university, freshiiien who need ap-
| proval for their course load report to the dean's office, leave their |
Y | names with the receptionist, and sit, waiting 1o be called. Long lines
arc common. When an adviser is free, he or she goes over the
\(‘\Jp “)\ student’s proposed program, checking to see that nrencral education
Q re-ircients will be met.?°
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Most of the advisers on this campus are doing their best under
difficult conditions. A flood of students must be seen during the two-
weck prercgistration period and advisers have little time to talk about
academic goals. In the hurry-np sessions we observed, we found that

. deciding whether a student should take an anthropology course or
onc in the history of dance was determined more by schedule-jug-
gling than by what would be in the best interest of the student. The
problem was not an uncaring attitude. Rather, it reflected the press of
too many students to advise and, to some extent, the ambivalence on
this campus about the role faculty should assume.

"I'o what extent should faculty members be personal as well as
intcllectual mentors to students? Is it the kindly, caring Mr. Chips
or the stern, detached law professor characterized by John Iouse-
man in Paper Chase ‘who embodies the ideal relationship between

faculty and students? We found in our surveys i ad interviews that
the faculty “role” has no unc definition but is determined by the
culture of the institution. Mr. Chips is alive and well at many liberal
arts colleges, and large rescarch universities have their fair sharc of
John 1Housemans.

When we asked students directly about faculty influence, about
onc in four s3d there is not even one professor on their campus who
takes a personal interest in their academic progress. On the other
hand, about the same number said they were able to identify a mem-
ber of the faculty who had greatly influenced their academic carcers.

!

As to nonacademic matters, 39 percent of tie students said there arc
professors at their college whom they feel frec to consult on personal
concerns. However, this was down from §3 percent in 1974,
Especially revealing, and perhaps most disturbing, is the fact that
almost half the undergraduates (48 percent) in our survey said they
flt that students at their colleges arc treated like nuinbers in a book.
But here again we found a sharp difference between’the public and
private institutions and also between the liberal arts colleges, where

n 245 only 9 percent agreed, and the research universitics, where 62 per-
Q- cent of the respondents said students at their school are trcated like
EMC numbers in a book (‘ablc 8).
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There are trade-offs in American higher education. Small col-
leges, because of size alone, find it easier to stay in touch with
students, and larger institutions, although more impersonal perhaps,
provide diversity and a richness of programs, and frequently set
standards for scholarship and rescarch in higher education. We necd
varicty, and while advising undergraduates may posc s special prob-
lemn for large institutions, the difficulties are, we believe, not insur-
mountable. They should be viewed, in fact, as an important chal-
lenge.

Several years ago, the University of Maryland opened an Under-
graduate Advising Center after the campus scnste became con-
cerned that many students were sclecting majors too hastily. The
Center, staffed by scveral full-time adviscrs, helps students clarify
their goals and inake academic choices. The Maryland program also
has a "resident aide” who is available to students after regular hours.
On this campus an outstanding faculty adviser is sclected every year
from cach of the five inajor academic areas.”

Wichita State University has a comprehensive advising program
for all incoming students that has dramatically reduced attrition, and
Miami University in Ohio has a successful program called "T'he
Freshman Ycar." Entering freshmen at Miani attend a summcr
oricntation program at which faculty members from cach of the
academic divisions advise and register incoming students. A fresh-
man adviscr lives in cach residence hall. Since it is not necessary for
students to make an appointment or wait for “office hours,” their
questions can be addressed as they occur. Miamni, by staying in close

touch with students and by taking advising into residence halls—
which are small conununitics—has an impressive retention rate, onc
well above the national average.

“  We strongly urge that all institutions, large and sinall, plan a
comprchensive program of counseling and advising throughout the
freshman ycar. Full-time professionals, who report to the chief aca-
demic officer of the college, should coordinate the program. On
soine canpuses part of the load of cach full-time faculty member

K where integrity is the hallmark of discourse, and where people spe.

may be sssigned to advising; on others faculty may come in onlj
occasionally to lend support but it is crucial, we believe, for advisis
and the academic priorities of the campus to be closely linked. G
several campuses we visited, special forums brought faculty
residence halls to talk with students and to help them consider ;i
scademic options. -

Graduate students and upper division students also nay be cffog
tive as sides, especially in advising freshmen. And members of thl
faculty who arc at or near retircinent may be helpful, too. Scnio]
faculty sre well acquainted with the realitics of life, just as i g
know s lot sbout the college. Their zelationship with undergradu:
students can be mutually rewarding, gencrating friendships nd
span generations. Above all, we urge that sdvisers be carefully o
lected. Seminars to improve their advising skills should be schogy
uled, and colleges should shovs, by rewards and sanctions, th
sdvising is a high priority on the campus. k:

Can the inodern college find its own meaning for matriculatiof]
Is it possible for today's students to fecl both the excitement and tH

3 responsibility that come from joining a community of learning?:

We conclude that a successful freshman-ycar program will cu
vince students that they are part of an intcllectually vital, cari
community. In such a sctting counseling will occur in scheduled
sessions and also in hallways, over a cup of coffec, or ona stroll fro’
_ one building to another. The spirit of connnunity will be sustaim;
by a climatc on the campus where personal rclationships are prize;

" and listen carcfully to cach other. ,

Above all, incoming students should understand the purpoe.
and traditions of the institution and be reminded of both the oppd’
tunitics and obligations that guide a colleyiate cducation. |
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Iacu!ty members are not likely to seck te affect an individual stu-
deat’s leaming in the tutorial. What tutoring there is will probably
grow from informal contacts and find its own patterns and time.

Advising

Supposedly, in some hallowed patt, tcachers and lcarners
- mingled intellectual and personal development 3o closely and so
- happily that there was no need for special counsclors and advisers.
The small, rural, residential college tried to approximate that con-
dition. (In some New England prep schools even today, the head-
master personally bids cach student good night every evening.) But
| accurate accounts of such colleges suggest that students and faculty
- Maintained their distance even then and that the intellectual and
personal lives of ncither group ran smoothly side by side. Only in
unusual times and under unusual circumstances s there great har-
mony. The confrontations of the sixties did not bring harmony, but
it did bring forced intimacy on many campuscs. At present, even
that kind of association is looked on with nostalgia.

My point is that only in theory has there been much effective
concern for knitting formal campus learning together with actual
campus life. Living-learning arrangements that sprang up in the
sixtics have fallen short of becoming established campus pattems.
Cluster colleges have survived, but only as a very small part of
higher education.

What might an individual teacher do to go beyond keeping
rc.gular office hours and not brushing students off after class? I have
tricd a good many of :he usual devices: sponsoring clubs, taking
slud!:nts to lunch, having them into my home, arranging picnics and
partics, worrying about formal counscling procedures and trying to
find better ones. I have drawn the conclusion that nothing works
very long, that very little works without carcful attention, and that
:‘tl:dcnatlslvary. as w:dcly as faculty in their need for enhancing insti-

onal learning relationshi i i
ing ot o g ships and in their responses to ways of meet-
. Nevertheless, an education that purports to contribute any-
thing t? a person’s life must surely deal with the relationships among
the varictics of human beings that make up students and faculy and

Scnunars, 1utorials, and Advising 19

the varicties of activities they engage in, hoth as learners and per-
sons. 1 am not talking, for the moment, about formal counseling;
rather, about ways of advising and counseling indirectly, maybe no
more formal :han providing excuses and opportunitics for casy tatk.

One ove:=!l way of improving advising is to keep insisting on
the idea of collegiality and to keep trying to previde structurcs
through which students and faculty can have asociations outside the
classroom. Colleges and departments, in themaclves, no longer pro-
vide these pomibilitics. Any such association will probably bave to
come from the students and faculty on their own, perhaps when a
few like-minded individuals set out in a varicty of ways to form in-
formal collcgial structures quite apart from those that now define
campus teaching and learning.

Another way is to expand the opportunities for individual
attention within the classroom. Class time used to help students sce
their own growth in relation to classwork is scldom wasted. From
conscious efforts to identify students as somcthing other than social
sccurity numbers can develop associations which have some chance
of enduring beyond the twelve- or sixtcen-week term.

The discontinuitics of leaming are a marked feature of mas
education. Beyond the separation of classwork from out-of-class ac-
tivities, of one class from another, and of one discipline from an-
other are the larger separations of parents from the college and of
alumni from the academic work they might have pursued. Again,
I would suggest, probably in vain, more efforts to lct parents see and
enjoy some of the academic life they are paying for and to invite
alumni back to share their after-college cxpericnces with students
and faculty.

A final suggestion is to continué with something of the spirit
and substance of the frec university. Faculty members and students
know many things outside their own disciplines. And though free
lcaming has a hard time competing with credits and grades, it does
have its attractions. Indeed, the kind of trust and friendship and ex-
panded understanding that can grow out of learning with others
something one really wants to learn is scldom approximated in a
regular class. A weckend that a faculty member might spend with
students rock-hunting or fly-casting or prowling some odd corners of
a muscum could be free learning in its best sense.
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4 The Craft of Teaching _1 Scminars, Tutorials, and Advising ¢
Within the present climate, my suggestions have about as o ’\f“(accunte information about requirements for a major. Admitted

much to do with the actual academic programs as with actual there are degrees of competence in these respects as there are degrasiy

IRy

y

formal advising and counseling procedures. Yet, such attitudes and
activities bear importantly on both, Formal advising is right now
and everywhere in pretty much of a mem. The doctrine of in loco
parentis having beca swept aside, other ways of substitute advising
have shifted or disappeared. The counscling functions taken over at
one time by profcsionals in guidance and counscling appear to be
coming back as faculty responsibilities. The venerable office of dean
of students, which in small schools and in the past was intimaicly
connccted with the academic life of students, long ago lost that con-
ncction. Students developed their own agencies to cope with aca-
demic and nonacademic needs, which became scparate provinces of
the oifice of student afMairs. In large universitics, the sheer size of
such functions as management of housing, health and psychological
services, placeinent, and the student union has turned each into a
scparate operation. What I am beginning to sce, probably as a con-
scquence of these many changes, is a desire to unite once again aca-
demic concerns with something approxiniating the whole life of the
student. This apparent drift accompanies a growing recognition
that what students lcarn depends on many factors outside the teacher
and that some total development of the student is still a legitimate
aim of the college and a responsibility of the faculty as well.

Thus, a teacher may have to add a basic competcnce in
counscling and advising to his professional skills. One gains such
compctence in much the same way as other skills: by learning
through study or instruction or practice. Littlc skill is gained unless
the teacher accepls the responsibility, gives attention to its details,
and intclligently engages in doing it.

l

The patience to listen and the willingness to have routine |

information in the head or at hand are minimal qualitics. Patience
may develop from the recognition that listening gives a teacher
legitimate respite from talking. The willingness to provide informa-
tion is more a matter of will, of resisting cant as much as vowing a
Positive effort. The cant is that professors are incapable of keeping
details straight and that petty details are beneath their dignity. It is
odd that an institution would trust professors to master the details of
vast and complex subject matters and not trust them to convey
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of inclination. But the general tendency to relegate advising
counseling to only a hand{ul of faculty is wrong, ultimately dois 3
\no favor to those teachers who at first escape drudgery but in f
end perpetuate ignorance.
Advising and counscling are part of the necesary intervg
change between teacher and student. If a student makes the first:
step into a professor’s office to find out what courses he or she st b
’ ~s to take, that step may lead to an exchange as important as that
day's classroom lecture. Until a campus creates an ambience that ex-
pands these moments, Loth artificial and artful ways will have to!
scrve. The teacher'’s responsibility is io tolerate the one—the obliga=
tory advising, which may mean the mere getting of a signatu nd§
to develop the other—ways of making embarrassing, trivial, me-}
chanical, dumb queries lcad to real questions. From that beginning,

*\ a teacher can contribute much to leaming outside the classroom.

There is a great deal to know in these matters, and faculty ;
members who feel uncasy about counseling may be delferring to llleg
greater wisdom of the professional clinician. The disturbed, the de-
pressed, the paranoid, and the suicidal student are not screened out
at admisions time. Teachers help create them. It may be better to i
be informed about where help is available than to try to handle a
situation by oncself. I am thankful for living within a univcnity,g
community and knowing its resources in the times (still few in num- °
ber) when I have been responsible for dealing with suicidal students ?
or deranged faculty members. Teachers live among these responsi-
bilitics, and they should no morc expect calamity every day than dis- i
regard the possibility that it might show up some day. So, although °
an open office door may be an invitation to trouble, the literal md?
figurative opening of office doors might be the best single step to-
ward improving that part of out-of-classroom learning and of coun- |
scling and advising for which tcachers have responsibility. |
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CONFLICTS OF INTERESTS POLICY

I. STATEM

A public servant occupies a position of trust and confidence, and the
public expects its servantr to be above reproach in fulfilling the duties
and responsibilities of office. However, in a community as diverse and com-
plex as that of a modern public university, the pursuit of individual incer-
ests may result in conflicts vich University interests. It shall be the
policy of the Universicy that icts Regents, officers, faculty and employees,
hereinafter for the sake of brevity referred to as "individual,” avoid these
conflicts or even the appearance of such conflicts. The University of Okla-
homa should serve as the model for ethical conduct in the Stace. If a Uni-
versity can not exemplify the highest principles of homesty &nd integrity,
then its very reason for being is called into question.

This policy is not limited to outright dishonesty. It is clearly vrong
and is a criminal offense to take state property, sell protected information
and privilegss for one’s personal gain, or accept money, gifcs or favors
from suppliers. Most conflicts of interest are more subtle, and often only
a matter of degree separates an acceptable course of action from an
unacceptable one. What follows is intended to provide guidance to individu-
als, so that they can anticipate and aveid situations vhere personal intCer-
ests cause a person to act in a vay inconsistent with University interests.

The conflicting interests reilerred to throughout this policy may be
direct or indirect. The interest might be that of the {ndividual or that of
another, such as a close relative or friend. It may even be that of a busi-
ness in which the individual or other person has an interest, financial or
otherwise, which is likely to or would tend to interfers vith the individu-
al's objective performance of public duties. .

In decermining whether a conflict exists, there is no substicuce for
compon sense and good judgment. The cardinal question is whether one’s
judgment ix official matcters may be affected by circumstances of personal
interest. In a particular situaction, tdentification of a disqualifying
{nterest must include all the facts, including, the individual’'s posicion,
the government actiuvn, the impact of that action, the kind and amount of the
{ndividual's personal interest, and in some instances the kind and amount of
the {ndividual’s other interesc. In case of doubt, an individual should
seek clarification from the President, or his or her designes, before
acting. Consultation wich Legal Counsel also may be desired.

I1. ST IEMENT OF RULES

A, Conflict of Interests. There are six general areas of concerm,
which are set forth below.
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1. Seeking or Accepting Gifcs. Wo individuai shall seek or accept
anything of value from others given for the purpose of influencing him or
her in the discharge of official duties.

To come within this prohibition the interes: musc be one incurred by
reason of the individual's public position. Normally this requirement weuld
exclude gifts for purely social reasons; howaver, if a gifc would have a
tendency to reflect adversely upon one in the public eye, a conflict of
{nterest will probably arise. Again one should seek tu avoid the appearance
of corruption, since the public expects a high ethical standard from its

public servants.

This rule does not prohibit occasional acceptance of items of nominal
value such as plaques, desk calendars, pens or pencils, examination copies
and desk coples of textbooks, (generally less chan $50.00), vhich are not
{ntended to influence the judgment of the employee in the perfornmance of his
public duties. However, while favors or gifts may be small, they have the
tendency to decome reciprocal. If chere is ever any doub: as to the
offerer's intent, it i{s alwvays advisable to decline the favor or gifc.
Benefits of significant value should be declined or returnad with a letter
explaining this policy; a copy of the letter should be recained. This rule
¢oes not prohibit gifts from wichin University community to individuals
retiring or leaving the Universicy or who have achieved soms special dis-

tiaction while at the University.

2. lmoroper Use of Office or Position. No individual shall knowingly
use his official position wich the University to obtain some special
privilege or advantage for himself or herself or another except as specifi-

cally provided by lav.

Improper use of position can take many forms. For example, one might
use influence or coercive power with others to give a friend special consid-
eration: or it might also induce the use of position to obtain preferential
treatment vith a private business having scme comnection vith an individual.

One of the more frequent pr(.leams in this area concerns use of publie
property for personal purposes unrelated to the individual's public duties.
Charging personal long distance telephone calls to the University, using a
University vehicle for personal purposes, or using one’'s University office
to operate a personal business are all examples of improper use.

3. Disclosure of Confidential Information. No individual shall offer
to or in fact give, release or discuss confidential information obtained by
the use of his or her official position to anyone not enticled to that
{nformation. Furthermore, no individusl may use any confidential informa-
tion obtained by the use of his or her official position for his or her own

personal gain.

This prohibition is intended to protect not only information directly
received by the individual but also {nformation vhich one, by the use of
some power associated with his or her official position or by virtus of that
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position, has obtained and nffers to or in fact gives to another not
encicled to that information. Some of the areas to which this policy
pertain include scudent records, personnel records, propriectary research
information, procurement, etc.

4. Commercial Transictions with the Universicv and ocher SCate agan-
¢ieg. In general, no individual may sell, offer to sell, or cause to be
sold, either as an individual or through any business enterprise in which he
or she holds a suhstantial financial incterest, any goods or services to the
University or any other agency of the State or %o any business licensed by
or regulated by the State, unless the contract is preceded by pablic notice
of the University’s intent to procure such goods or services and chey are
procured by competitive bidding, with the individual being cthe lovest and
test bidder.

Whether or not an individual has a "substancial financial {nterest® in a
particular business organization is always a maccer thac must be deterained
on a case by case basis. Cne of the most important factors to be considered
in interpreting "substantial financial interesc® is whether the individual's
judgment in :fficial matters may be affected by circumscances of personal
interest. Normally, individuals should avoid financial relationships with
the Universicy. For example, it would be improper for an individual cto
approve the awarding of a concract to a fimm of which ha is a part owuer or
which employs the spouse or ather close relation of the oae connected t3 the
University.

One dafinicion of "sudbstancial financizl intarest® identifies it as an
.nterest arising from a 5if:, salary or other compansation from any individ-
uval or business o. -.. interest which could result in a subscancial financial
gain or loss arising from such interesc in a business.

S. Qucside Emplovmenc or Cogpensation. No individual may receive or

solicit outside employment or compensation that would impair the indepen-
dence of judgment of the individual in rendering service as a state employee
unless specifically provided by law.

A person who accepts full time employment in the Un.versity owes his
firsc ducy and loyalty co the University. Any other emg'oyment or enter-
prise must be understood to be se:ondary to his University work. Noctwith-
standing this, a faculty or scaff member is permitted, as sen forth in the
Faculty Handbook and Scaff Handbook, to have some outside szployment.

The University expects members of its faculty to pursue continual
scholarly development and renewal and to share their professional capabil-
{icies for the common interest. The Universicy recognizes thac consulting
activities may provide good opportunicies toward these ends. Individuals
are encouraged to devote, within the limits of the current policies of the
University on outside employment, a reasonable amount of effort co personal
professional activity beyond the professional responsibilicties of employment
by the Universicty.
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It is recognized thac Regents are noct full time employces of the Univer-
sicy and thac they have cheiz separate careers. In che pursuic of cheir
separate careers they should avoid placing themselves in situations and
positions that might impair, or give ths appearances of impairing, their
independent judgment as Regents.

Of ccncern in this area, is the relacionship of the University wich
foundations organized to benefit the University. Public servants must not
peraic ctheir judgzment to be clouded by concern over the effect of ctheir
actions on foundation goals and prioricties. Individuals should not sarve as
officers for University-relaced founclations, mor should they receive
coupensation from such foundations for activities related to the improvement
of education in the State. Any activitles for vhich the employee or officer
{s able to receive extra compensation should be preceded by a contract
beCseen the foundation and the University, which calls for that compensation
to be paid to the University, with the University then paying the employee.

6. Parsicipation In Hearing Papnels. No member of a University hearing
or appeals panel or of anocher comaittee, council, or the Board of Regents
vhen engaged in judicial proceedings shall participace in such an action
vhen the panel member has a close professional or personal relutionship wich
any of the principal parcies in the maccter or wich chelir
counsel/represencatives. For instance, faculty and scaff shall noc parcici-
pate as panel members when appsllant or responder.t is a mesber of their own
department or unic or has been a close collaborator except in the case of
appeals panels incternal to some unics wvhere their rules specifically permit
such participation.

B. pPolitical Activicies. All cicizens of this councry have guaranceed
rights as individuals to participace in civic affairs. The key phrase is
as individuals.” No individual may engage in political activicies vich the
use of state funds, personnel or property. The provisions of the Regents’
policies concerning political activities of faculty and employees shall con-
tinue in force and effecc.

III. POLICY ADMINISTRATION

It shall be the policy of the University that if an individual fails to
comply with any provision of this University policy, it may be grounds for
appropriate disciplinary action. Complaints relating to violacions should
ba reported to the appropriace acadenic dean or executive officer. Within
sixcy days of che implementacion of this policy or within sixty days of
enploymenc, each individual shall sign a stacement that he or she has read
the policy and is familiar wich its contencs and every two years thereafter
{n the month of December a compliance statement shall be signed by each
individual.

IV. CONCLUSION

No policy can hope to answer all questions thac might arise. Whenever
you are in doubt as to the propriety of any given situaction, always err on
the side of propriety. One might disclose the potential or perceived con-
flicc, seek advice or guidance from the appropriate officer before entering
inco the activity, and make a record of the matCer for future reference and
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UNIVERSITY OF OKLAHOMA
NORMAN CAMPUS

POLICY AND PROCEDURES
for the
PROTECTION OF HUMAN SUBJECTS
in

RESEARCH ACTIVITIES

SECTION 1. APPLICABILITY

This document sets forth the policy and procedures for the protection of human
subjects involved in research activities conducted at or sponsored by the
University of Oklahoma-Norman Campus (OU-NC), including research activities (a)
by faculty, staff, and students, (b) performed in OQU-NC facilities, or (¢)
otherwise supported by University resources or facilities whick are under the
control of OU-NC officials. The policy and procedures ierein are designed to
conform to 45 Code of Federal Regulations Part 46 as implemented by United
States Department of lealth and Human Services (CHHS) "Final Regulations
Amending Basic HHS Policy for the Protection of Human Subjects," January 26,
1981.

The procedures and safeguirds herein shall apply to all sponsored research
activities of the OU-NC. However, where a sponsor agency has more restrictive
or elaborate requirements for the protection of human subjects, those
requirements shall take precedence over this policy and shall be followed in
the review and approval of those research projects. Note that additional DHHS
req. rements exist for the protection of special populations--such as fetuses,
pr-gnant women, in vitro fertilization of human ova, prisoners, and persons
“stitutionalized as mentally disabled--and those requirements must be followed
.nen subjects are to be drawn from any of those populations. Special
protections for children involved as subjects in research are set forth in 45
CFR 46 Subpart D which was added March 8, 1983. These protections must be met
on all projects which involve children as research subjects.

The preocedures and safeguards herein shall alsc apply to all unsponsored
research activities of the OU-NC, except that the Institutional Review
Boarc-Norman Campus (IRB-NC; shall have the authority to modify these
procedures and safeguards when it deems necessary, provided that such
modifications preserve adequate protection for the rights and welfare of the
subjects of unsponsored research. Such modifications for unsponsored research
may include expansion of the coverage or modifications of the criteria or
documentation for obtaining informed consent.

The OU-NC will comply with OHHS requirements regarding cooperative research

projects. When sponsored research is conducted at or in cooperation with
another entity, all provisions of this policy shall remain in effect for that
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SEXUAL HARASSMENT

Reprinted below are two statements regzzding sexual harassment. The first is from the Equal
Employment Opportunity Comumission of the US. Government, and is from their final set of
guidelines making sexual harassment an act of discrimination under Title VII of the Civil
Rights Act. The second is from a 1981 memorandum from Dr. Melvin A. Eggers, Chancellor of
Syracuse University, to the University community, and is reprinted here with his permission.

Sexual harassmeant is defined by the EEOC as:

*Unwelcome sexual advances, requests for sexual favors, and other verbal or
physical conduct of a sexual nature. .. when (1) submission to such conduct is
made either expiicitly or implicitly a term or condition of an individual's
employment, (2) submission to or ion of such conduct by an individual is
used as the basis fur employment decisions affecting such individual, or (3) such
conduct has the purpose or effect of unreasonably interfering with an
individual's work performance or creating an intimidating, hostile, or offensive

work environment.”

L

s 0l s sulwitt

Chancellor Eggers writes:

*The academic community depends on the integrity of its members to maintain
- an environment in which all may function free of intimidation. Any faculty and

staff members who would use the power and authority of their offices to
) achieve personal ends would corrupt the university. Sexual harassment is
v recognized as a means of limiting educational and professional opportunities,
. particularly of women.”
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Appendix 16
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