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Abstract

This project involved sixteen part-time faculty who used Classroom Assessment
techniques with over 400 adult leamers during the Fall 1990 semester at Fullerton
College, a large suburban community college in Southern California. The purpose of
this project was to determine if the use of Tlassroom Research, jeveloped by K.
Patricia Cross and Thomas A. Angelo, would stimulate greater involvement in
learning and incrcase tie course completion rate of adult fearners in evening
classes. In addition, this project was designed to provi;ie a professional growth
opportunity for part-time faculty. An important aspect of this project was the fact
that it was practitioner-based resecarch. The faculty were researching their own
students in their own ciasses. The project director was a faculty member who also
used Classroom Assessment techuiques with adult learners. In the same way that
scientific research is done by scientists, and historical research is done by
historians, meaningful research on the teaching and learning process must be done
by those who are currently teaching.

The results ..{ this research project were very positive, both in terms of course
completion and involvement in learning. In comparing the course completion rates
of this group of faculty teaching the same courses at the same times over two
semesters, the course completion rate was significantly higher in the semester in
which Classroom Assessment techniques were used. Although this project was
originally designed to emphasize course completion, it quickly became apparent that
the more important issue was involvement in learning. Results of the semester-end
student survey indicated that Classroom Assessment increased the sense of
involvement in the class, reduced anxicties about asking questions, and effectively
met the needs of the adult learners. In addition, the faculty became involved in
finding creative ways to help students learn. It is clear from this project that
Classroom Assessment stimulates reflection about leaming for both the adult students

and their instructors.
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The Effects of Classroom Research by Part-time Faculty
upon the Retention of Adult Learners

Diana K. Kelly, Fullerton College
uction
Problem: _ Course Completion among Adult Leamners in the Communivy College
In community colleges, students often drop out of classes in the middle of the
semester.  Because of the low tuition rates, community colleges are often considered
"colleges of convenience" in v'hich there is no real academic or financial penalty
for leaving a class in mid-semester. For this reason, those who are minimally
commitied to their education find it easy to drop out of a class. However, despite high
motivation, adults arc often more likely to drop out of college classes because of their
multiple commitments and many time pressures. A variety of outside factors, such as
work schedule changes, illness, family responsibilities, or overcommitment, may
cause adult learners to drop out in the middle of the semester.  Finally, students may
decide to drop out of classes simply because they are perceived as being irrelevant to
the "real wozld." When students do not find relevance in their classes, it is likely that
they are not actively involved in the leaming process.
Burpose of the Study: Linking Classroom Research with Retention of Adult Learners.
The purpose of this project was to determine if the use of Classroom Research
would increasc the course completion rates of adult students in the community
college evening c¢lasses. However, it is possible that the vse of Classroom Assessment
techniques, developed by K. Patricia Cross and Thomas A. Angelo, may provide the
relevance necessary to encourage adults to complete their classes. Through
Classroom Assessment, learners are encouraged to evaluate their own learning on a
regular basis during the class. These techniques provides feedback to the instructor
regarding material which was not clearly understood, and provides an opportunity

for students to reflect on what they have learned. Because Classroom Assessment
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encourages students to reflect on their own goals and on what they are leaming, it is
likely to engage busy adults in their classes more than traditional lecture methods.

Rescarchers in adult leamning, including Malcolm Knowles, K. Patricia Cross,
Stephen Brookfield, Alan Knox and others, have long advocated the principle thai
adults should be actively involved in their own learning rather than passively
receiving information. Although Classroom Research is intended primarily to
increase learning, it is also likely to result in the increased retention of adult
student., because adults who are more actively involved in their own lecarning may
also be more likely to complete a semester-length class.

This project had two major objectives: 1. To enhance the adult learning
experience, as measured by the adults' perceptions of their own learning; and 2. To
increase the retention of adult students in evening classes. It is believed that one
leads to the other: increased involvement in learning is likely to result in higher
course completion rates. This study will address these two objectives by determining
if Classroom Research has a positive effect on onc or both. The results of this study
will be instrumental in future efforts to enhance learning and to increase retention
of adults.

Hypotheses

It was anticipated that the results of this study would indicate a positive
relationship between the use of Classroom Research and adult leamners' involvement
in learning. In addition, because of the greater involvement in learning caused by
Classroom Research, it was hypothesized that the percentage of adults who complete
the classes in which Classroom Assessment techniques are used would be higher in
the Fall semester than in the previous Spring semester.

-tim¢ Faculty : Ity t S

One unique feature of this project is the use of part-time faculty rather than full-

time faculty to test the effectiveness of Classroom Research. In California, part-time
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faculty represent 60 percent of all community college faculty, and part-timers teach
about one third of all class hours (California Community Colleges Board of Govermnors,
1987). Part-time faculty teach the majority of evening classes at Fullerton College,
which are made up primarily of adult leamers.

In the Fall of 1988 an extensive survey of the Fullerton College part-time faculty
was conducted which revealed the following pertinent information (D. Kelly, 1990).
First, over 60 peicent of the part-time faculty said that they would like to be more
involved in the college. Second, part-time faculty expressed a strong interest in
faculty development workshops related to instructional techniques, including,
"motivational techniques for the classroom," "how t - incorporate new teaching
methods,”  "gencral college teaching techniques," and ‘“increasing student
retention." And third, over half of the part-time faculty are committed to teaching
and are hoping for full-time college teaching positions.

Part-time faculty at Fullerton College have responded very enthusiastically to
workshops on college teaching techniques. The following comment from a workshop
cvaluation illustrates the typical appreciation for faculty development opportunities:
"This is the first time in five years that I felt like someone was really taking an
interest in part-timers -- that we really do count. Thanks!" In response to the
question "What were the most important things you learned at the workshop?"  most
of the participants mentioned the importance of sharing ideas with other
instructors.  One participant responded, "[I learned] what has worked for other
instructors. I tried [some of the techniques] the first night, and it was great!" In
addition, one participant noted "[I realized] that other instructors had similar
problems and frustrations. All along I felt it was my own lack of experience."

Based on the very positive response of part-time faculty to the instructional
workshops it was felt that the part-time facuity would also be likely to respond

enthusiastically to an invitation to be a part of this project, even without a stipend
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for participation. Part-time faculty are delighted that opportunities for professional
growth are being provided, and that they don't have to pay for them! By
participating in workshops and other faculty development activities to increase their
instructional skills, they enhance their own professional development and become
more marketable for full-time positions. Although the main purpose of this project
was to study adult learners who are students in evening classes, a secondary purpose
was to observe the growth of the part-time faculty as adult learners as they learned
more about teaching through their participation in this project.
Significance of this Study to Practitioner-Based Research

Rescarch on the effect of Classroom Research on adult learning in the community
college is important for three reasons. First, although the adult student population in
community colleges continues to grow, many faculty members are unaware of
teaching methods which are particularly effective for adult learners (Watkins, 1990).
New faculty and part-time faculty may have limited knowledge of effective teaching
techniques for adult learners. In addition, faculty members who have been teaching
for many years are often hesitant to incorporate new teaching methods. It is ~ore
comfortable for many instructors to continue to use a lecture method if this is the
method they have always used. However, if the use of Classroorz: Assessment
techniques is shown to result in increased involvement in leamming among adult
learners, faculty may be morc willing to try these new techniques, and the impact on
community college teaching could be significant.

Second, community colleges are concermned about student retention. However, if
rescarch shows a positive relationship between Classroom Research and student
retention, particularly among the growing adult student population, colleges would
be likely to strongly encourage faculty to use the technique. In addition, colleges
may also encourage more practitioner research to determine other links between

teaching methodology and retention of adult students.
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Third, the use of Classroom Assessment by faculty is important because it is
practitioner-baseG research.  Faculty have the opportunity to research their owr
students in their own classes. In the same way that scientific research is done by
scientists, and historical research is done by historians, meaningful research on the
teaching and leamning process must be done by those who are actively engaged in
teaching. One of the reasons research on higher education is often not used is that it
is irrelevant (Layzell, 1990). Community college faculty who are not research-
oriented are likely to respond negatively to statistical data produced by a researcher
who is not involved in college teaching. However, research done by practitioners is
likely to be used by others because of its relevance. For this reason, Classroom
Assessment done by faculty in their classrooms, and reported in a way that is
relevant to other teachers is likely to have far more impaci than traditional

research.

Review of the Literature

Student Retention: Why do Students Drop Classes, and What Can Colleges Do About It?

Why do students drop out of college? Various research studies have shown that
there arc several reasons which often account for student departure. Tinto points
out that although there is no profile of students who withdraw from college, students
arc likely to drop out of college for at least one of the following reasons: academic
difficulty, inability to adjust to the academic and social life of the college, lack of
clear educational goals, lack of commitment to educational goals, incongruence with
the other members of the institution, isolation due to lack of interaction, and
financial neced (Tinto, 1990, 1987). Adults are likely to drop out if they have a low
grade point average, if they feel a lack of support for attending college from family
and friends, and if they do not have a commitment to carning a degree were likely to

drop out of college (Farabaugh-Dorkins, 1991). However, it is likely that many adults
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attend college for reasons other than eaming a degree. For this reason, it may be
more important to examine the reasons that adults do not complete their classes.

Why do students drop out of their classes before the end of the semester? In his
study of students who withdraw from courses in community colleges, Graham Booth
found that students tend to drop out of classes for the following reasons:
overcommitment as a result of enrolling in too many classes, low motivation to study,
low satisfaction with grades, lack of support from family, low academic expectations,
and a desire for a full-time job (Booth, 1987). In previous studies of student retention,
the most frequently cited reason for course withdrawal was job conflict, but other
reasons were related to instruction: fear of not receiving a passing grade,
inadequate prerequisite instruction, and dissatisfaction with the structure or content
of the course (Friedlander, 1981). In addition, Booth (1987) found that absenteeisin
was related to course withdrawal. In a study which examined the reasons for student
absenteeism it was found that younger students were more likely to miss classes than
older students (McCutcheon, L., 1988). However, the reasons for missing classes were
found to be similar for older and younger students, and included the following in
order of importance for adults: external responsibilities; low incentive for
attendance; fatigue associated with excessive socializing; megative perceptions of
professor; irresponsible pursuit of leisure; and potential academic dropout. The
implication of these studies of course withdrawal and absentecism is clear: aithough
adults often drop out of classes due to multiple outside commitments, the motivation to
complete the class is also related to instructional aspects of the class.

What can colleges do to increase student retention? In a presentation to the
Fulierion College Staff at the beginning of the Fall 1990 semester, Vincent Tinto
explained that colleges that have been successful in increasing their retention of
students are those which have a strong campus-wide commitment to serving

students. Heath (1973) advises, "Be sure all facets of the college present some warmth

11
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and interest toward students." Students judge the extent of the college's commitment
to students by their day-to-day activities, not by slick brochures or by a well-worded
mission statement. In a major project on student retention undertaken by The
American College Testing Program and the National Center for Higher Education
Management Systems, the most important campus characteristic which contributed
to student retention was a caring attitude of faculty and staff, foliowed by high-
quality teaching (Beal & Noel, 1980).

In addition, Tinto notes, "The secret to successful retention lies, as it always has, in
the very foundations of the higher educational enterprise . . . an enterprise
commiited to the education of all, not just some, of its students." He continusd, ". . . the
secret of effective retention lies in the development of effective educational
communitics which activel; involve students in the learning process" (Tinto, 1990).
Previous studies have also shown that student retention is likely to increase when
faculty members take a personalized approach to learning, ‘because students are
likely to feel more comfortable and more satisfied with their educational
environment (Lenning, Sauer, & Beal, 1980).

To summarize, a caring attitude among all faculty and staff and a strong
commitment to student lcarning are likely to increase student retention. Tinto noted
that it 15 ironic that the collieges which have been successful in increasing student
retention have not focused on the issue of student retention, but rather on

improving the campus ciimate and on increasing student learning and achievement

(1990).
Increased Student Retentic: _through Involvement in Learning
A 1984 landmark report on higher education, titled Involvement in Learning

makes the point that the most important condition necessary to maximize student
learning and growth is student involvement. Involvement is defined as, ". . . how

much time, energy, and effort students devote to the learning process” (Study Group,

Fa
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1984). The Study Group offers two p:.aciples of educational excellence:
1. The amount of student leariing and personal development associated
with any educational program is directly proportional to the quality
and quantity of student involvement in that program.
2. The effectiveness of any educational policy or practice is directly
related to the capacity of that policy or practice to increase student
involvement in leaming (Study Group, 1984, p. 19).
Finally, the report has several recommendations which will increase student
involvement in learning: using active modes of teaching, requiring students to take
greater responsibility for their learning, using learning technologies which
increase the amount of personal contact between students and faculty on intellectual
issues, and creating leaming communities (Study Group, 1984).

Assessment of learning is one way to stimulate greater involvement in learning,
according to Krueger and Heisserer (1987). If standards and indicators of student
performance were developed at the institution, it would then be possible to measure
the degree to which those standards are being met. It is likely that this assessment
process would stimulate more active involvement of students, faculty, and support
staff in efforts toward a more focused mission: student learning.  According to the
experiences of Northeast Missouri State University, "Assessment and involvement
promote each other. A comprehensive assessment program informs, enlightens, and
becomes a basis for action. When put to work, it involves every level and segment of
the organization" (Krueger & Heisserer, 1987, p. 56).

Alexander W. Astin has shown through his reseazch on college students that
involvement is a key ingredient for academic success. He puts in simply: “Students
learn by becoming involved” (Astin, 1985, p.133). To foster involvement, college
faculty must focus on what students are actually doing and monitor the involvement
of their students. In addition, Astin believes that frequent feedback to students is

critically important for increasing student involvement in learning.

Although previous studies by Astin (1985, 1983) and others have found that living

13
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on campus increases student involvement, Robert Pace found somewhat different
results with his "Quality of Effort" study. Pace found that although students who live
on campus generally have a higher level of satisfaction and show greater gains in
personal development, residence was neutral, not positive, in determining academic
involvement (1984). This would appear to indicate that commuter students in local ’
community colleges and state universitics may not be at a disadvantage in terms of
involvement in learning after all. If commuter students become involved in their
leamming, their achievement can be as great or greater than those who live on a
college campus.

Assessing student involvement in learning is usually a fairly casual, unconscious
activity on the part of individual instructors. By informally observing the actions of
students, instructors often make judgements about the degree to which students in
the class are involved in learning. It is easy to assume, for instance, that those who
participate frequently in class discussions, and those who visit the instructor during
office hours are more involved in their learning than those who do not. But simply
counting the number of times students participate in class discussions, or the
number of times students visit the instructor outside of class may not take into
account those students who are equally involved in thei: learning, but who are less
assertive. For this reason, it is important to take a more systematic outcomes
assessment approach to gain a better understanding of the involvement of students
in their own learning.

Pace stretses the importance of selecting or developing assessment tools which
measure the desired outcome (1985). In addition, K. Patricia Cross believes outcomes
assessment should be used to improve the quality of education. If improving the
quality of teaching and learning is the purpose of outcomes assessment, faculty

should be directly involved in the process, because faculty require useful assessment

14
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information which may be directly applied to their own teaching (Cross, 1986; 1989a;
1989b).

How might student involvement in lcaming be assessed? One assessment tool
which may be implemented by individual instructors, and which requires minimal
set-up and training is "Classroom Assessment." This set of assessment techniques can
be used to measure student involvement in learning, while encouraging students to
reflect on their own leaming. As Schon points out, reflection has been shown to be
a valuable asset later in a career (1988). Through assessment and reflection on
learning, the use of Classroom Assessment may also increase involvement in
learning.

Classroom Assessment Techniques, developed by K. Patricia Cross and Thomas A.
Angelo (1988), provide an opportunity for students to reflect on their own learning.
According to Cross and Angelo, Classroom Assessment Techniques are intended to be
quick, simple, and easy to use. Faculty who use the Classroom Assessment Techniques
give students regular opportunities to provide feedback about their own learning
anonymously, in a non-threatening way. Unlike the "informal" methods of
instructor observations of in-class attentiveness or participation, Classroom
Assessments may be used to assess the learning and the involvement of al]l students in
the class, not just the most assertive (Blumenstyk, G., & Magner, D., 1990). Classroom
Assessment techniques are by nature context-specific:  instructors can assess the
involvement in learning of each individual class, and can address the needs indicated
by the feedback of each class (Cross & Angelo, 1988).

For most students, the use of Classroom Assessment Techniques will automatically
increase the quantity of feedback they provide to instructors about their learning
and about their invcivement in leamning. Many students have never been asked by
the instructor, "What did you learn today?" Because they are usually not asked,

students tend not to reflect on their own learning. But if students are asked to reflect
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on their own leaming, it is likely that they will also become more involved in their
learning.

The guality of the feedback to assess involvement in learning must be determined
by each individual instructor. Data from an in-class classroom assessment may be
analyzed to determine the levels of involvement in learmming. For instance, how
many students appear to have a good grasp of the subject after only one class
presentation? How many are asking questions which indicate that although they
were listening and participating, they are still having some difficulties? How many
students respond with questions or comments which indicate a lack of involvement
during the class meeting? And how many students are asking questions which
demonstrate a deeper understanding of the subject? In addition, instructors may ask
students to anonymously document their own learning processes and their own
involvement in learning through a techniques called "Process Self Analysis” (Cross
& Angelo, 1988, p. 116). This is likely to lead to greater understanding by students of
the effort required to be successful in college classes.

Although Classroom Assessment has been successfully used to enhance
instruction in a number of community colleges in Cailifornia (Blumenstyk & Magner,
1990), none of these projects have reported outcomes specifically on the impact of
Classroom Assessment on adult leamers.

oom Research: Practitioner-Based h

The Carnegie Foundation for the Advancement of Teaching has developed a new
model for faculty careers in which four types of scholarship are acknowledged and
rewarded, including "The Scholarship of Teaching" (Boyer, 1990). When this new
model was presented by Boyer in the keynote address of the 1990 meeting of the
American Association for Higher Education, the response from conferees was
enthusiastic (Mooney, 1990). However, feclings were expressed that it will be

difficult to overcome resistance to this model in four-year colleges which place
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greater emphasis on research. It is also likely that community college faculty would
resist this model, but for different reasons. Many community college faculty chose to
teach in the community college because their interests lie primarily in teaching.
For this reason, it is likely that they would resist the idea of becoming involved in
rescarch and other forms of scholarship proposcd by the new Camegic model.

In his keynote address at a conference titled "The New American Scholar," Lee
Shulman asked, "Why has the scholarship of teaching been downgraded?" His
answer was simple, but the problem is complex. Shulman (1990) stated that because
resecarch scholarship is open to peer review it is, therefore, seen as having been
legitimately judged by peers to be of good quality. But, unlike research, teaching is
typically done in isolation. The idea of having a peer review of teaching quality is
seen as an intrusion or, at worst, an infringement on academic freedom. Even in
community colleges, where teaching is emphasized, the review of teaching is
superficial, and unlikely to have an effect on the quality of instruction (Cohen &
Brawer, 1989). Russ Edgerton, President of AAHE, noted that in order for the value of
teaching to increase, there must be more professional discourse about teaching
among faculty (Rice, et al., 1990). Shulman believes, "If we want a discourse on
pedagogy, we have to make the pedagogy worth of conversation" beyond simply
talking about teaching techniques in general terms (Watkins, 1990).

One way of accomplishing this is through a program of "Reflective Teaching."
Using the theories of Donald Schon (1983, 1988), the West Chester Area School District
in Pennsylvania developed a program of faculty development to encourage tcachers
to think reflectively about what goes on in the classroom. The purpose of the
program is to "Provide all teachers with the knowledge and skills to consciously make
instructional decisions that are most likely to result in successful learning for
students" (Dixon, et al., 1989). Faculty in such a program, which incorporates

workshops, discussion groups, and peer mentoring, have abundant opportunities to
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learn more about "what works” in teaching through reflection and professional
discourse¢ gbout teaching.

Reflective teaching may also be accomplished through Classroom Research.
Although most community college faculty resist the idea of conducting research, it is
likely that they would be interested in doing rescarch about teaching. Pat Cross
recommends that faculty use their own classrooms as laboratories in order to find out
if students are learning effectively. Cross notes, "The intellectual challenge of
teaching lies in the opportunity for individual teachers to observe the impact of
their teaching on their students' learning" (1990, p. §). Through Classroom
Research, faculty can research the learning processes taking place in their own
classes in order to provide more effective teaching for their students. But through
the precess of conducting Classroom Assessments, and analyzing the lcarning
process, faculty will also become more reflective about their teaching.

Summary

According to the literature, student retention is an important issue¢ in the
community college. Although adults may drop out of classes due to a variety of
external factors, instructional quality also has an impact on the decision to withdraw
from a course. Those who are more invoived in their own learning would be more
likely to complete their classes. One way of stimulating reflection about learning and
greater involvement in learning is through the use of Classroom Assessment. For
faculty, the use of Classroom Assessment is also likely to stimulate learning and

reflection about their teaching.

Methadology
Definition of Terms
The definition of "adult learner” was somewhat problematic. In discussing this

with several of the applicants, we decided to define an "adult learner" as one who is
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probably, buv not necessarily, over the age of 25. In addition, "adult leamers" are
those who are likely to have numerous outside responsibilities, including family
responsibilitiecs and/or a full-time job. Under this definition, an cighteen-year-old
who does not live with his or her parents, supports himself or herself with a full-
time job, and attends college part-time would qualify as an "adult learner. On the
other hand, a 27-year old who atiends college full-time, lives with parents, and has a
part-time job but no pressing outside responsibilities, might not be considered an
"adult learner” in the same sense. In other words, age alone was not the determining
factor which was used to categorize students as "adult learners."

"Part-time faculty” who participated in the project were faculty who are hired
cach semester, as needed, to teach no more than 60 percent of a full-time faculty load.
They have no permanent contract, and no tenure. Some of the part-time faculty in
this project were teaching at several different colleges, and others had full-time jobs
in business or full-time teaching positions at institutions other than Fullerton
College.

For the purposes of this project, "Student Retention" and "Course Completion"
were used synonymously. Because this project was one semester in length,
measuring course completion was the only way to determine student retention. In
the community colleges, student retention is often measured on a semester-by-
semester and course-by-course basis rather than in terms of the number of students
who complete degrees. There are two reasons for this. First, many students who plan
to transfer to a four-year college simply take the courses they need to transfer, and
choose not to earn an Associate of Arts degree. Second, many students come to the
community college for reasons other than earning a degree. Some enroll in a
certificate program or in a single class for job retraining or upgrading of skills.
Others already have college degrees, and decide to take a class which meets their

specific career or personal needs. And some simply take a class in a subject that
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interests them. For this reason, a more accurate measure of student retention in the
community college is the course completion rate.
Population and Sample

Background on Fullerton College. Fullerton College is a large suburban
community college located i/n Southern California. Fullerton College employs 300 iull-
time faculty and nearly 400 part-time faculty, most of whom teach in the evening.
The student population is over 20,000, and the median age of the students is 29.

Overall, the rate of course completion at Fullerton College in Fall 1989 was 77
percent (Fullerton College, 199C). The top-ranked college goal in the 1991-1992
Strategic Plan is improving student retention. The Strategic Plan states, "Given the
prime importance of human resources to the nation and that student success is
essential for the student and the society, the College will intensify efforts to improve
student success and retention" (Fullerton College, 1990).

Sclection Process for Panicipants in the Classroom Research Project. The original
intention was to recruit a group of 20 pant-time faculty to participate in this project.
Applications to participate in this project were evaluated by the project director with
the following three criteria. First, it was important to be sure that they were
teaching primarily adults in late afterncon, evening, or Saturday classes. (One
exception was made for ESL: although these classes are offered during the day, they
arc attended primarily by working adults.) Second, it was important that they would
be teaching the same class at roughly the same time in the Spring 1990 semester and
in the Fall 1990 semester so that retention rates and grade distributions could be
compared.  Finally, it was important to ascertain that the part-time faculty had strong
motivations for being a part of this project. Motivation was determined through the
response to the following question on the application form, "Why would you like to
participate in this Classroom Research Project?"

A memo was sent tc all 400 Fullerton College part-time faculty on March 23, 1990

Y
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through campus mail, requesting applications to participate in the Classroom
Research Project. The memo explained the project, included a brief description of
Classroom Assessment, and noted that applicants should be willing to spend the
additional time necessary to incorporate Classroom Assessment techniques into one
class in the Fall 1990 semester, including making structural changes in the course if
necessary. In addition, those who were interested in being considered as
participants had to be available for thc initial training workshop on May 5 and the
subsequent monthly meetings during the Fall 1990 semester. On April 5, a second
memo, a “special invitation to participate,” was sent to the homes of all of the part-
time faculty who had participated in part-time faculty workshops during the Spring
1990 semester. Finally, on April 23 a third memo, "last chance to apply," was sent to
the homes of all part-time faculty.

A total of fifteen part-time faculty were accepted into the project. A letter was
sent to each participant, congratulating them on being accepted into this project
group and reminding them of the initial training workshop on May 5. Of those
accepted into the project, two had to drop out because their schedules were too busy to
become involved in the project, and one dropped out because she obtained a full-time
teaching position. Of the initial group of twelve, three of the members of the group
were unable to attend the initial workshop. It was decided to hold a second workshop
in August for these three faculty and for additional faculty who would join the
project.

Because it was necessary to recruit several more faculty to reach the desired
project group size of 20 part-time faculty, a fourth memo was sent to the homes of the
Spring 1990 part-time faculty on June 11, encouraging them to apply to participate
in the Classroom Rescarch Project. As a result of this memo, eight more part-time
faculty were accepted into the Project, bringing the project group to the desired

number of twenty. Unfortunately, iwo of the new members had to drop out of the
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project, one due to illness, and another due to lack of time.

Characteristics of the Project Group, and Reasons for Participation. In selecting
faculty participants, a serious attempt was made to include part-time faculty who
taught in a variety of disciplines, both vocational and academic. The final project
group of eighteen included faculty from eight of the twelve campus divisions, and
sixteen different disciplines,making this a fairly representative group. Ten of the
group members were from career-related fields, and eight were from academic
(liberal arts) disciplines. Some were experienced in teaching, others were new
teachers. But all indicated an enthusiasm for teaching and a willingness to try new
techniques that would help their students and make them more effective as teachers

of adult learners.

Procedures

The First Workshop on Classroom Research, May 5. 1990, An all-day Saturday
workshop was held for those who had been accepted into the project. Of the twelve
remaining participants in the project, three were unable to attend this first
workshop, but they attended a similar workshop in August. As a result, a total of nine
part-time faculty participated in this initial workshop.

A consultant, Susan Obler, was hired to facilitate this initial workshop. Dr. Susan
Obler of Rio Hondo College is currently the Project Director for the Title Iil
Consortium, a five year grent project which involves four community colleges in the
Los Angeles/Orange County area: Rio Hondo College, Cerritos College, Mount San
Antonio College, and Rancho Santiago College. This consortium project involves
outcomes assessment. and the training of faculty in the use of Classroom Research
techniques.

The three main goals of this workshop were to review the principles of Classroom
Research, to assist the participants in designing a Classroom Research Project, and to

engage the group in teaching and leamning issues, focusing on the use of Classroom
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Assessment Techniques to determine learning outcomes. This was a highly
interactive workshop in which the participants had the opportunity to use several of
the Classroom Assessment Techniques from the book by K. Patricia Cross and Thomas
A. Angelo, Classroom Assessment Techniques, A Handbook for Faculty, including "The
One Minute Paper,” "Focused Listing," and "Goal Ranking." In addition, all
participants left this workshop with a plan for an initial Classroom Assessment
project for the Fall semester.

The feedback following the workshop was very positive. The participants
mentioned the following as "the most important things they learned" at the
workshop:

* "methods for evaluating student comprehension."

* "methods for evaluating instructor performance."

* "learning that the students' goais for the class may not be what the instructor has
pre-determined their goals to be."

* "information on the profile of the adult learner/evening college student."

* "the importance of student-centered learning."

* "the assessment techniques and how to use them."

* "how to incorporate the assessment techniques to meet student goals and needs."

Training in Classroom Research for the Project Director. June 13-16, 1990. The
project director attended the Second Annual U.C. Berkeley Faculty Development
Institute Workshop on Classroom Research, and the Classroom Research Conference.
Both the intensive three-day workshop and the Saturday conference were
instrumental in providing the skills and background necessary to facilitate the
Classroom Rescarch Project at Fullerton College. The three-day workshop was
facilitated primarily by Thomas Angelo, with opening and closing remarks provided
by K. Patricia Cross. In addition, Pat Cross was actively involved as a resource person

throughout the workshop, both informally outside of meetings and during meetings.
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This was an excellent workshop which provided & tremendous amount of information
on Classroom Research as well as new skills in the effective use of Classroom
Assessment Techniques. The skills and knowledge gained from the four days in
Berkeley proved to be invaluable to this grant project.

Workshop for New Project Group Members, August 11, 1990. A total of eight of the
group members attended the all-day Saturday workshop, facilitated by the project
director.  One of the new group members was unable to attend this workshop, but he
was tutored individually by the project director at a later date. This workshop
covered the same Classroom Assessment techniques which were provided in the first
workshop in May. Feedback from participants of the second workshop was positive,
and reflected the some of the same points noted by participants in the May 5
workshop. Those who participated in the August 11 workshop said that the following
were "the most important things they learned:"

» ‘"assessment can be non-statistical and effective."

 "(assessment) techniques can vary as to complexity and application."

* "new ways of keeping students' attention -- keep them wanting to come back."

* "techniques and specific ideas: theory (of Classroom Research) and practice."

¢ "a variety of ways to increase motivation for students to keep them in class."

* "o try and have the student feel that they are real and can contribute to the
class."

* "the importance of getting together with other teachers to discuss problems,
frustrations, and rewards of teaching."

18, 1990. A Saturday morning meeting was scheduled as a final "tune-up" before the

start of the semester. This was an opportunity to briefly review the principles of

Classroom Research and to give cveryone the opportunity to go through the entire

process in a "trial run" before they used an assessment in class. Each faculty
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participant tried out their first assessment gquestion on the rest of the group, with the
group responding as if they were students in the class of the faculty member. This
provided the participants with the opportunity to gain hands-on experience in
presenting the Classroom Assessment method to a "class,” by asking a focused
question, tallying the results, and providing the "class" with feedback. Many of the
faculty discovered through this practice session that their questions were either too
vague or too broad or too complex for students to answer effectively.

The most important benefit which was expressed informally by the members of
the group was the "hands-on" approach in which they actually completed all of the
steps of a simple Classroom Assessment. In addition, many of the group members
mentioned that they learned so much from the other group members. They
especially appreciated the opportunity to meet the other members of the group who
had been trained in a different initial workshop.

Mcctings during the Fall 1990 sepiester. The Classroom Research Group held four
monthly meetings during the Fall 1990 semester on the following Saturday mornings:
September 8, September 22, October 27, and December 1. Each meeting was about twe
and a half hours in length. The purpose of these meectings was to give the
participants an opportunity to exchange experiences as they used Classroom
Assessment techniques.  The faculty in the project requested that one additional
meeting be held before the start of the Spring 1991 semester so that they might have
a chance to review what had transpired during the Fall semester after having some
time away from the classroom over the winter break. This meeting was held on
Wednesday,January 16, 1991,

In addition to the group meetings, the project director met individually with all
but two participants at the end of the semester. This provided a one-on-one
opportunity to discuss individual experiences that may not have heen brought up in

the group meetings.
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Data Gathering: Ouantitative Data: _Student Retention and Grade Distribution. At
the beginning of the project, participants were asked to provide the grade
distribution and course withdrawai information for their Spring 1990 classes. This
information was later compared with the grade distributions and retention rates for
the Fall 1990 classes. Faculty were provided with a survey form which was returned
to the project director.

About four weeks into the Fall 1990 semester, faculty were asked to complete a
survey about the differences between their Fall 1990 class and the previous
semester's class. The following student characteristics werc measured through
faculty observations: age (older, younger, same as previous semester); gender (more
males, more females, same); academic skills (better, worse, same); studeni motivation
(more, less, same); and other differences in the conditions of the class or the student
characteristics.

At the end of the Fall 1990 semester, faculty were asked to complete a survey about
the grade distribution and course withdrawal for their Fall 1990 class. This survey
was identical to the survey used ecarlier for the Spring 1990 class information.

Qualitative Data: Classroom Assessment Reports. Participants also received specific
instructions about how to report back to the project director with the results of their
Classroom Assessments. After completing an assessment in their class and tallying
the feedback, faculty were asked to answer the following five questions: 1) What did
you want to find out?; 2) What question(s) did you ask?; 13) How did you feel about
the responses?; 4) How did you respond to the student feedback?; and 5) Did you
learn anything new from this process? It was requested that the faculty do at least
five assessments over the course of the semester, and write a brief one to two page
report about each assessment by answering the above five questions. This provided
the faculty with an opportunity to reflect on the results of the assessment, and

provided the project director with a summary of each assessment donme by all
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members of the group. Upon the request of the group members, these assessment
summaries were also distributed to the group as an idea exchange file.

Qualitative Data: Classroom Research Group Meetings. During the Fall 1990
semester, the participants met with the researcher once each month to discuss the
progress of the project and to discuss their experiences in using the Classroom
Assessment techniques. Near the end of the semester, the project director met for a
one-hour interview with each individual in the project {with the exception of two
group members who were unavailable to meet due to illness and limited time). After
the end of the semester, a "debriefing session" was held to gain final insights into the
overall outcomes of the classes. The comments from these group and individual
meetings provided additional insight into the process of using Classroom Assessment
techniques over the semester.

Qualitative Data: Student Survey. At the last meeting of the Fall semester, the
project group developed a brief survey that they would administer to the students in
their classes in which Classroom Assessment techniques were used. This survey
included the following six open-ended questions: 1) Did you feel that your individual
questions or needs about this class were satisfied?;  2) Did the anonymous feedback
help you to leam?; 3) Did the anonymous feedback help you to feel involved in the
class?; 4) Which feedback technique did you like the best?; 5) Which feedback
technique did you like the least?; and 6) Other comments about the class.

Data Analysis

Quantitative Data Analysis: Grade Distribution and Student Retention. Descriptive
statistics were used to show the percentage of grades and withdrawal rates for the
entire group. The Spring 1990 student retention rates and grade distributions were
compared with the same classes taught by the same instructors in Fall 1990 to
determine the effect of classroom research on student retention for individual

faculty members. In addition, the overall student retention change were analyzed
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for the entire group. T-test analysis was used to analyze retentica rates of the iwo
sets of classes, Spring 1990 and Fall 1990.

The information provided regarding the differences in the composition of the
classes was used in the analysis of the grade distribution and retention data. Chi
square analysis was used to compare the effects of individual variables on student
retention and mean grade point averages. Multiple regression analysis was used to
analyze some of the independent variables with the dependent variables of student
retention and grade distribution.

Qualitative Data Analysis: Classroom Assessment Reports. At the end of the
semester, the qualitative data from the Classroom Assessment reports was analyzed by
looking at the faculty reports on their experiences in using Classroom Assessment
techniques. The following questions were addressed, as appropriate: 1) Which
techniques were used, and for what purposes?; 2) Did faculty feel positively or
negatively about student responses?; and 3) How did faculty respond to the feedback
from their students? In addition, ikese reports were used to analyze the part-time
faculty as adult learners who are leamning to use some new teaching strategies.

Quulitative Data Analysis: Classroom Research Group Meetings. Comments from
the five group meetings and the individual interviews were sorted into categories for
analysis. In addition the comments were analyzed longitudinally to observe the
different types of comments as the semester progressed. This provided another type
of analysis of the development of faculty as adult learners.

Oualitative data analysis: Student Survey Responses. Student responses were
sorted into several categories of answers for each question. Descriptive statistics
were used to show the percentage of answers to each of the survey questions.

The basic premise of practitioner-based research on teaching and learning is that
those who are currently involved in teaching are conducting the research. In this
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project, the part-time faculty who participated in the Classroom Research group did
their own assessments in their own classes in order to learn more abou. what was
working and what was not. They designed their own ‘assessment projects, formulated
their own questions, asked students to respond to the questions, tallied the results,
provided their own class with feedback about the results of the assessment, and then
made decisions about how to best address the problems and questions that had arisen
out of the student assessments.

In addition, the project director was also a faculty member who had previously
used Classrocm Assessment techniques. It was important to the success of the project
that the project director had received intensive training the Classroom Assessment
through the U.C. Berkeley Faculty Development Institute on Classroom Research and
had used the techniques before training others in Classroom Assessment. The "hands-
on" background in using Classroom Assessment also became important in studying
the faculty as they used the techniques, both in the design of this study and in
conducting focus-group style discussions on the experiences of the faculty as the

semester progressed.

Results

Results of Faculty Surveys: Differences in Spring 1990 and Fall 1990 Classes.

According to faculty. observations during the first four weeks of class which were
reported in a survey, several differences in the Spring 1990 and Fall 1990 students
were noted. Five of the classes were "younger" overall in the Fall semester. Two
classes had more males, and two classes had more females in Fall 1990. In the two
classes with more males, one class had a female instructor, one a male instructor, In
the two classes with more females, one class had a female instructor, one a male
instructor.  According to faculty perceptions, six of the classes had "better academic

skills" and four classes had "worse academic skills in the Fall semester. According to
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faculty perceptions, four classes were "more motivated" and four were "less motivated
in the Fall semester.

In addition, several other differences in the classes were noted by faculty. Two
classes were day classes in the Fall 1990 semester rather than evening classes,
although the students were predominantly adults. One class had a considerably
better classroom location in the Fall: on campus rather than at the high school
across the street. One class was considerably more imr.jture in Fall 1990. And one
class changed from meeting three hours on two days to meeting four hours on one
day per week in the Fall.

Frequency Djstribution and Descriptive Statistics

The following results are based on the surveys completed by the faculty for their
own classes. This data comes from sixteen classes which had a total of 414 students in
the Spring 1990 semester and 427 students in the Fall 1990 semester. Because two of
the faculty members had to drop out of the project in the middlc of the semester,
there was data for a total of sixteen rather than eighteen classes.

Crade Distribution: College and Classroom Research Classes. Eleven of the sixteen
classes were those in which students ecarmed grades from A through F.

In Spring 1990, grades of "A" were camed by 38% of the students in the project
group, 37% of students in college evening classes, and 34% of students in the college
overall. Grades of "B" were earned by 38% of the students in the project group, 31%
of students in college evening classes, and 29% of students in the college overall.
Grades of "C" were eamed by 19.5% of the students in the project group, 20% of
students in college evening classes, and 24% of students in the college overall.
Grades of "D" were eamed by 1.5% of students in the project group, 5% of students in
coliege evening classes, and 6% of students in the college overall. Grades of "F" were
camned by 3% of the students in the project group, 7% of students in college evening

classes, and 7% of students in the college overall.
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In Fall 1990, grades of "A" were earned by 39% of the students in the project
group, 38% of students in college cvening classes, and 33% of students in the college
overall. Grades of "B" were earned by 36% of the students in the project group, 29%
of students in college evening classes, and 30% of students in the college overall.
Grades of "C" were eamned by 19% of the students in the project group, 20% of
students in college evening classes, and 24% of students in the college overall.

Grades of "D" were eamed by 2% of the students in the project group, 5% of students
in college evening classes, and 7% of students in the college overall. Grades of "F"
were eamed by 3% of the students in the project group, 8% of students in college
evening classes, and 8% of students in the college overall.

Grade point averages (GPA) are figured on a four-point scale: 4.0=A, 3.0=B, 2.0=C,
and 1.0=D. In Spring 1990 (before using Classroom Assessment) the overall mean GPA
for the classes of faculty in this group was 3.07. In the same semester, the mean GPA
in all evening classes in the college was 2.84, and the mean GPA of the college overall
was 2.76. In Fall 1990 (using Classroom Assessment), the overall mean GPA for the
classes of faculty in this group was 1;.05. The mean GPA in evening classes was 2.84,
and the overall college GPA was 2.72. Although the grade point average of the
Classroom Research group was consistently higher than the college evening grade
point average and the college grade point average, there was very little difference in
grade point average from one semester to the next. The mean GPA of this group went
down .02 from Spring 1990 to Fall 1990, the GPA in college evening classes remained
the same, and the overall college GPA went down .04.

In looking at the changes in individual classes of the Classroom Research group
from Spring 1990 (with no Classroom Assessment) to Fall 1990 (with Classroom
Assessment), seven classes had a higher GPA and four had a lower GPA. Of the two
graded classes that were "less motivated," one had a higher GPA and one had a lower

GPA than the previous semester. Both graded classes that had "poorer academic
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skills" also had lower GPA's. Of the three graded classes with "younger" students than
the previous semester, two had a lower GPA and one had a higher GPA. In the four
classes in which the gender of the students shifted from the previous semester, two
classes with more female students and one class with more male students had higher
GPA's. One class with more male students had a lower GPA. In the two classes in
which the gender of the instructor matched the increased gender of the students,
both classes had a higher GPA. In the two classes in which the gender of the
instructor did not match the increased gender of the students, one class had a higher
GPA, and the other had a lower GPA.

Credit/No Credit Distribution: College and Classroom Research Classes. Five of the
sixteen classes were "Basic Skills" classes: below college level classes in English and
ESL which are offered on a credit/no credit basis rather than for grades. Because
they are classes which prepare students for college-level academic work, they do not
count toward a four-year college degree.

In the Spring 1990 semester, "Credit" was earned by 71% of the students in the
project group classes, 73% of siudents in college evening classes, and 62% of students
in the college overall. In the Fall 1990 semester, "Credit" was earned by 87% of the
students in the project group classes, 78% of students in college evening classes, and
69% of students in the college overall. The Classroom Research Group "Credit/No
Credit" ciasses had 16% more receiving "credit" in the Fall semester, while the
evening classes showed an increase of 5% in the Fall, and the college overall showed
an increase of 7% in the Fall.

It is interesting to note that in the Spring 1990 semester, when ali five of the
Classroom Research group classes were evening classes, the percentage receiving
“credit" was 2% lower than college evening classes, and 9% higher than the college
overall. This indicates that the college day classes for "Credit/No Credit" have a

considerably lower percentage of students who receive "credit." But in the Fall 1990
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semester, when three of the Classroom Research group classes were evening classes
and two were day classes, the percentage receiving credit went up dramatically. In
theory, because the day classes generally have a lower percentage receiving
"credit," the overall percentage of the Classroom Research Group classes should have
gone down in the Fall 1990 semester. In Fall 1990, the Classroom Research Group
classes for "Credit/No Credit" had a percentage receiving "credit" that was 9% higher
than the college evening "Credit/No Credit" classes, and 18% higher than the overall
college percentage.

In looking at the changes in individual classes of the Classroom Research group
from Spring 1990 (with no Classroom Assessment) to Fall 1990 (with Classroom
Assessment), both of the “Credit/No Credit" classes which were "less motivated” in the
Fall 1990 semester had significantly higher percentages receiving “credit” than the
Spring semester classes. However, both "Credit/No Credit" classes with "poorer
academic skills" had lower percentages of students receiving "credit" than Spring
1990 classes. Both "Credit/No Credit" classes with younger students in Fall 1990 had
higher percentages receiving "credit" than the comparable Spring 1990 classes.

Course Completion: College and_Classroom Research Classes. Of the 414 students
who were enrolled in the Spring 1990 classes of the Classroom Research Group, 312
completed the classes, for an overall course completion rate of 75.1%. In the same
semester, the college evening class completion rate was 73.8%, and the overall
college course completion rate was 75.4%.

In the Fall 1990 semester, 427 students were enrolled in the classes of the
Classroom Research Group, and 336 completed their classes for an overall course
completion rate of 78.7%. The Fall 1990 course completion rate in college evening
classes was 74.1%, and the college course completion rate was 76.2%.

From Spring 1990 to Fall 1990, the completion rate of the Classroom Research

Group classes went up 3.6% while the college evening class completion rate went up
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.3% and the overall college completion rate went up .8%. In the Spring 1990 semester
the Classroom Rescarch Group classes had a completion rate that was 1.3% higher
than the completion rate of college evening classes, and .3% lower than the overall
college completion rate. But in the Fall 1990 semester, the Classroom Research group
classes had a course completion rate that was 4.6% higher than the college evening
classes, and 2.5% higher than the overall college rate.

In looking at the changes in individual classes of the Classroom Research group
from Spring 1990 (with no Classroom Assessment) to Fall 1990 (with Classroom
Assessment), eleven classes had improved course completion rates and five had
poorer rates in Fall 1990. Of the four "less motivated" classes in Fall 1990, three had
higher retention rates and one had a lower retention rate. The average course
completion rate went up 5% for these four classes, from 76% in Spring 1990 to 81% in
Fall 1990. Of the four classes with "poorer academic skills" in Fall 1990, three had
lower retention rates and one had a higher retention rate. However, the average
course completion rate went up 1.5% for these four classes, from 70% in Spring 1990
to 71.5% in Fall 1990. Of the five classes with "younger" students in Fall 1990, two had
lower retention rates and three had higher retention rates. Of the two classes with
more males in Fall 1990, one had a higher retention rate, and one had a lower
retention rate. Both classes with more females in Fall 1990 had a higher retention
rate. Both classes in which the gender of the imstructor matched the increased
gender of the students had a higher retention rate in the Fall 1990 classes. In the two
classes in which the gender of the instructor did not match the increased gender of
the students, one class had higher retention and one had lower retention in Fall 1990.

Grade Point Averages. In a T-Test, no significant difference was found in the GPA
of the Classroom Rescarch Group classes in Spring 1990 and Fall 1990.

Moderate correlations indicated that GPA was significantly related to the
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following variables: higher course completion rates (.69); older students (.69);
Spring GPA (.63); and faculty perception of "better academic skills" (.56).

In two multiple regressions, the following variables were used to predict the Fall
1990 Grade point average and Change in GPA: change in class size, change in student
age, change in student gender, change in academic skills, change in motivation, and
change in student retention rate. However, the equations were not significant.

Credit/No Credit. Moderate correlations indicated that receiving "credit" was
significantly related to the following variables: higher course completion rates
(.69); younger students (.56); and faculty perception of "better academic skills" (.51).

Chi square analysis of the Spring 1990 "credit" grades for the college overall and
the Classroom Research group classes indicated no significant relationship between
percentage of “credit" grades and the Classroom Research group classes. However,
chi square analysis of the Fall 1990 "credit" grades for the college overall and the
Classroom Research group classes indicated a significant relationship (probability
<.01) between the percentage of “credit" grades given and being in a Classroom
Rescarch group class. [Chi square=9.44)

Course Completion Rates. Using a T-test, a significant difference was found
between the course completion rates of the Spring 1990 classes and the Fall 1990
classes, . Course completion rates were significantly higher in the Fall 1990
semester. [T=2.35, probability <.05)

Moderate correlations indicated that Fall 1990 course completion was significantly
related to the following variables: Fall GPA (.69): faculty perception of "better
academic skills" (.66); and meeting more days per week (.56).

In a multiple regression to predict the Fall 1990 course completion rates, the
following variables were used: class size, length of class meeting, number of class
days per week, and Fall GPA. However, the equation was not significant. In two

additional multiple regressions to predict the Fall 1990 course completion rate and the
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change in the percentage of course complction, the following variables were used:
change in class size, change in age, change in gender, change in academic skills,
change in motivation, and change in GPA. These equations were also not significant,
ive sis

Classroom Assessment Faculty Reports. On average, each faculty member
completed about six assessments over the semester. Faculty in this group used twelve
of the thirty techniques described in the book, ﬂaumm_&msmmqhm_ﬁ
Handbook for Faculty by K. Patricia Cross and Thomas A. Angelo (1988). Three
additional techniques were developed by faculty, and other techniques were modified
and adapted by faculty.

Of the 98 Classroom Assessment reports from faculty, nearly half (44) focused on
students' sclf-assessments of learning, necarly 40 percent (37) assessed the academic
skills and intellectual development of students, and Jess than one fifth (17) focused
on student reactions to teachers and teaching methods. This is quite different from
most student feedback in the form of course evaluations which focus on the structure
of the course and the teaching methods rather than on student learning and student
self-assessments of learning.

At the beginning of the semester thirteen of the sixteen faculty used a
Background Probe (technique #3) in the form of a "Student Background Survey" in
order to find out more about their students, and the background of the students in
their subject area. First, most of the students were taking classes for job or career-
related reasons, including preparation for licenses. With working adults, this is
fairly common. In certain classes, students were taking the class out of personal
interest.  Some faculty asked for information on students' outside commitments and
found that their students had a multitude of outside commitments, including work,
family, and college. As a result, the faculty had a greater understanding and respect

for the busy lives of their adult students.
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Although most of the faculty found that their students were similar to other
groups of students in previous classes, there were a few revelations, Some faculty
found that their students had more experience in the field than they had previously
assumed. As a result, faculty took advantage of the expertise represented in their
classes during the semester. Some had students give' informal presentations about
their work or personal experiences related to the class, and others paired up students
who were currently working in the field with those who aspired to careers in the
field, to form informal mentoring relationships within the class.

When faculty shared the non-personal background information from the surveys
(such as anxieties about the class or previous background in the subject) some
faculty were surprised to find that students were very interested in hearing about
the others in the class. It was comforting, for instance, to hear that others had
similar anxieties, and that the teacher was responsive to those concems. In one ESL
class, the information about the countries of origin of the students in the class
started a very productive discussion about "what it's like to move to the United States
from another country." Usually students in ESL classes are hesitant to speak, but this
discussion provided a wonderful icebreaker in which the students found that they
had much in common with the other students in the class, even though they were
from other countries. In addition, students were generally impressed that faculty
had taken the time to actually read the background surveys and respond to them.

At the beginning of the semester, five faculty used a "Leamning Styles Inventory"
to assess the preferred leaming styles of their students. This was done for two
reasons: to make students aware of their own preferred learning styles so that they
might strengthen other learning styles, and to make the students and the instructor
aware of the diversity of learning styles represented in the classroom. Although the
results of each class were different, in general most of the classes included a

predominance of students who preferred visual and interactive modes of learning,
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and in fields related to math there were more print-oriented learners. The basic
skills classes included a number of siudents who preferred leaming kinesthetically.
As a result of this assessment, faculty made_efforts to include a wider variety of
activities in order to meet the preferences of the students in the class. This benefited
the students, who had opportunities to learn in several different ways.

The “"Student Goals Ranking" (technique #15) was used by three faculty: two used
it at the beginning of the semester, and one use it at the mid-point in the semester.
The two faculty who used this technique at the beginning of the semester hoped to
leasm more about the goals of their students in order to have a better understanding
of their students so that they might help them to reach their goals. Afier learning
that his students' career goals were related to the class, one faculty member made a
point of providing many examples from the business world for his students, because
he felt that this would provide greater relevance for them. One faculty member used
this goal ranking exercise in the middle of the semester so that it might re-motivate
students by focusing them on their goals, and relating their own goals to the skills
they were leaming in the class.

During the semester the most popular technique was "The One Minute Paper"
(technique #27). This technique was used in 37 Classroom Assessments by twelve of
the sixteen faculty, all with very positive results which helped the instructor to make
adjustments in the class. Five of the faculty used "clear/muddy” in ten assessments
by asking, usually at the conclusion of the class meeting, and sometimes in the
middle of the class meeting, "What is the clearest point for you?" and "What is the
muddiest point for you?" Two faculty used a similar pair of questions in three
assessments: "What were the most important things you learned today?" and “What is
still unclear to you?" Seven faculty used the One Minute Paper by forming specific
questions related to the content of the class. Content-specific questions were used

nineteen times, and only one assessment was related to the structure of the course
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rather than a self-assessment of learning. Finally, two faculty devised their own
assessment forms: one was called "Minute Notes" and had been developed many years
ago; and the other was calied "Ah-Ha!" Both were designed to help students to assess
their own learning. The results of these assessments were reviewed with the
students, usually at the next class meeting but sometimes in the same class meeting.
Faculty generally responded by spending more time going over the "muddy" or
"unclear” points that were listed by students.

Seven of the faculty designed their own "Evaluation Mini-Forms" and used them
in eleven assessments (technique #25).  Although the intent of most of th. e
cvaluations was to assess certain aspects of the course near the mid-point of the
semester, two of the evaluations also asked students to assess their own progress thus
far in the semester. Students responded very favorably, and were generally pleased
with their progress since the beginning of the semester. Three faculty used both a
mid-point evaluation and an end-of-semester evaluation. The remainder of the brief
surveys assesseu specific aspects of the course, such as the lab, the computer
component of the class, and a rescarch project. The results of all of these assessments
were positive, because they provided an opportunity for students to give input into
various aspects of the course. The information provided by the student feedback was
addressed by thc. faculty in positive ways, by making changes or adjustments in the
class as needed.

The "Focused Listing" technique (technique #1) was used to assess student
lesrning a total of ecight times by four different faculty. This technique was
particularly effective as a memory device. When students had the opportunity to use
the focused list more than once during the semester, they consistently developed
more complete lists after the first time. Even though the assessment was done
anonymously, the faculty felt that when students knew they might be asked to

develop a focused list, they were more attentive in class, and they were more diligent
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about completing reading assignments. One faculty member tried this technique
anonymously in one class meeting, and then with names attached in another class
meeting. He found that the fact that names were attached didn't make rauch
difference in the quality of the answers, although the lists were somewhat more
complete the second time. One faculty member reported positive results from using
the focused list as a small gronp activity. All of the faculty noted that this technique
was useful to find out what students were generally pot remembering, so that these
areas could be reviewed again at the next class meeting.

Four of the faculty used "Exam Evaluations" (technique #29) to obtain feedback
from their students after a test. Most faculty found a wide range of preferences in
testing methods in their class. However, as the result of student input and testing
preferences, each instructor made some modifications were in the following test.
One faculty member used this technique twice, and found that the changes he had
made after the first test were sufficient: students had no further suggestions after
the second test. Two faculty members asked the students how well the smaller quizzes
had i:epared them for the midterm exam, and both received very positive feedback
in which the studenis said that they felt well-prepared.

Two facuity adapted the "Paper or Project Prospectus" (technique #12) to help
students to prepare for a major class project. One was a form for students to complete
which was essentially a learning contract. The other was a draft of a presentation
proposal which was reviewed by the instructor. In both cases, the technique was
effective in helping the students to focus and prepare major projects.

Several of the more complex techniques were each used by one faculty member.
All of these techniques were focused on student learning development and student
self-assessment of learning. "Do and Say" (technique #7) was successfully used in a
writing class to assess students understanding of the structure of writing as well as

the content. "Analytic Memos" (technique #9) were used in a business management
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class in which students were grouped into "committees" to work on analyzing case
studies. The "One Sentence ummary" (technique #10) was used in a writing class to
summarize a story. Although some students enjoyed 'he challenge of summarizing
the content into one sentence, the story that was used was fairly complex for this
technique. "Invented Dialog" (technique #14) was used in small groups in a writing
class to analyze the character development in two stories. Four of the six groups
developed dialogs that demonstrated 2 good understanding of the character.
Although one group became so involved in arguing about the characters that the
uialog was never written, the instructor felt that the assessment project was
successful because they had analyzed the characters and understood their
development.  "Process Self-Analysis" (technique #21) was used in a writing class to
assess whether or not students were progressing through the writing processes
which were recommended in class. The instructor found variations in the amount of
time spent by students in each part of the writing process, and also found that some
students had added their own extra steps in the process. The information from this
assessment was used to develop a procedural writing outline for students to fill in as
they complete their first few writing assignments.

Finally, three other assessment techniques were used by two faculty in the group.
On= faculty member who prepares students for a state licensing exam concentrated
heavily on memory techniques, and used several assessments to develop
memorization skills through aural, visual, and print leamning modes. Another
faculty member used two assessment techniques that he had used in previous years.
In one assessment, after learning information about a subject, and after learning
something about the background of an upcoming guest speaker, students were asked
to prepare questions to bc asked of the guest speaker. The other assessment,
"Focusing Processing Information," was designed to give students the opportunity to

learn about how they focus their attention on a presentation, what distracts them,
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and how they were able to re-focus their attention, These three examples show the
value of developing assessment techniques which meet the specific needs of a
particular class in a particular subject.

In summary, the faculty had generally very positive experiences in using the
techniques.  All but a very few of the techniques produced student feedback that was
extremely useful to the faculty. In general, the faculty felt positively about the
student responses, both the positive and the negative responses, because the nature
of the responses indicated that the students took the Classroom Assessment process
seriously. In several of the classes there were a few students who were somewhat
immature, and their responses indicated a lack of commitment to the process of
providing feedback to the instructor and reflecting on their learning, which was
frustrating to those instructors. In all cases, the faculty were very responsive to the
feedback provided by the students, making changes and adjustments in the class as
needed. |

Comments of Faculty Members about Classroom Research. The comments of the
group members were followed in three stages: 1) Comments before the start of the
project on the application forms for participation in the project; 2) Discussions
during the four group meetings during the Fall 1990 semester and the one group
meeting after the end of the semester; and 3) Comments of the faculty during
individual confidential interviews at the end of the Fall 1990 semester.

1. Comments before the start of the project. The eighteen faculty who became
the final project group gave the following responses to the question, "Why would you
like to participate in this Classroom Research Project?"

* "As a new instructor, I feel there is much to learn about increasing student

participation in class. Student retention was a problem this (Spring) semester. I

wish to increase my percentage of student retention in the future. 1 also want to

make my classes a more dynamic, worthwhile experience."

)
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"(I want to) learn how others work (and how to) teach adult students (who are)
many times much older than the instructor. (I) must cram much material into a
16-hour course and therefore knowledge of time-savers would be greatly
appreciated."
"I feel that I have not exhausted my study of teaching. I have attended several
workshops and seminars on the subject. 1 have completed reading The _American
Community College by Cohen & Brawer. I'm still willing to try anything that
works!"
"I am interested in seeing if using the techniques of 'Classroom Research' would
make a difference in the retention of students who work full-time and how these
techniques affect their learning."
"(I'm) always willing to open doors for (the) benefit of schocl, staff, and students."
“Az a recent college graduate, I really appreciated instructors who took an active
interest in their students and would like to do the same for mine. Feedback is
beneficial to both students and teacher."
"l am interested in pursuing any strategies, tactics, or techniques that can be used
to assist my students to be more successful in attaining the objectives of the
course I am teaching and those associated with their personal agenda."
"As a novice college instructor, I wish to learn a variety of effective teaching
techniques 1 can incorporate into my daily class sessions. In addition, since most
of my students are older aduits, my participation in the Classroom Research
Project will enable me to more adequately meet the needs of this student
population.”
"Because I teach students who generally work full time, 1 am very interested in
any teaching techniques that would maximize the efficiency of time spent in class
and encourage a greater sense of self-motivation among these students."

"Teaching at night I usually have quite a few returning students who are 25 ycars
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of age or older. These students find it very important to kaow how well they are
doing in the course. Being more experienced and perhaps a bit more
sophisticated than younger students in some respects, grades themselves don't
entirely satisfy this need. Also, I want to improve my student retention."
"I like to try different methodologies and learning approaches in the classroom.
Because this is a combined class, it presents a variety of problems and
challenges.”
"Anything to improve education interest: me."
"I am a coordinator for Staff Development at a high school so I'm always
interested.  (I'm) particularly interested in stopping student drop-out!"
"This workshop sounds very appealing to me. I have noticed a change in the
students attending this class the last three semesters. There are more who seem
to 'hang on' even though their hand-in work and quizzes (make it) appear (that)
they are not making the effort they should. There is a real mixture in this class
with different levels of interest, background, and ability. I believe I am sceing
results of students who have not learned proper study habits. I am excited about
this project and happy to know there might still be room for me."
"The project seems as if it will be a way for me to increase my skills."
"I am interested in participating in this project in order to gain new teaching
strategies which will assist the aduit student who enrolls in the evening classes I
teach. These evening students come with a unique set of experiences which set
them apart from other college students; they have worked all day, and often have
not been in school for several years, which, for many, produces anxiety over
their ability to accomplish their goals. The adults in the classes I teach have
acquired important skills and know.edge through work experience. As an
educator I desire to provide an environment where adult students can

successfully develop new skills and build on the knowledge they already possess
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in order to further their education."

« "I spent nine of my ten years in college at night. I was always distressed to see
fellow classmates drop. I could look around the room and see familiar faces from
other classes that hung in there semester after semester., I also took a good look at
the instructor and thought of ways they could have kept their students from
dropping. The Classroom Research Project sounds very interesting and
something I think I can benefit greatly from. 1 hope too that I can offer useful
suggestions or activities that work for me that may benefit the group and the
project as a whole. I have been teaching the same course for three years and
change it a little each semester, 1 am always searching for the most interesting
and challenging ways to keep people in class and working. The night students,
especially, need extra motivation to keep their interest and energy level high. 1
look forward to becoming a part of this project in order to increase my
effectiveness in the classroom. As I become a more effective instructor, my
students can only become more effective writers. This is the whole point of
teaching."”

To summarize, the majority were interested in becoming involved in this project
for three main reasons: 1) to learn new teaching techniques; 2) to have a chance to
work with other faculty; and 3) to increase student retention in their classes.

2_Group Meeting Discussions. Of the cighteen faculty who were originally
selected for this project, two dropped out which left a final project group of 16. Of the
sixteen, two were unable to attend any of the meetings of the Classroom Research

Group. After the initial training sessions, the Classroom Research Group held a total

of four meetings during the Fall 1990 semester, and one meeting after the end of the

Fall semester.

The first meeting was held three weeks into the semester, on September 8, 1990,

The purpose of this mecting was to give the members of the Classroom Research
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Group an opportunity to share with the others what had transpired thus far with
their Classroom Assessment activities. Each group member took a few minutes to
describe the type of assessments that had been completed, what was gained from the
assessment, and the next steps that would be taken. At this point, all of the faculty
had completed at least one assessment, and several faculty had completed three
assessments. Most of the faculty in the group had chosen to use the "Student
Background Survey" at the beginning of the semester as the first assessment. Others

simply asked students to respond to a question about why they were taking the class,

what they expected to get from the class, or anxieties they had about the class. A few

had their students complete a "Learning Styles Inventory”, and two used the goal-
ranking exercise at the beginning of the semester.

In general the mood of the group was very positive at this first meeting. They
were excited about the initial results of their assessments, and felt that they had
already learned more about their students through the initial assessmeits than they
had known beforc using Classroom Assessment techniques. In addition, they were
surpristd at the positive response of the students to the assessment and feedback
process. The faculty renorted that their students were surprised and pleased to be
asked, and then very flattered when the feedback was reviewed in class. Although a
few of the assessments had not beei successful in obtaining good student responses,
the group discussed the idea that students need to become more experienced in
answering assessment questions. In addition, those who felt that their initial
assessments were not successful looked to others in the group for advice or feedback.
Most of the group felt that they, too, were learning how to ask good questions that
would be casy for students to respond to. All of the group raembers had additional
assessments planned for the near future.

The second meeting was held two weeks later, on September 22, which was five

weeks into a sixteen-week semester. The meeting was intended to focus on ths
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discussion of two questions: "What has been the hardest part of using Classroom
Assessment techniques so far?;" and "What has been the most successful part of
using Classroom Assessment techniques so far?"

However, before this discussion was staried, several faculty expressed a desire to
talk about the issue of student retention in their classes. There was some frustration
expressed that this project had been focusing too heavily on retaining students
rather than on student learning development. Generally, the faculty were
concemed that an inference would be made that if there were high drop-out rates in
some classes, this would show that the Classroom Assessment Techniques were not
effective. They felt that, in addition to putting undeserved pressure on the teacher
for the retention of students, this would be an incorrect assumpticn. They believed
that Classroom Assessment Techniques had been very effective so far, regardless of
student dropouts. They pointed out that students drop out of classes for many reasons
which are unrelated to teaching techniques, so it was suggested that we should focus
our attention less on student retention and more on the positive results they had
been getting from their Classroom Assessments. As the facilitator of the meeting, the
project director mentioned that although most of the faculty had initially expressed
an interest in this project because they wanted to increase student retention, it was a
good idca to focus this project on student leaming. In addition, faculty should not
feel "guilty” if some students drop out of their classes. The project director borrowed
a quote from Vincent Tinto's recent presentation at Fulierton Coliege: "If you focus
on student retention, you'll fail. But if you focus on student learning, you are likely
to increase student retention.”

It was clear that this discussion was a necessary part of the development process
of the faculty. They were beginning to re-think the issue of student retention based
on their experiences in using Classroom Assessment techniques for five weeks, and

their frustrations and concerns needed to be vented. In addition, this discussion was
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an important learning experience for the project director. As this project evolved, it
became obvious that the more interesting information was not about student
retention, but about the development of the students and the experiences of the
faculty in using the Classroom Assessment techniques. As a result, the project
director decided to focus more on the qualitative data from the Classroom Assessment
faculty reports and the group meetings, and less on the student retention and grade
data, although these data would still be used in the final analysis of the project.

The following observations were offered in response to the question about "the
hardest part of using Classroom Assessment": deciding which techniques to use;
remembering to allow sufficient time at the end of class to do the assessment; and
using assessment techniques with a class in which the students have limited English
proficiency.

In response to the question about “"the most successful part of using Classroom
Assessment,” the faculty had many success stories. One faculty member said that as a
result of the assessments she became aware that she was talking too fast, so now she
has concentrated on slowing down her delivery when she lectures. Another group
member used the focused listing technique twice, and found that students did much
better the second time. She felt that using this technique let students know the
importance of concentrating on reading and on lectures, and remembering the
material.  Another mentioned that asking students how they were applying what
they were learning provided some very good, insightful responses which indicated
that students were really reflecting on their leaming. Several mentioned again that
the biggest success so far has been the positive response of the students. They are
happy to be asked, and are very responsive. One noted that the increased focus on
student learning is the most important aspect of this project. Two mentioned that
other faculty in their departments talked with them about their experiences in using

Classroom Assessment techniques. Finally, several mentioned the importance of the
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group meetings and having the opportunity to talk with other faculty about teaching
as the most successful part of the project.

The discussion of this second meeting indicated :hat despite concerns about
student retention issues, the faculty were gaining a deeper unders;tanding of the
benefits from using Classroom Assessment techniques, and were continuing to
develop as teachers.

The third meeting was held one month later on October 27, 1990. This meeting was
slightly after the midpoint in the semester. The purpose of this meeting was to
discuss "what has worked so far" in using Classroom Assessment, and to address some
of the concerns that had been expressed at the last meeting: planning assessments so
they are done regularly, and time constraints in using the techniques.

Time constraints in using Classroom Assessment techniques were discussed first.
Several faculty noted that they had so much "material to cover" that they were
concerned that using Classroom Assessment would cause them to fall behind. The
discussion resulted in several important ideas. First, it is a good idea to prioritize the
content of the class, by looking at the skills and concepts students absolutely must
have before they leave the class. Faculty asked themselves, "Do I have to assess
everything I do?", and decided that it was more important to assess those critica!
concepts. Second, some faculty felt that it was important pay attention to the needs of
the students. If the students do not understand something, it is more important to
cover it again than to stick to a pre-planned schedule. Third, if classes are
overloaded with "covering material" in preparation for a licensing exam, it is
important to spend time preparing students for taking the test. The teacher and
students can work together to develop strategies to pass the licensing exam
successfully.  Finally, faculty noted the importance of making time to do the
assessments!  Many students have remarked "I've never had to think about what I've

just leamed!" Asking students to spend a minute or two at the end of the class to
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reflect on their own learning will probably reinforce their learning and make it
more meaningful.

Faculty developed the following suggestions for planning assessments so they are
done regularly. First, assessments may be done regularly at the end of the class
meeting, and feedback may be planned for the beginning of the next class meeting.
Second, if there is limited time, it is best to use the simplest techniques, particularly
the "One Minute Paper." Asking for the "clearest" and "muddiest” points is also a good
way to spot problem areas quickly. Third, the focused list may be used at the
beginning of the class, to check on their understanding of the reading assignment,
or at the end of the class, to check their memory of the main points of the class
meeting. Fourth, certain assessments can be planned to prepare students for a class
activity. For instance, "Do and Say" was used to prepare students to discuss a topic in
small groups, and “"Directed Parzphrasing” may be used to prepare students for a
class activity or to perform a skill.

Finally, in the discussion of "what works" in Classroom Assessment, faculty
continued to have many success stories to share with other group members. One
faculty member noted that these Classroom Assessment techniques are successful
because they represent an attitude of helping stuavats, which is appreciated by the
students.  Several noted that they are "never satisficd" as teachers because they are
always looking for new ways to reach their students. Another faculty member
pointed out that because she has been so involved in finding new ways to help her
students, the energy level is continuing and there has been no "mid-semester lull"
this semester. One group member has noticed that her students are better prepared
for class this semester as a result of using Classroom Assessments, and they are
attending class more regularly. One faculty member mentioned that he appreciates
getting "honest responses” from his students. However, another pointed out that

asking students questions raises their expectations for the class, and for this reason it
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is important to address these expectations. One group member mentioned that the
most important part of this project was having a chance to reflect on her own
teaching. Finally, the opportunity to learn from the other faculty in the group was
mentioned again as one of the greatest benefits of this project. Several mentioned
that they have already received many great teaching ideas from members of the
group, and looked forward to trying them in their classes this semestir and in future
semesters,

The fourth meeting took place on December 1, with three weeks remaining in the
semester. This was the last meeting during the Fall 1990 semester, but not the last
meeting of the group. The first part of this meeting was devoted to developing an
end-of-semester feedback questionnaire for students, in order to obtain their
reactions to the use of Classroom Assessment Techniques. Following this task, the
discussion focused on three questions: 1) "What have you learned as a teacher this
semester?;” 2) "What would you recommend to others who would like to try out
Classroom Assessment techniques?;" and 3) "Do you have any success storics to share
with the group?"

First, faculty responded that they had learned a number of techniques which had
helped them in their teaching. One mentioned that Classroom Assessment was
particularly effective for basic skills students, because they are basic and provide a
mechanism for quick response. Another said that Classroom Assessment can be used
to correct students' misconceptions quickly and easily. Two were happy that they
took the extra effort to leam how to use the overhead projector for giving feedback
to their students. They noted that using the overhead projector focused the attention
of the students more than other methods of presentation. In general, several said that
through participating in this project and hearing about successful techniques used
by other faculty, they had become motivated to try several new teaching techniques

that were not directly related to Classroom Assessment.
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Several noted that they had grown as teachers in feeling that they had a better
understanding of their students through using Classroom Assessments. One noted
that using Classroom Assessment stopped her from making assumptions about
students based on previous experiences, or based on the comments of one or two
students. In addition, because each group is different it was important to learn that
techniques that were effective with one group were not necessarily effective with
another group, due to differences in maturity level, skill level, or level of interest.
Another said that Classroom Assessment caused class time to be used more efficiently,
because "you don't have to try to read minds." As a result of using Classroom
Assessment, several reported that they became more flexible as teachers and more
"learner centered" by finding out whether the students were understanding and
learning the material, and making adjustments in their schedules which would
accommodate the needs of the students. Because of a greater understanding of their
students, several felt that they were able to motivate their scudents more successfully
this semester. In varticvlar, three faculty members told specific success stories about
how they were able to work with individuals in their classes in order to help them to
successfully complete the class rather than drop out.

The faculty in the group had the following five recommendations to others in
using Classroom Assessment techniques. First, start with easy techniques. Second,
practicc using the te~hnique at home first before trying it with a class. Third, use
the techniques that have worked for others and that seem to fit your teaching style.
Fourth, don't get discouraged if it doesn't work the first time, because students need
practice in using the techniques. Also, some techniques are more effective with
some groups (and with some types of assignments) than with others. Fifth, don't take
the feedback personally. It is important to develop a thick skin, learn how to deal
with negatives, and focus on the needs of the students.

To summarize, at this point in the semester the faculty were far more self-assured
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in their use of the Classroom Assessment techniques. This became obvious through
their comments on "advice to others” which were based on their experiences and
their reflections on the feedback process. In addition, the faculty expressed feelings
that they had developed as teachers by being more willing to try new teaching
techniques, by focusing more on the learners, and by becoming more flexible in
their teaching to meet the needs of the students.

The last meeting of the group took place on January 16, 1991 after the end of the
Fall semester. The purpose of this mecting was io put their experiences .n
perspective, after a short amount time had passed since the end of the Fall semester.
One faculty member mentioned that he liked the idea that they had been "in charge"
of their own classroom processes: they selected the techniques that they felt would
be the most effective, and had the freedom to make adjustments in their own classes
based on their experiences. This was personally satisfying. One stated that her class
had more focus as a result of using Classroom Assessment. Another felt that she had
used the class time better as a result of knowing what students really needed. She
became more flexible and more willing to adapt the class to students' needs. Another
member agreed by saying "I have become more focused on whether or not students
are learning. 1 now have more respect for the students as adult learners, and I have
relaxed more to treat studenis more as partners in leaminy." Another noted that this
type of partnership through the feedback had a unifying effect on his class: the
students felt that because the teacher was interested, "we're all in this together "

One group member stated that participating in this project made her more willing
to try new techniques that she would not have had the courage to try «.herwise.
Others noted that it took courage just to ask students for their feedback. It was
necessary to develop a thick skin, and not to take the comments personally. Several
noted that they found out that they were better teachers than they had realized. One

said, "The whole Classroom Research process reinforces that you're a good teacher."
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The importance of sharing ideas about teaching with other teachers was noted as
critical to the success of their development as teachers. Others agreed that this was
an important, if not the most important, aspect of this project. One noted that his
participation in this project had opened up conversations about teaching with other
faculty in his department. Finally, one of the group members commented on the
concept of practitioner-based research. She said, "The practitioner gshould be the
researcher of his or her own classroom. Educational research should start at the
classroom level and go up, not the other way around!"

These comments indicated a tremendous amount of growth on the part of the
faculty. Before the beginning of the semester when many were concermned about
increasing student retention and learning some new teaching techniques.  After the
end of the semester they were talking about the benefits of focusing on the needs of
the learner, and the importance about learning more about teaching from other
teachers. In adaition, the comments show that they had sp@nt some time reflecting
on what had transpired during the fall semester, and generaily felt very positively

about their experiences.

d._Individual Meetings at the end of the Fall 1990 semester. The project director
met with all but two of the sixteen faculty for one hour in individual meetings near
the end of the semester. (The two faculty who were unable to meet due to numerous
time conflicts corresponded with the project director by mail and telephone.) The
purpose of the individual meetings was to give each member of the group an
opportunity to talk more in depth about their experiences during the semester than
was possible during the group meetings. Four basic questions were addressed during
these individual meetings: 1) Did Classroom Research have an impact on your class
this semester, positive or negative?; 2) How do you feel about using Classroom
Research? Do you plan to use the techniques next semester?; 3) Did using Classroom

Assessment techniques help you to develop as a teacher this semester?; and 4) Do
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you have any advice for others about using Classroom Assessment Techniques?

First, the members of the group individually agreed that Classroom Assessment
techniques had an overwhelmingly positive impact on their class during the Fall
1990 semester. Some mentioned specific techniques that were effective for teaching
certain topics within their classes. Several felt that students performed better on
tests because they had had an opportunity to think about the topics or questions
before through Classroom Assessments. For this reason, Classroom Assessment was
determined by some to be a good method to use in reviewing before a major test. In
addition, the student feedback narrowed the review time and allowed the instructor to
focus on weak areas. Some agreed that certain techniques, particularly focused
listing, helped the students to remember the material. Several felt that Classroom
Assessment contributed to better attendance and higher rates of student retention
because the students were more involved in the class . One stated that the most
positive impact of Classroom Assessment was getting questions from students through
anonymous cards who would not have otherwise asked. Some believed that Classroom
Assessment resulted in greater student-teacher rapport, because the students could
sec that the teacher really cared about them. This was particularly apparent when
the instructor made adjustments in the class which met the needs of the students and
made the class better.

Second, most of the faculty individually stated that their experiences with
Classroom Assessment were so worthwhile ihat they planned to use the techniques
again in future classes. Even those who had had some less successful experiences
with Classroom Assessments planned to try using the techniques again in future
classes after hearing the success stories of those in the group. Many said that they
wished they had had more time to look through the book and determine ways of
incorporating a wider variety of Classroom Assessment techniques into their classes,

but they planned to do this in the future. Most said they planned to continue using
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the same techniques that were successful for them this semester. One person
summed up the feclings of many: "I plan to use the techniques again, but will use
more techniques. I want to have more focus next semester -- figure out what to do
and why. I want to be more specific in my planning for the semester, now that I
know what I'm doing!"

Third, most of the faculty felt that using Classroom Assessment techniques and
being a part of this project group helped them to develop as teachers. Several felt
that they were so busy that they were unable to do as much as they would have liked
to do with the Classroom Assessment techniques, so they felt that they did not develop
as much as they should have. Several mentioned that they had developed in ways
they hadn't expected: they became more flexible in their teaching, and were better
at taking criticism. One said that he learned that, "certain things I did didn't come
across to students as I had intended. Certain things that I do in class may not be
working the way that I think if I don't get feedback.”

Several mentioned that they felt more "learner-centered” now, even though they
had considered themselves to be learner-centered before they became involved in
the project. Some mentioned that they learned the importance of explaining what
they would be doing and why, and the importance of providing relevance to adult
learners. Quite a few faculty said that they felt they had grown in their
understanding of their students. One said. "The major bencfit of this project was
reflection about teaching. Now I think more about being a teacher and seeing it
from the students' perspective.” Another said that it was important to leam about
the characteristics of adult learners: "It made me re-evaluate my role as a teacher,
and made me come down from my '‘ivory tower' to look at the students more
realistically.  For instance, now when students come in late, I'm not judgmental -- I
know the obstacles they've had to overcome 1o get to class."

Several less experienced faculty said that their self-esteem and sclf-confidence as
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teachers had increcased through the use of Classroom Assessments for two reasons:
first, they felt that they really knew what was going on with the students; and
second, because the feedback was more positive than they had expected. As a result
of their increased sclf-confidence they were able to relax more, and try some new
techniques.

Finally, a number of experienced faculty felt that using Classroom Assessment
techniques had brought the challenge back to teaching and made it more interesting
than following the same routine. One faculty member summed it up, "I used more
new materials and became more creative in my teaching by using a wider variety of
activities. This makes the class more interesting and gets students more interested in
the class."”

Fourth, the faculty had the following advice and caveats for others who would like
to try using Classroom Assessment techniques.

* With very short class periods you have to be careful not to spend too much time on
the one-minute paper or in going over student feedback.

« Using any new techniques can create conflict in the department, particularly if
other faculty are unwilling to learn new techniques or are philosophically
opposed to them.

* The book provides a good reference, but it is best to change and adapt the
techniques to your own class.

 Although using Classroom Assessment is very positive, there are many other
variables that will affect the achievement and retention of students. For this
reason, faculty should not fee! guilty when students drop out of their class.

o Techniques that work well in one class may not be effective in another class,
simply because of differences in the characteristics of the students. Each class is
different. Classes with lower maturity levels may not take Classroom Research

seriously and may not benefit.
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* For students with limited English skills it is important to use short, simple words
and no "meta-language” about the techniques. Also, it is best to ask only one
question at a time, and repeat the question several times using different words
even if the students are nodding that they understand. It is likely that they are
being polite, but they may not understand the question fully. Finally, it is
important to realize that for students from other cultures, "telling the teacher
what to do" may be initially beyond their comprehension. Once they understand
how the process works, it is likely that they will be more responsive.

* It is important to remember that students need to learn how to give feedback.

Most students have never been asked to give feedback before. For this reason it is

a good idea to explain the process completely, and to keep doing it. The student

responses get better as they have a chance to practice giving responses.

* It is important to have a good understanding of your students. For instance, It is
important to realize that most students, particularly aduit learners in evening
classes, bring many insecurities with them. In reviewing the feedback it may be
a good idea to temper some of the responses and to be sensitive to these
insccurities.

In summary, most faculty in the project had very positive experiences in using
Classroom Assessment. They felt that it had a positive impact on their classes, and
they plan to continue using the techniques in the future. In addition, faculty felt
that they had developed into better teachers over the semester. Finally, the
comments regarding "advice to others” indicate a deep understanding of Classroom
Assessment and of teaching and leaming.

Student End-of-Semester Survey. The purpose of this survey was to get the
students’ reactions to the use of Classroom Assessment techniques in their class.
Specifically, it was important to find out if the use of Classroom Assessment heiped

the students to learn, and if it helped them to become more involved in their
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learning.  Although the faculty had been receiving feedback from the students all
semester which seemed to indicate that they appreciated the opportunity to ask
questions or offer opinions anonymously, this survey was intended to get students to
evaluate their experiences which were related to the use of Classroom Research.
A total of 248 surveys were completed of the 336 who completed the classes, for a total
response rate of 74 percent.

The fi . ked ’ if their "individual . s al hi
class were satisfied," Of the 248 who retumed the surveys, 240 answered this
question.  Ninety-four percent of those whe answered this question, 225 students,
responded positively.

Eighteen percent commented positively on the quality of the instructor. Of these,
nearly half mentioned that the instructor provided good explanations and answered
their questions, and about one third commented that they felt that the instructor
really cared about students' learning. One student commented, "Yes. I always felt
that I better understood the questions. Specifically, the instructor went personally
out of [his/her] way to make sure that not only my, but everyone's questions were
thoroughly discussed."

Seventeen percent said that their individual questions were answered either in
class or through individual attention provided by the instructor. One student
summed it up: "My individual questions and needc were satisfied throughout the
semester. The instructor always answered my questions in a clear and ccncise
manner and I learned a lot about the subject due to all the assignments given."

Twelve percent of the students felt that they gained a better understanding of the
topic in this class. One student said, "Yes. I came into this class extremely confused.
The previous courses were so fast -- too much information in too short a time. But
this class helped me to apply and review the information, and now I understand it

much better."”
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Eleven percent felt that their individual goals and needs were met in this class,
including preparation for a career, preparation for advanced courses, and leaming
specific skills.  One student responded, "Yes. I now have a very solid background on
the concepts of this field that will be the basis for my further study and work.” Seven
percent said that their skills improved in this class. One student responded
enthusiastically, "Yes! I took this class to improve my skills in this subject, and 1 feel
I have improved considerably in this goal."

Seven percent mentioned Classroom Assessment techniques specifically. One
students said, "Yes, the teacher asked what areas we were uncertain about and worked
extra time on it." Another said, "Yes. I never had a question that didn't get answered.
The anonymous feedback was helpful in this area as sometimes you don't know what
questions to ask but somecone else will."

Six percent commented positively on the overall quality of the class, and two
students mentioned a positive classroom environment. Finall‘y. four percent of the
students answered "yes" but with reservations. Some felt that they still did not
understand certain areas.

Of the fifteen students who answered negatively to the first question, two were
somewhat ambivalent, stating that their questions were answered about half the
time. Seven complained that there was too much content and too little time. Three
students felt that they still did not understand certain areas, two students felt that the
application of knowledge was not included, and one wanted to study a topic that was
not included in the class.

The second question asked students if the anonymous feedback helped them to
learn, Of the 248 who returned surveys, this question was answered by 228 students,
and of these 82 percent responded positively.

Thirteen perceat said that the anonymous feedback provided them with

opportunities for input into the class which allowed them to spend more time on
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problem areas and influence the structure of the class. One student noted that "it
gave the instructor a better idea of what the students needed to focus on and those
areas were emphasized which helped me and the class to learn more."

Twelve percent said that they learned from the questions and responses of other
students in the class. One student noted, "I think it helped the whole class leamn
because all of everyone's main points cr questions were answered. This also helped
people who may not have thought of a particular problem area when they filled out
the card.”

Twelve percent said that the anonymous feedback provided opportunities for self-
improvement and greater understanding of the subject. One student said, "Yes. It
allowed me to pinpoint the areas I wasn't clear on, and either study for myself or ask
about them in class." Another noted, "Yes, because other people asked questions
about things I thought I knew, but found out 1 was still a little shaky on them."

Nine percent said that the anonymous feedback made them feel free to ask
questions that they might have been embarrassed to ask during the class. One
student said, "The anonymous feedback did help me to leam. 1 got to have an answer
and no one had to know it was my question. I also got to hear other individuals'
questions.”  Another observed, "I'm not one to speak up with questions immediately.
So this gave me a chance to think of some questions and get feedback on them at a
later time."

Four percent reported feeling more relaxed, knowing that others had similar
problems and questions. One student said, "Yes, the fecdback helped me learn
because it made me realize that everyone else in the classroom had the same
concerns I did, so it helped me relax." Another observed, "Yes. It helps you to get a
fecling as to where everyone is in the class.”

Four percent said that the Classroom Assessments made them think about the

subject and pay closer attention in class. One student responded, "Yes! It let you
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know if you were paying attention in class." Another noted, "It helped answer small
questions you would prob:bly forget to ask if it were not asked to be written down."

Four percent said that it provided a review of the material «nd made it more
memorable. One student felt that "it somewhat strengthened my ability to recall
lecture information." Another said, "Not only did it help answer my questions, but it
also helped by reviewing subjects I already knew."

Three percent stated that they received answers to their questions because of the
anonymous feedback. Three percent felt that they received good constructive
criticism through the use of anonymous peer feedback. One percent felt that it
provided greater involvement with others in the class. One student noted, "It did help
to break the ice among students and helped to develop acquaintances quickly." One
percent had positive responses that were unrelated to anonymous feedback. And six
percent had positive answers with some reservations: some said that they had
received answers to some questions but not others, others felt that the feedback did
not need to be anonymous, and others felt that other learning methods were equally
valuable. One said, "The class was very interesting to me and the anonymous
feedback had no effect one way or another." Another said, "I don't know if it
necessarily helped me learn, but it made me think the school cared about whether I
learned or not."

Eighteen percent of the answers to this question were negative. Of those, almost
half stated that they received no response or unsatisfactory responses to their
anonymous feedback. One said, "No. I saw no changes which I wanted. Even though
I know my comment was in the minority, the majority won out." Others noted that
they preferred to ask questions orally: "If I had any questions, I would ask them in
class." Finally, some¢ confusion about the anonymous feedback was indicated by the

following few responses: "What feedback?;" "I missed it;" and "I don't remember."

The third guestion asked students if the anonymous feedback helped them to feel
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involved in the class. A total of 217 students answered this question, and 31 answers
were missing. Of those who responded, 82 percent gave positive answers.

Thirteen percent said that they felt more involved because they believed that
their input was important o the class. These responses were indicative of the
feclings of importance: "I had a chance to give my input, so I felt a part of this
class;" "It made my questions important enough to answer;" "It made me feel that my
efforts were acknowledged and my participation appreciated;" and "Yes, to be able to
make a change is tie utmost involvement in the class."

Eleven percent said that they felt more involved in the class through group
interaction.  Severui students offered examples: "Asking questions and answering in
class helped all students to interact and feel more involved;" "The sense of belonging
developed quickly. The group was cohesive for the most part. There was little peer
pressure, but lots of peer help -- nice!;" "I felt very much part of the class, especially
when we interacted with each other on a group project, i.e. to help us learn how to
solve problems;" "The whole class would get involved in any questions that the other
class’aates would have;” and finally, "Not only did the teacher lecture, but by the
feedback the class became more relaxed and spontaneous."

Seven percent said that they felt more involved because thev were provided with
the opportunity to ask questions without embarrassment. One student said, "We can
suggest to emphasize certain topics without getting embarrassed." And another
observed, "I still feel very uncomfortable talking to others, but it did give me a
feeling of involvement.”

Seven percent noted that they felt involved because their problems were the same
as others in the class. One noted, "The feedback helped me feel involved because I
knew that I was not the only one feeling anxious about a particular topic." Another
said, "Yes, because sometimes you feel you are the only one that does not know a

particular problem."
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Six percent said that they believed that the instructor valued input from the
students. One student said, "It proved that the teacher is concemed, and it makes the
students feel involved. The classes are more active that way, and not boring like the
ones I've had before." Another said, "The instructor seemed to be more concerned
and worked harder with us on the subject.”

Six percent said they felt more involved because they were learning from others
in class. Omne observed, "It was interesting to find out what others thought and it
made me think of things I may never have thought of because I wouldn't have come
up with so many different ideas on my own.” And another said, "Yes, because when
your questions are answered you arc helping yourself as well as the class."

Five percent said that they felt more involved because they thought more about
the subject. These responses indicate these feelings of involvement: "Definitely. 1
felt like I was the one teaching -- demonstrating in this way, I'm leamming and
applying the new material;" "It made me thiuk about what is going on in class:"
"Yes, it helped me to focus on my goals and what I needed to lcarn from the class;"
and "I felt involved in the class due to anonymous feedback because it caught my
attention and kept me concentrating on the topics discussed."

Four percent felt more involved because they were contributing their opinions to
the class through the anonymous feedback. Four percent also felt that the
anonymous feedback provided the opportunity for greater participation through
asking questions. Threc percent felt more involved because they had a greater
understanding of the subject from the anonymous feedback.

Five percent responded positively, but with some reservations. Most of these
responses indicated limited participation in the Classrc m Assessment process. One
person said, "It didn't reaily matter." Another said, "Somewhat -- if it was a question
that 1 could fuliy relate to."

Of the ecighteen percent who responded negatively, several indicated that they did
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not participate in the Classroom Assessment activities, and others indicated some
confusion about the process. Several said that they felt involved without the
assessments: "I was involved already, so that didn't make me feel more involved:" and
"I felt involved in the class from day one. 1 feel it was because of the teacher, not the
anonymous feedback." About one fifth, 8 students, stated that they felt more
involved by asking their questions aloud in class, and a few felt that the process was
"impersonal" because of its anonymity. One student observed, "Sometimes you feel
better if you're alone, but I don't think somebody could feel involved in the class this
way."  Another stated, "Actually, the feedback did not need to be anonymous -- I
would have written the same data with my name on the paper."

The fourth question asked students which feedback technique they liked the best.
Of the total sur.eys, 199 responded to this question, and 49 responses were missing.
There was some confusion about this question, because nearly half responded with
comments which were not related directly to Classroom Assessment techniques. Some
noted that they ecnjoyed learning from other students through class discussions,
smail group activities, and class pre.entations. Others noted the importance of
critiques and one-on-one help from the instructor. Some mentioned that they found
the application of knowledge particuiarly helpful. Quite a few said that they enjoyed
the variety of teaching and learning activities provided in the class. Although these
techniques were not Classroom Ass=ssment techniques, these responses demonstrate
the appreciation students have for a responsive instructor who used a variety of
methods in order to help students to better understand the matesial.

About ten percent said that they leamed from the in-class reviews of material in
response to student feedback. Some preferred oral question-and-answer sessions,
others noted that the feedback after tests was very useful, and several mentioned thai
the teacher took time to explain the material well so that students would understand.

Of the Classroom Assessment Techniques, the one which received the most positive
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feedback was the "One Minute Paper.” Over one third of the students who responded
to this question described their positive reactions to the various forms of the one-
minute paper technique. However, it is important to note that this technique was
also the one used most frequently by the faculty, which could account for the
overwhelming response to this particular technique. Many described reasons for
preferring anonymous feedoack as were mentioned in the other questions: it
provides a mechanism for asking questions which is non-threatening, and it
provides a way for communicating anonymously to the instructor about areas that
were not clearly understood so that more time might be spent on these areas. In
addition, students pointed out secveral other advantages of the one-minute paper: "I
liked it when we were asked to write what was difficult or easy about different things
we were learning because we spent more time on things that were generally
difficult;" "The card asking for five things leasmned made me search my memory and
actually recall what had been discussed in class. With a three-hour/l1-day class
sometimes it's hard to remember what you did the week before;" and "I liked the one
asking what I would like to see more or less of in the classroom."

About five percent mentioned the goal-ranking exercise as their favorite. One
student mentioned that the process self-analysis was particularly helpful: "The
technique I liked the best was when the class had to monitor the time spent on each
stage of an assignment. This helped by showing me which arcas I spent the most
time on, i.e. where I needed the most work." Several mentioned that the one-
sentence summary was difficult, but helpful. One student said, "I liked the one-
sentence summary the best. I'm not sure why. Maybe because 1 had to think really
hard to get everything into one sentence." Others mentioned the invented dialog,
learning styles inventory, student background survey, and focused listing as their
favorite techniques.

Although there was some confusion about this question, all of the responses
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indicated that students appreciated the efforts of the instructor in using a variety of
techniques to help them to learn. The one-minute paper was probably mentioned
most frequently because it was used most frequently by the instructors. Of all of the
technigr.c used by the instructors, several were not mentioned explicitly by the
scudents:  Analytic Memos, Do and Say analysis, and the Paper or Project Prospectus.
It is possible that these were not perceived as "feedback" by the students, bu. rather
as a normal part of the teaching techniques used in the class. In addition, the
teacher designed mini-forms, and exam evaluations were not mentioned explicitly,
but many students mentioned that the opportunity to provide feedback about the
class was very important to them.

The fifth question asked students which feedback technique they liked the least.
Of the total surveys, 149 responded to the question and 90 responses were missing.
About one fifth of the answers indicated that there was some confusion about the
question. In addition, about one fifth gave responses about teaching techniques that
were not directly related to Classroom Assessment techniques. Of these, twelve
students said that they did not like small group activities and peer evaluations of
student work, one complained that there was not enough one-on-one feedback from
the instructor, and others had various comments about their classes which were
specific to the class. Nearly thirty percent stated that they liked all of the feedback
techniques, so they had no "least favorite" technique.

Of thhse who responded to the question, seventeen percent {25 students) said that
they did not like the one-minute paper. Most of these students stated that they
preferred speaking directly in class rather than writing on the cards. One student
noted, "I had no questions to ask since I asked my questions in front of class during
lectures."  Another student complained, "I want my opinions and problems addressed
individually within the open class, not ignored because I was not in the majority."

Others didn't say that they disliked the technique, but rather that they disliked the
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way it was used. One noted, "Usually there is not enough time to think before you put
down you comment or suggestion." Another said, "If I had to choose the one I liked
the least it would be including the items "clear" and "unclear" the first week of class.
The reason for this is because evervthing is too new tc really know what is clear and
what is not." One person said the least favoritc technique was listing the most
important things leamed: "I leamed a lot from the instructor and I proved it on my
test scores. I shouldn't have to be quizzed anonymously, too."

Six students said that their least favorite techniques were the background probes:
the learning styles inventory and student background survey. One student said, "I
wasn't particularly interested in the feedback following our first class meeting: the
survey results about who had what major, how many years of college, etc." Another
said, "To me, the 'how do you learn best' was not that helpful because how I leamn
depends on the type of information and how it is presented. For example, in this class
the teacher was easily accessible so group leaming was not needed.”

Finally, some students felt thai certain techniques were not beneficial. Their
comments indicate that they were not entirely ciear on the purpose of using the
techniques. One said, "1 don't think any of the techniques has helped me in an
outrageous way, so I think it was sort of 2 waste of time." Several mentioned that they
were confused by the one-sentence summary. This was consistent with the
instructor's evaluation of the use of the technique. A few mentioned that they did
not like the process self analysis. One student said, "I did not like this one because I
knew I was slow, and now 1 know exactly how slow I really am."

In summary, only thirty percent of those who answered this question, a total of 48
students, had comments which were specifically related to the Classroom Assessment
techniques.  Of these comments, many did not specifically state why they disliked a
particular technique. In addition, several indicated that they did not like the way in

which the technique was used. Some indicated some confusion about the purpose of
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the technique. When they were not clear on why the technique was used, it was
typically perceived as "a waste of time." Finally, there were a few who simply did not
like anonymous feedback. In general, thesc appeared to be the few assertive students
who usually have their hand raised in class because they want their individual needs
met by the instructor. However, nearly thirty percent of those who answered this
question also said that they liked all of the feedback techniques that were used in
their classes.

The sixth question on the survey asked students for “"other comments,” Onuly 45
students chose to answer this question. About 20 percent of the comments were
specifically about Classroom Assessment tcchniques, and they were typical of the
comments from the previous questions.

The majority of comments were about other aspects of the class. Over one third of
the students who answered this question had praise for their instructors. About 40
percent of the comments were about the class: about half were very positive, and
half offered suggestions about the class structure, the classroom, and the textbook.

Others had general comments about their leamning experiences.

Discussion

Three questions will be addressed in reviewing the results of the Classroom
Research Project: 1) Did student retention increase?; 2) Did student involvement in
learning increase?; and 3) What did the faculty learn through their participation?
In addition, several unanticipated outcomes and benefits will be reviewed, and
recommendations will be offered for future practitioner-based research projects.

Course completion increased significantly in the Fall 1990 classes. In addition,
although the overall course completion rate in the Spring 1990 classes was slightly

lower than the college rate, the o. :rall course completion rate in the Fall 1990 classes
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was significantly higher than the college course completion rate. However, it is
important to note that course completion rates did not go up in every class: eleven
classes had increased student retention and five classes had lower retention rates.
Nevertheless, given the wide range of disciplines represented in this project, it is
interesting that the course completion rates went up so quickly and so significantly.

What are the possible causes for the increase in course completion rates?
Multiple regressions with numerous variables regarding changes from the Spring
1990 classes to the Fall 1990 classes produced no significant variables. The comments
of the students would suggest that they felt that their instructor "really cared” about
whether or not they were learning because they asked students for anonymous
feedback. Student comments also revealed that eighty-two percent of the survey
respondents felt more involved it h¢ class as a result of the use of Classroom
Assessment.

It may be premature to make a direct connection between the use of Classroom
Assessment and the increase in course completion rates. However, at this point no
other variables have been found to have a significant impact on course completion.
For this reason, it would be a good idea to replicate this study with another group of
faculty in order to test these results further. In addition, this current project group
will be followed up at least one more semester t0 see if the Fall 1990 semester ha an
unusually high rate of course completion.

Did nt j ent j ing i 2

According to the Classroom Research Project faculty reports aud the responses on
the student surveys, the results have indicated that students are more involved in
their learning as a result of the use of the techniques. The student survey responses
also indicated that students were impressed that the instructor asked about their
learning.  Although initially some students were unsure about how to reflect on their

own learning because "nobody has ever asked me to do this before," later most
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enjoyed the process of thinking about their own learning. As a result, the student
survey responses generally indicated that they were involved in their learning.
Although it is difficult to obtain an accurate measure of student involvement in
learning, the results from the student surveys and the feedback from the faculty
discussions and reports would seem to indicate that students became more involved in
their learning through the use of Classroom Assessment techniques.
What did faculty learn through their participation?

Faculty participants in the Classroom Research Project at Fullerton College have
indicated that they feel that they have focused much more on the leamer this
semester as a result of using the techniques. In addition to learning how to use
Classroom Assessment Techniques as a teaching tool, the faculty have developed over
the semester from a concern with simply retaining students to a deeper concern
about the whole teaching and learning process. Faculty became intercsted in the
learning styles of their students and in finding out what was getting through and
what areas needed more work. Most importantly, they became even more responsive
to the learning needs of the students as they discovered the weaker areas. As a result,
teaching became more challenging and rewarding to them.
Unanticipated Outcomes and Benefits

Benefits 1o Students. Although the reason for using Classroom Assessment
techniques is to find out what students are learning, the simple act of asking the
students has a tremendous positive impact on the students. Faculty reported that the
assessment process made the students feel important, as contributing members of the
class. In addition, the feedback from th. assessments provided catalysts for some
interesting discussions in the next class meeting.

Benefits to Basic Skills Students. It was not anticipated that this project would
include basic skilis classes in which students are preparing for college level work.

This became immediately apparent when faculty were first asked to report the grades
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from the Spring 1990 classes, and several had no grades, only "Credit" and "No Credit."
It was decided to analyze these classes separately from the graded classes rather than
make assumptions by trying to convert "Credit/No Credit" grades into regular grades.
It was fortunate that this modification in analysis was made, because this provided a
way to analyze underprepared groups of students separately. Although in graded
classes the grade average did not change significantly from one semester to the next,
the change in the percentage of students receiving grades of "Credit" increased
dramatically. To be certain that this was not an abnormal semester it would be
necessary to track the basic skills classes of these faculty for several semesters.
However, it is interesting to see that the Fall 1990 classes in which Classroom
Assessment were used had such a high success rate in comparison to the previous
semester and in comparison to the college "Credit" rate. This would seem to indicate
that Classroom Assessment is particularly powerful with adult learners who are
underprepared for college-level work.

Faculty as Adult Leamers: Learning from the Group. Although the purpose of
the use of Classroom Assessment is to provide teachers with a way of finding out
whether or not students are learning in a specific class, and to reflect on their own
teaching, one of the most important benefits mentioned over and over by
participants in the group was the participation in the group meetings. Members of
the group felt as if they were breaking new ground in trying out some of these
techniques. They wanted to talk to the others about what was going on in their
classes in order to share the excitement of what they were learning about their
students, and to ask for advice when things didn't go smoothly. They wanted to learn
from the others about what had worked in their classes, so that they might try these
techniques in their own classes. The group meetings were one important key to
success for this project. Although it is possible for faculty to use Classroom

Assessment techniques on their own, the experiences became more meaningful
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because they were shared with others who arc also using Classroom Assessment
techniques. From the most experienced teachers to the novices, all gained new
insights from the group, and all made valuable contributions to the group.

Gaining Confidence as Teachers. From the most experienced faculty to the newer
faculty, all agreed that using Classroom Assessment made them feel that they knew
they were "doing the right thing" as teachers. The positive responses of the students,
and the reinforcement and support provided by other group members in the
meetings provided faculty with the feeling that they were good teachers.

Part-time Faculty Involvement. The members of the group expressed that they felt
honored to have been selected for this project, mainly because it is a project which
will have a national impact through the National Center on Adult Learmning. Many
have said "Thank you for doing something for part-time faculty!" So often part-time
faculty are overlooked by colleges, and as a result they feel like the step-children of
the academic world. This project is one that tells tfxc part-time faculty participants,
"You are important to the college!”

However, there are several pitfalls associated with involving part-time faculty in
a project of this nature. First, they are extremely hard to reach. It took four
mailings (one to campus m:ilboxes and three to homes) to get a group of eighteen
participants out of a total part-time faculty of 400. Although many part-time faculty
are interested in participating in faculty development activities such as this one, the
reality is that their time is very limited. This group was very motivated and simply
decided to make a commitment to participate.

Second, it can be difficult to keep part-time faculty involved in a long-term
project. Two of the original eighteen decided to drop out of the project in the middle
of the semester when they realized that they simply didn't have the time to
incorporate the Classroom Assessment techniques into their classes. Two of the

remaining sixteen group members continued using Classroom Assessment techniques
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throughout the semester, although they never came¢ to a meeting because their
schedules were not compatible with the meeting time which was best for the rest of
the group. And over the course of the semester, several others talked individually
with the project director about dropping out of the group due to time limitations and
many pressing commitments. However in these cases the project director was
successful in keeping them in the group by trying to work out individual solutions to
writing reports on each assessment and attending all of the group meetings.

Tom Angelo Campus Presentation on Classroom Assessment. As a result of the
work of this project group, interest in Classroom Assessment increased around the
campus. For this reason, Tom Angelo was contacted and asked to give two
presentations on Classroom Assessment Techniques to the entire college faculty: one
in a 3-hour moming all-campus meeting for full-time faculty, and the other in a 2-
hour evening all-campus meeting for part-time faculty. A total of approximately 500
faculty participated in the two presentations which were held in January, just before
the start of the Spring 1991 semester. The immediate faculty feedback on both
presentations was extremely positive, and the informal feedback throughout the
Spring semester indicated that many faculty had been using Classroom Assessment
techniques in their classes, and were pleased with the results.

Continued Involvement jn Classroom Assessment. The project director applied for
and received another grant which will provide funding for the Classroom Research
Project to continue at Fullerton College. The grant for the 1991/92 year was awarded
by the California Community Colleges Fund for Instructional Improvement (FII). It is
very likely that this initial NCAL project in Classroom Research was instrumental in
influencing the award of this sccond grant to continue the project.

The 1991/92 FII Grant project will be very similar to the project funded by NCAL.
The focus will be on adult learners, and the target group will be faculty who teach

evening classes and who represent a wide range of disciplines. However, this time
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both full-time faculty and part-time faculty who teach adult learners in ever'ng
classes will be invited to participate. In addition, this project has several additional
faculty development components built into it. Faculty in the project will be paired up
to visit one anothers' classes so that they might see how Classroom Assessment
Techniques are used in other disciplines. In addition to receiving training in the use
of Classroom Assessment techniques, faculty in the project will participate in several
faculty development workshops which address needs expressed by the previous
project group, including the following topics: Adult Learners, Underprepared
Students, Learning Styles, and Interactive Classroom techniques. Finally, each group
member will be expected to facilitate a brief workshop for faculty in his or her own
department, so that other faculty might learn more about using Classroom
Assessment techniques in their own discipline.
joner
There is no question that the teaching background and experiences that the
faculty brought to the project and the sharing of experiences among the group
members during the project caused the resulting data to be much richer than it
would have been through traditional research methods. As the project progressed, it
took on a life of its own, and by taking advantage of the ideas of the group as the
project went along, the results became much more interesting.  Although the
original plans for this project called for a primarily quantitative analysis of student
retention data and grade distributions, it quickly became apparent that the more
interesting data was the qualitative data: the results of the assessments provided by
the faculty, the faculty discussions in the group meetings, and the student survey at
the end of the semester.
Although most faculty had entered the project because they were interested in
inproving the retention of students in their classes, at one group meceting about four

weeks into the semester, the faculty vented their frustrations witn what they
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perceived to be too much emphasis on student retention rather than the involvement
of students and the process of learning that was going on through the Classroom
Assessments. As a result, the focus of the project changed and became much better
by concentrating more on the teaching and leaming process.

In doing practitioner-based research on teaching, the key lesson is to be open to
opportunities to shift the focus of the research as needed. Practitioners who conduct
research in their own classrooms are experts in teaching. If they notice interesting
developments in the process of doing the research, it is important to take advantage

of them rather than sticking rigidly to the original research plan.

The most important lesson learned through this project is best stated by Vincent
Tinto (1990): "If you focus on student retention, you'll fail. But if you focus on
student learning, you are likely to increase student retention." In this project, the
focus started on student retention and evolved to focus more on student learning,
thanks to the insight of the members of the Classroom Research group and the
flexibility of practitioner-based research. Faculty showed the students that they
reaily cared about whether or not they were learning through the use of Classroom
Assessment Techniques. Students indicated that they became more involved in their
learning, and at the end of the semester there were higher course completion rates.

In this project, the use of Classroom Assessment Techniques has been an effective
tool in the assessment of student learning which also increased students'
involvement in learning. In ~ddition, the use of Classroom Assessment appears to
have an overall positive cffect on the student retention rate. It is hoped that the
success of this project will result in more evening and part-time faculty being
trained in the use of Classroom Resezch in order to increase the retention of the

important evening adult student population.
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National Center on Adult Learning
"Linking Assessment with Learning”
Practitioner-based Research Proposal
Diana K. Kelly
Fulierton College, Fullerton, California
1. Specific Research Project: Classroom Research for Adult Learners

| plan to research the impact of Classroom Research on adult learning and on the retention
of adult students in evening classes at a large suburban community college. This project will
have a direct effect on twenty part-time faculty members who will use Classroom Research
techniques in their classes and approximately 800 adult students (40 students per class).

Classroom Research is a teaching technique advocated by K. Pairicia Cross in which students
are encouraged to evaluate their own learning during each class meeting. This technique
provides feedback to the instructor regarding material which was not clearly understood, and
provides an opportunity for students to reflect on what they have learned. The use of Classroom
Research in classes for adults is likely to result in two positive outcomes: enhanced perception
of learning at the end of a semester class, and a higher class completion rate among adult
students.

Researchers in adult learning, including Malcolm Knowles, K. Patricia Cross, Stephen
Brookfield, Alan Knox and others, have long advocated the principle *hat adults should be
actively involved in their own learning rather than passively receiving information.  Although
Classroom Research is intended primarily to increase learning, it is also likely to result in the
increased retention of adult students, because adults who are more actively involved in their
own learning may also be more likely to complete a semester-length class.

2. The significance of this project to practitioner research.

Research on the effect of Classroom Research on adult learning in the community college is

important for two reasons. First, although the adult student population in community colleges

continues to grow, many faculty members are unaware of teaching methods which are

particularly effective for adult learners. Moreover, faculty members who have been teaching
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for many years are often hesitant to incorporate new teaching methods. However, if a research
study shows that Classroom Research produces enhanced adult learning, the impact on
community college teaching could be significant. Faculty inembers who choose to use Classroom
Research would also increase their knowledge about their own teaching through practitioner-
based research.

Second, community colleges are concerned about student retention. Reiention rates are
significantly lower in public community colleges than in other colleges, parily because of the
open-door policy, and partly because comunity collages are often considered by students to be
colleges of minimal commitment. Adults in evening classes are even more likely than younger
students to drop out of a class due to the pressing commitments of work and famiiy. However, if
research shows a positive relationship between Classroom Research and student retention,
particularly among the growing adult student population, colleges would be likely td strongly
encourage faculty to use the technique. In addition, colleges may also encourage more
practitioner research to determine other links between teaching methodology and retention of
adult students.

3. Project Description

A. Objectives. This project has two major objectives: 1. To enhance the adult learning
experience, as measured by the adulis’ perceptions of their own learning; and 2. To increase the
retention of adult students in evening classes. This study will address these two objectives by
determining if Classroom Research has a positive effect on one or both. The results of this study
will be instrumental in future effurts to enhance leaming and to increase retention of adulis.

B. Methodology and Data. to be collected. This project will be completed at Fullerton
College, a large suburban community college in Southern California which has a student
population of more than 20,000, and a median student age of 29. Fullerton College employs
300 full-time faculty and nearly 400 part-time faculty, most of whom teach in the evening.

First, in the spring of 1990 a group of 20 part-time faculty wiil be selected to participate

in this project. The participants wiil be part-time faculty who teach at least one evening class,
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and who will be teaching the same evening class in the Spring and Fall semesters, 19¢0. In
addition, a serious aitempt will be made to include part-time faculty who teach in a varlety of
disciplines, both vocational and academic. The faculty participants will be oriented to the
research project and to the methods used in Classroom Research. During the Fall 1990
semester, faculty participams will utilize Classroom Research techniques in one evening class
per participant.

A research instrument will be developed to measure the perception of learning among adult
evening students. This survey will be administered twice: first to adults completing classes in
Spring 1980 who did not experience Classrocm Research techniques, then to adults who
compteted classes in Fall 1990 in which Classroom Research techniques were used. The survey
will be administered by the same group of faculty to adult students in the same courses both
semesters.

Results of the survey will be analyzed by comparing the two surveys for each faculty
member for both semesters. In addition to an analysis of individual faculty members, the full
data wi. be tabulai.d for each semester and results will be compared for both semesters.

Data will also be gathered from each faculty participant regarding the grade distribution and
number of withdrawals from the class for both semesters. Again, the data will be compared for
individual faculty members and will be tabulated for the entire group for each semester.

Descriptive statistics will be used to show the percentage of answers to survey questions and
the percentage of grades and withdrawai rates for each faculty member and then for the entire
group. T-test analysis will then be used to compare the Spring 1990 results with the Fall
1990 results for individual faculty members andg for the entire group.

C. Anticipated results. It is anticipated that the results of this study will indicate a
positive relationship between the use of Classroom Research and adult learners' perceptions of
their own learning. Adult learners who evaluate their own learning throughout the Fall
semester class will have more positive perceptions of their learning than adults who did not

experience Classroom Research in the Spring semester class. In addition, because of the greater
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involvement in learning caused by Classroom Research, it likely that the percentage of adults
who complete the classes will be higher in the Fall semester than in the Spring semester.

D. Timetable
March, 1990: A notice will be sent to all part-time faculty who teach evening classes about the
research project. Applications to participate will be accepted through the end of March.
April,_1990: Twenty part-time faculty members will be selected to participate in the research
study. An introductory three-hour workshop will be scheduled to explain the project.
May. 1990: One all-day Saturday workshop on Classroom Research will be scheduled with an
outside consultant. A research instrument will be developed to measure the perception of
learning among the adults in the classes of the participants. The survey will be administered by
the faculty participants to one evening class per participant at the end of the Spring semester.
Data will be gathered from each participant regarding the grade distribution and the number of
withdrawals.
August, 1990: Before the start of the Fall semester, participants will attend a three-hour
evening workshop to review the methodology of the research project and Classroom Research.
Surveys and grade distribution data from the Spring semester will be tabulated.
September-November, 1990: A three-hour meeting will be held at least once each month to
discuss the use of ciassroom research, and to share any problems which have been encountered
and any new ideas which have evolved. More meetings of participants may be scheduled as
needed.
December, 1990: The same survey which was administered at the end of the Spring semester
will be administered again by the faculty participants at the end of the Fall semester.
January, 1991: Surveys will be tabulated. Data will be gathered from each participant
regarding grade distribution and the number of withdrawals in their evening class.
Eebruary-April, 1991: Data will b<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>