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Thinking Across the Curriculum: A Summary
of FIPSE Sponsored Project #6-00841209
Developed by the Consortium of East Central Colleges [ECC]
Professor Larry E. 6rimes, Froject Director [Bethany College]

Between 1985 and 1988 the eight colleges of the ECC! put in place on each campusa
"thinking across the curricufum” program and.a procedure for assessing the impact of
the program on the cognitive development and thinking skills of our students. 120
faculty members (15 from each campus) participated in the project. Assuming an
average course enroilment of 15, approximately 1,800 students studies in courses
designed as part of this program.

The project had two goals:

1) to help faculty improve and enhance their ability to teach
thinking in traditional content based courses already part of the
curriculs of the East Cantral Colleges:

2) to enable students to improve and enhance their thinking
and reasoning skiils by concentrating on the thought processes
required of them in a variety of courses across the curriculum.

Certain assumptions about the nature of thinking and strategies for teaching thinking
determined the path we took toward meeting our goals. First, we assumed that thinking,
like writing, was a complex process and not merely & nest set of definabie skills.
Second, we assumed that students came to understand this process siowly and only after
repeated exposure and experience with the process. Third, we assumed that studenis
entered the process at different stages of cognitive development and carried with them
different understandings of what it mesnt to think, te learn, and to know. Finally, we
assumed that livefy thought was always contextual and relational; therefore, it is best
understood in particular disciplinary contexts and in specific thinking environments.
These assumptions were made from reading scholars such as Belinsky, Brunner,
Gardner, Gilligan, and Perry.

Because of our assumptions, we rejected the wide-spresd idea that students should take a
course in "critical thinking” or choose from among # list of courses a single course
with a special "critical thinking component.” Rather, consistent with our process
model, we slected to saturate the curricufum with courses deliberately designed to
foster seif-conscious thinking among our students. In such a setting, w» thought
students would have a variety of experiences with “thinking” in variouv:: contexts,
nader different conditions, at different developmental stages, and even by different
names. Ideally, studeats would be enrolied in courses designed to encourage thinking
during each of their four years at college.

For us, faculty development was the key to student development. Most of the 120 faculty
members who participated in the project reported that their graduate study had not
included course work in student cognitive development, teaching/learning styles, or
strategies for teaching thought in the discipline. Graduate study had, for most, focused
on the content of the discipline and theory and method in the field.

| Bethaay College (WV), Heidelberg College, Hiram College, Marietta College, Mount
Union College, Muskingum College, Otterbain College, and Westminster College.
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The facuity development component of our project, therefore, focused on bridging this
gap in faculty knowledge. With help from our wise and generous project consultant,
Faith Gabelnick [Dean of the Honors College, Western Michigan University], we
compiled and distributed reading for project participants, held workshops to guide
them through the readings, and help them connect theory with practice as they
worked to revise their courses. Once the faculty participants were familiar with basic
concepts, they worked for at least one month during the summer in interdisciplinary
teams on their home campus. Team members critiqued each other's syllabi and
assignment sheets in excitcd, interdiscipiinary dislogues. Then Professor Gabelnick
meoet with each (eam to enter the dialogue and provide yet another professional
assessment of the course revision. Tnroughout the revision process, we assumed that
the professor was the expert in her or his given field and that the experts task was to so
revise and presext a traditional content-based course that intelligent outsiders
{colleagues from distant fields] could understand; and in which they could replicate,
and practice the methods and discourse used to think in the scholar’s field. This proved
to be difficult, challenging, frustrating, exciting, and do-able.

In the process, participants found that they had made great leaps and assumptions as
they asked students to "think" about the content of their fields. So great were these
feaps and assumptions, that they lost highly intelligent colleagues outside the primary
field, aithough colleagues in field often thought that all was explained clearty and
effectively. Interdisciplinary dialogue, it appears, is essentisl if scholars are to begin
to articulate cleacly to the uninitiated how thinking is carried on in the context of
particular disciplines. As we made sylisbi and assignments clear to colleagues outside
our fields, w2 also made them more and more accessivis to the pcvices we teach.

Articulation of how one thinks about a particular subject matter was at the center of
course revision. Course revision usually required some deletion of content material to
make room for teaching "thought” sbout the subject matter. This proved quite
frustrating, a bit risky at the outset, but faculity report that the trade-off was worth it,
since the new approsch er:couraged more active, independent, long-term learning.

Equsally important, we discovered was a solid understanding of the complex mix of
teaching/learning/thinking styles within the classroom and the dissonant biend of
cognitive levels among our students. Much attention was given in the project to
understanding stages of cognitive development [Perry, Belinsky, Gilliran and others])
aswell asto teaching/learning styles (Eolb, Myers-Briggs and others].

The ECC is engaged in a longitudinal study of the impact of this project on student
thinking skills and cognitive development. The design of the study is simple. The
Classes of 1990, 1991, and {992 on each of the 8 campuses were given both the Watson-
Giaser Critical Thinking Skills Inventory and the Widick and Knefelkamp Measure of
Intelfectual Development Test early in their freshman year. They will be retested,
using the same instruments, late in their senior year. Our working hypothesis is that,
as more and more carefully revised "thinking” courses are introduced into the general
curriculum and students have more contact with such courses across the curriculum
student scores on both indicators will rise. No results significant resuits from this
study vill be avsilable before 1992-93.

Presently, the ECC has studied both student and faculty perceptions of learningina
random selection of the newly revised courses. 26 courses were studied. 506 students
were surveyed. The courses represented 13 different fields: biology, education, music,




English, religious studies, philosophy, history, chemistry, psychology.
interdisciplinary studies, political science, business/economics, and French.

The resuits suggest that courses even as large as 30-40 can be effectively revised to
encourage vigorous thinking. They also suggest that no field of study has a corner on
the teaching of thinking. All can be readily assimifated into a cross-curriculum
program in the teaching of thinking. Further, they suggest that content heavy
COUrses, cven courses raguiring rote memorization of significant material, can be
adapted 50 as to serve most effectively in a cross-curriculum model for the teaching of
thinking. Clearly “content” and thinking are not mutually exclusive matters.

Factors which make courses most effective as “thinking" courses were not at all exotic
or surprising. Two factors stood out from all the rest. To be effective asa "thinking”
course, a course must be designed so that it encourages quite consciousty and directly
“thinking about what you know." Also, the most effective "thinking" courses require
students to integrate what they are learning into course papers or activities. Careful
articulation of the "thought processes of the discipline” coupled witia active,
integrative assignments which let students replicate the thought process are, then,
essential to courses adapted to the needs of & cross-curriculum thinking project.

This msay mean that jess “content” is covered in order to allow time to articulate and
sssimilate the domain of thought/discourse proper to study of the subject. Faculty
report that, although this is often the case, students have a far better grasp of content
in the revised courses and are much more independent learners as a result of studying
in the revised format.

It should aiso be noted that in the most successful “thinking” courses students reported
with much intensity that they were required to think about their own values, about
why others think differently from them, and about how facts or ideas were obtained in
the course. Though less prominent than the two factors cited above, these seem to be

important aspects of courses which best serve the needs of a content-based cross-
curriculum thinking program.

Clearty there is much more we need to learn about this spproach to the teaching of
thinking. But preliminary results are encouraging. The model is cost-effective, it
invigorates the faculty engaged in it, it respects and takes seriousty the subject matter
and special domain of discourse which lie at the heart of traditional disciplines, it
rzakes the task of teaching thinking an aif-coliege concern rather than the burden

and property of single department or division of the college, and students resonate will
to the spproach.

The greatest problem with thisapproach is that it requires faculty to set aside
considerable time for the stuay of student cognitive development, teaching/learning
styles, and the thought structure and discourse of their own field. Further, it requires
that faculty risk dialogue across disciplines sbout teaching in their own field. Anyone
sttempting to replicate this approach should expect some psychological resistance from
the faculty, some skepticism sbout “ali this pedagogy-stuff.” fear that content loss will
not be worth any cognitive gains, and doubt that the immense amount of time required
of faculty to muke the re-vision will be worth it.

The 120 ECC faculty who worked so hard to make this project a success vill tell you ,
though I doubt in one voice, it was worth it--for us and for our students.

(id




Thinking Across the Curriculum
A Project of the Bast Central Colieges (ECC)]

Fund for the Improvement of Post Secondary Education
Grant # E-G00841209

Narrative Summary of Project Activities
(What We Did)
November 1985-December 1988

The activities described below were undertaken to achieve two goals:

1) help facuity improve and snhance their ability to teach
thinking in traditional content courses already part of the
curricula of the East Central Colleges;

2) enable students to improve and enhance their thinking and
reasoning skills by concentrating on the thought processes
required of them in a variety of courses across the curriculum.

Planning Activities

During the fall and spring of academic year 1985-86 the cz mpus
coordinators of the East Central Colleges (ECC) writing project met regularly
and often with the Project Director to design and implement Stage One of the
project. In all, 8 meetings were held between November and May. At these
meetings the coordinators developed “job descriptions” for themselves and
for faculty participants in the project (see Appendix A), planned the first
workshops, and discussed plans for evaluating the project. As part of our
planning effort, the Coordinators and campus evaluation experts met with
our project consultant on evaluation, Dr. 6!en Rogers of Alverno College, in
April of 1986. He listened to us articulate our needs and concerns and
arranged to meet with the Project Director at Alverno in June to present a
plan for evaluating the project. (See Appendix B for evaluation plan and
assessment forms.)

Once the Coordinators had developed a “job description” for faculty
participants, each campus was asked to recruit its first team of participants.
As per our proposal, the teams were selected by the Dean of the Faculty on
each campus to insure that the teams were interdisciplinary and were

| At the time of this grant, eight colleges were part of the consortium: Bethany College
(WV), Heidelberg College, Hiram College, Marietta College, Mount Union College,
Muskingum College, Otterbein College, and Westminter College (PA).
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composed of persons with sufficient credibility on campus to insure
institutionalization of the project. Eight persons were recruited from each of
the eight campuses for Team One. Team Two was recruited in the same way.
Some campuses selected them at the same time, others waited until the fall
of 1986 to select Team Two. (see Appendix C for a list of faculty
participants). Team One included representatives from 18 departments; 32
were senior faculty; 13 were department chairs; 14 had attended workshops
on critical thinking at the University of Chicago or elsewhere. The
composition of Team Two was similar to that of Team One.

Deans at several ECC colleges expressed concern about how the theoretical
works of Perry, Kolb and others could be translated into curricular and
extra-curricular programs that would have a measurable on academic life.
To address this issue and provide project participants with a “report from
the trenches” look at the project we had undertaken; the Deans agreed to
fund a workshop on cross-campus implementation of the Perry model. The
Deans of all eight colleges were invited to attend this meeting, as were all 64
faculty participants. The workshop was presented on 26 Rpril 1989 at
Marietta College. Professor Bruce Willats of Dominican College (San
Raphael, CA) fed the workshop and reported on the results of his work at
Domincan. The workshop was most helpful to us, alerting us to both
possibilities and problems that might lie ahead.

May 25 and 26, after six months of careful planning, we held our first first
workshop on the teaching of thinking across the curriculum. The workshop
was held at Bethany College. Workshop leaders were Drs. Faith Gablenick
(then at the University of Maryland; presently Dean of the Honors

Program, Western Michigan Unlversity) and Robert Rodgers (Ohlo State
University).

The purpose of the May 25-26, 1986 Workshop was to provide the 64
faculty participants with access to the skills and theories they would need as
they revised a traditional, content-based course in their effort to improve
thinking in their classroom. Prior to the workshop the participants were sent
a packet of materials which included articles by Kolb, Perry and others on
teaching/learning styles, student cognitive development mode:s, etc. They
were all asked to complete both Kolb's Learning Style Inventory and the
Myers-Briggs Type Inventory. At the workshop Gablenick and Rogers
helped facilty examine various theories of cognitive development (special
attention was given to the work of William Perry), interpret the inventories
they had taken, and then apply the theories and models they had studied to
specific teaching/learning situations. Most of session one was spent on
"theories and models”; most of session two was spent on the nuts and bolts of

‘v
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teaching. Time was aiso spent on how to do effective syllabus building and
syllabus revision. Throughout the whole workshop, the central focus was on
how knowledge of student cognition and of teaching/learning styles relate to
the effective teaching of "thinking" in a content based course. At this
workshop, in keeping with the philosophy of this project, our main concern
was with the "process” of cognition, rather than with specific thinking

strategies, and with methods of teaching which facilitate rather than retard
this process.

During the summer of 1986 each faculty participant revised a regular,
content-based course so as to make it a course which self-consciously
focused on thought processes in the field and helped students to increase the
sophistication with which they could think and work in that field. Each
faculty member spend approximately one month revising the course. What
made this effort at course revision special was:

1) facuity had prior training in student cognitive development
and could revise their course to match the probable cognitive level
of the students enrolled in their class;

2) faculty had advance training in alternative teaching/learning
styles and preference (including an awareness of their own
preferences and biases) and were able to consider alternative
teaching/learning strategies as they developed course assignments;

3) faculty worked together regularly in interdisciplinary groups to
evaluate, critique, and test out each other’s revised materials;

4) faculty were able to review their course revisions with Project
Consultant, Faith Gabelnick, and with off-campus peers prior 10
implementing the course.

In August 1986 Faith Gabelnick met with participants in small groups i0
review course revisions. These sessions held on August 7 and 8 at Bethany
College and on August 12 and 13 at Hiram College allowed each participant
to receive feed-back on proposed revision from Professor Gabelnick and
from peers. Two to three weeks of summer remained for faculty to
incorporate suggestions into final course revisions.

On 27 September 1986 Team One participants met at Marietta College to
share what they had learned as they revised their courses. This was a nuts
and boits "showcase meeting" at which individuals presented specific
strategies they had designed to improve teaching in a course.

[
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During the fall and early winter of 1986-87 the Project Director met with
Campus Coordinators to evaluate the first phase of the project and to pian
activities for 1987. Our primary “data base" for the evaluation was the
extensive self-reflection on the project provided from abstracts faculty
submitted of journals they kept while revising and teaching their courses.
Reflection on the fine presentations made at the Marietta showcase, these
journals, and information gathered in conversation with Team One
participants let us to conclude that:

1) Team Two would benefit from a meeting with Team One for

a "showcase” presentation and for an orientation to the project

by those who had been through it--to that end plans were made
to hold a meeting of both teams in Bethany on February 7-8, 1989.

2) Evaluations suggested that there was a need for some kind of
mass, inter-campus orientation to the Project. This we thought we
could incorporate into the Pebruary workshop.

3) Evaluations suggested that our spring workshop for Team Two
could be improved it it was extended by one day and included
sessions which focused on teaching strategies designed for teaching
thinking in specific fields.

4) Bvaluations suggested that the East Centra! Colleges couid help
faculty improve the teaching of thinking in content based courses if it
couid provide faculty with opportunities to study method and theory
in their discipline, with an eye on how to articulate method and theory
to students at the undergraduate level.

4) Faculty self-assessment indicated that this was a very successful
facuity development program and seemed to have improved thinking
in the classroom. (See Appendix D for data base.)

The workshop held at Bethany on February 7-8, 1989 allowed members of
Team One to share their successes with each other and Team Two; provided
a mass forum for the Director to orient members of Team Two to the project
and their role in it; time for members of Teams One and Two to discuss the
project within field and across campuses; and'a chance for Professor
Gablenick to prepare Team Two for their workshop on thinking, learning,
and course revision scheduled for April 1987.

)
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Team Two met at Bethany on April 4,5,6. The content was similar to that
of May 1986. Again the focus was on cognitive development (especially the
work of William Perry), teaching learning/strategies (Kolb, Myers-Briggs,
etc.) and procedures for course revision likely to improve student thinking
within the confines of a traditional, content-based course. Our workshop
leaders were Dr. Gabelnick and Drs. Kathe Taylor and Bill Moore. In addition,
we also selected members of Team One to present "nuts and bolts" sessions
on strategies for teaching thinking within specific disciplines.

During the summer of 1987 facuity participants on Team Twu (seven per
coliege) worked individually and in interdisciplinary groups to revise a
regular, content-based course so as to make it a course which self-
consciously focused on through processes in the field and helped students to
increase the sophistication with which they could think and work in that
field. Asin 1986, each person worked for approximately one month. In
August of 1987 members of Team Two met with Professor Gabelnick, first

at Heideiberg College, then at Westminster College) and she reviewed and
evaluated their course revisions.

From the fall of 1986 through the summer of 1987, Professor Gabelnick and
Projector Director Grimes carefully reviewed and discussed the growing body
of material produced by participants in the project: course syllabai, class
assignments, abstracts from faculty journals, and presentations at showcases
and workshops. They served as a screening committee {o select presentation
for the October 16-17, 1987 “Showcase™ at Otterbein College. They
also decided to video tape interviews with a small group of Project
participants in an effori to better understand the cause, extent, and nature of
the faculty renswal which the Project seemed to elicit. The presentations
were among the best made and many were videotaped. (See Appendix E
for a catalogue of interviews and presentations videotaped at Otterbein.
Copies are available, at cost, upon request.)

The last meeting of project participants was held on March 12-13 at
Mohican State Park Lodge in Ohio. Again, we used the time to showcase
work by project participants. The highlight of the meeting, however, was a
presentation by and conversations with Willlam Perry. The quality of
work presented at this meeting is very high and included very interesting

reports from the sciences. Final evaluation materials were distributed and
formal, funded, project activities ended.

Theory and Philosophy Underiying the East Central College
Project in the Teaching of Thinking Across the Curriculum
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(Why We Did It)
THINKING ARCROSS THE CURRICULUM: A Project of the East Central Colleges

Several assumptions shaped the plan we adopted and implemented. First,
we assumed that thinking, like writing, was a complex process and not
merely a neat set of definable skills. Second, we as*umed that students
came to understand this process slowly and only after repeated exposure
and experience with the process. Third, we assumed that students entered
into the process at different stages of cognitive development and carried
with them different understandings of what it meant to think, to learn, and
to know. Finally, we assumed that lively thought was always contextual and
relational; therefore, it is best understood in particular disciplinary contexts
and in specific thinking environments.

Because of our assumptions, we rejected the wide-spread idea that students
should take a course ja"critical thinking" or choose from among a list of
courses a single coursz with a special “critical thinking component.” Rather,
consistent with our process model, we elected to saturate the curriculum
with courses conscionsly designed to foster self-conscious thinking among
our students. In such a setting, we thought students would have a variety of
experiences with "thinking" in various contexts, under different conditions,
at different developmental stages, and even by different names. Further,
students would, ideally, take courses designed to encourage thinking in each
of their fours years of college.

To accomplish this end, the 8 ECC colleges selected 15 faculty from each of
eight campuses (representing 15-30% of the full-time facuity) and asked
them to attend workshops on teaching, learning, and cognitive development
and to spend most of one summer revising a traditional discipline-based
course $o0 that course could and would foster self-conscious thinking. We
were assisted by Professor Faith Gabelnick {our constitant par excellence]
and a host of workshop leaders, including William G. Perry. Presently 120
courses have been revised thoroughly and completely . Faculty report that
they have seriously reworked many others and have infected colleagues
with their zeal to revise courses designed to encourage and support seif-
conscious thinking on the part of students.

More interesting than what we have done (design a program for teaching
thinking across the curriculum), I think, is how we have done it. We have
done it by paying careful attention to three things:

--how students think and learn

--how we as faculty think, learn, and teach

- <’\
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--how people within our area of study learn, think, and know.

To give shape to this process, | have designed what I call “a mantra for the
teaching of thinking." It goes as follows:

I TEACH STUDENTS TO THINK ABOUT AND THROUGH (SUBJECT/COURSE)
I TBACH STUDENTS TO THINK ABOUT AND THROUGH (SUBJECT/COURSE)
1 TEACH STUDENTS TO THINK ABOUT AND THROUGH (SUBJECT/COURSE)
I TEACH STUDENTS TO THINK ABOUT AND THROUGH (SUBJECT/COURSE
I TEACH STUDENTS TO THINK ABOUT & THROUGH (SUBJECY/COURSE)

An explication of this mantra will do much to explain the "how" of our
project. To begin with the obvious, it is "I* who teach my students. And "I"
have been trained to think in the discourse of a particular discipline; “I" have
definite learning style preferences: “I" approach the task of thinking and
knowing with a life style shaped by years of experience and experiment. "1"
do not come neutral or neutered into the classroom. "I" am a presence and a
power in the classroom capable of facilitating or frustrating the thought
processes of my students. My awareness of how 1" prefer to think and
know, and my ability to articulate how "I" prefer to think and know, will
greatly influence whether or not thinking is facilitated or frustrated in my
class. To heip faculty come to terms with the "I" who teaches, we have used
both David A. Kolb's Lecrning Style Inventory and the Myers-Briggs Type
Inventory. From this exnerience, faculty have come to see how deeply "I"'s
preferences influence teaching style, assignments, and classroom activities
(or inactivities, as the case may be).

I TRACH. At all of the ECC colleges, that is the center of faculty life. And if
the center does not hold .. .. But hold it can so long as we take  edagogy as
seriously as we take the subject matter that we teach. In our proposal to
FIPSE we admitted that our graduate education did not adequately prepare
most of us to be teachers. So our project has provided faculty with an
opportunity to learn more about teaching techniques and to discuss and
share teaching strategies with colleagues from various disciplines. Again we
have discovered the obvious: faculty become energized and empowered
when and as they find an audience enthusiastic about the nuts and bolts of
teaching.




STUDENTS. I teach students. How often I hear colleagues say, "I teach
English” or "I teach Physics.” Yet I do not know any dedicated teachers who
really want to think and know in a room empty of students, however
frustrating teaching can be when the learners are present as dense and solid
mass. Still, for most of the ECC faculty, graduate school was not a place
where "the student” was a topic for discussion. Ideas were at the center of
that world. But in any good class, the student must be the center around
which thinking, knowing, and learning turn. So, we have tried hard in our
project to know more about how students think and learn. To that end, we
have explored the work of Jean Piaget, David Kolb, William Perry, Carol
Gilligan, and others; and we have used information gathered on such
instruments as Kolb's Learning Style Inventory, the Myers-Briggs Type
Inventory, and Widick and Knefelkamp's Measure of Intellectual
Development. While many models have helped us tc better understand our
students, this project was focused on the work of William Perry in particular.

The n.  ira sentence is a very complex one. It deliberately stretches out a
commonplace academic response to the question, what do you do? And
because it does o, the last half of the mantra makes clear three very
important things about the teaching of thinking. First, thinking occurs in a
very complex context. A teacher/learner context. A teaching/learning
context. And a thinking/discourse context that is discipline specific
(sometime even course specific). TO TRINK IS TO THINK IN CONTEXT.
Different skill sets, different frames of reference, different methodologies,
different domains of discourse take center stage as thinking is played out in
first one arena of thought and then another.

Indeed, as one moves to the last phrase in the mantra. it is possible to
consider THINKING AS CONTEXT. To speak personally for a moment,
when [ try to lead students into the intricate process of thinking about a
poem, I am forced to admit with Marshall McLuhan that the medium is the
message. Good thinking in biology will not do over here. Neither will good
thinking is sociology. The context has changed and my students and 1 must
come to grips with thinking in and as this new context. This is where
constant and vigorous study within our disciplines pays off for us as
teachers. We are the experts we need when it comes time to articulate for
our students the nature of thinking in and as the context and contour of our
field. Sometimes, however, as we discovered in our project, we neglect to
build into our courses both the time and the strategies needed to insure that
students learn to “think about and through” our discipline. Rather, we short-
circuit matters and just teach “chemistry” or "mathematics.” The result is
frustration: frustration as too few students come to know and appreciate the




theory of the discipline that so excites us; further frustration as many
students memorize and forget the "materials” we teach. Here our project
suggests that, at least in some key courses in every department, the
exploration of the process of thinking in the field must be central to the
course. If we expect a very high order of thinking in our field, one
“methods” course won't do it. For this reason, thinking across the curriculum
is not only an agenda for the curriculum as a whole, it would appear to be an
important item to put on departmental agendas as well.

Finally, a word about faculty response to this cross-curriculum thinking
project. Journal abstracts submitted by faculty bear constarit testimony to
their renewal as teachers and to the empowerment they have been given
now that they do more than "teach a subject.” Some say that it is by far the
best faculty renewal experience they have had to date. Second, ECC faculty
report that the emphasis on who teachers and learners are, and on how they
teach and learn has significantly and positively altered the environment in
which they teach.

When teaching becomes contextual and relational, rather than content
bound, affection touches the learning and thinking process. The resulit, |
suggest, is love: fove fce each other, love for learning, a love of thinking, and
love of the subject matter itself. That is where we have arrived at the end of
our project. Not a bad ending, we think, from which to begin.

Evatuation of the ECC Thinking Across the Curricutum
(What We Have Aceo-m{;?and Why Think This Is So)
This project has two primary goals:
1) to increase the higher order reasoning skills of our students

2) to improve the quality of teaching in BCC courses,
particularly as it relates to the teaching of thinking

Our effort to assess our progress toward meeting goal number one




(development of student thinking abilities) has taken two forms. One a self-
reportorial analysis of thinking and learning in courses redesigned as part of
this project. The other, a complex , objective longitudinal assessment of
student cognitive developmeni and their acquisition of thmkmg skills. Both
assessment procedures are discussed below.

Description of BCC Longitudinal Study of the Impact of “Thinking
Across the Curriculum Project”

In consultation with Glen Rogers of Alverno College, the ECC has designed a
longitudinal study to measure the impact of this project on the cognitive
development and thinking ability of our students. This study has begun but
no useful results will be available untii 1992 or 1993. Professor John Hull,
Chr. of Psychology at Bethany College has agreed to coordinate the study.

On all eight campuses, the Classes of 1990, 1991, and 1992 were given the
Watson-Glaser Critical Thinking Appraisal (Form A) as entering freshmen.
As freshmen they were also given the Widick and Knefelkamp Measure of
Intellectual Development (MID) test (essay AP). Students will take these
same tests again at the end of their senior year. Working hypothesis:
an effective cross-curriculum approach to the teaching of thinking should
increase the aggregate score on these tests year by year as more and more

courses in the curriculum are designed to consciously promote higher order
reasoning.

Thinking Across the Curriculum
Student Perception of Courses

At the end of Fall Term 1988, faculty members participating in the Thinking
Across the Curriculum project asked students to describe their experience as
thinkers and learners in the newly designed courses. The results of this

survey are reported below. (For survey forms and data summaries see
Appendin F).

00 faculty from 6 of 8 ECC colleges surveyed students

00 26 of the 120 faculty (21%) surveyed classes

00 502 students were surveyed

00 class size ranged from 8 to 49, avg. class size = 19

00 courses from 13 different fields were included in the survey

(piolegy, education, music, English, religion, phiiesephy, histery, chemistry, gsychology,
interdisciplinary studies, political science, business/ecencmics, and French)
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Nature of the Statistical Report:

Students responded to 15 questions about their experience in the course. In
an effoct to determine the intensity of student response to the questions
asked, a 1-7 rating scale was used. In a further effort to determine the
intensity of student response and to filter out fuzzy answers and eliminate
student bias toward favorable responses, I reviewed the data provided by
students and then calculated and reported in the table below the percentage
of students in each class who assigned a 6 or 7 rating [very intense positive
response] to the guestion.

Highlighted below are those items in the survey to which over 50% of the
students surveyed rated 6 or 7 on the scale. Also highlighted are those with
very intense negative responses. _

TABLE ONE - INTENSITY OF STUDENT RESPONSE TO COURSE

OUTCOMES
PARY ONE
Te what extent, if any, did this course make a difference in each of the following?
Scale of Response: nooe | 2 3 4 5 6 7 greatly
1. How you think 33% - 6-7 rating
sbout what you know
2. How you respond - 30 % - 6-7 rating
to differences in opinion
3. How you discuss ideas 41% = 6-7 rating
with others.
4. How your think about 34% - 6-7 rating
what you do.
PART TWO
To what extent, if any, are each of the following characteristic of you as a learner?
Scate of Response:; none | 2 3 4 b 6 ? greatly
S. [ ask questions even 292 - 6-7 rating
if there may be some risk.
6. 1piace the burden for 3% - 6-7 rating
learaing on my teacher.
7. 1 assess my won strengths SET -~ 6-7 rating
and set |y von learning goals.
8. | apply what | lears sutside 562 - 6-7 rating
the classroom.

b A
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PARY THREE

To what extent, il any, did this course require you to do any of the following?
Scale of Response: none | 2 3 4 5 6 7 greatly
9. Think about your own 43% - 6-7 rating

values.

10. Think about what 58 - 6-7 ratiag

you know.

11. Memorize course 36% - 6-7 rating

material,

12. Think about why others 46% - 6-7 rating

think diflecently.

13. Think about how the facts 42% - 6-7 rating

oc idess in this course were

obtained or came about.

14. Consider contradictory 513 = 67 rating

facts.

15. integrate what your are 68% - 6-7 rating

{earning into course papers

or activities [Eg. labs, field
experiences, research projects).

Observations, Conclusions, and Speculations Based on the Student
Survey

First, let me be quick to ray that student response to all 26 courses
was quite favorable. When [ speak here of the five most successful and the
S least successful courses, 1 am distinguishing among courses which were all
well received. Better than average teaching seems to have been the case in
all courses, but even within the dominion of good teaching some courses
stood out from the crowd as exceptionally succsssful "thinking across the
curriculum” models, at least from the perspective of our students.

The students surveyed perceive themselves to be active, independent
thinking people. More than half of the students surveyed reported
agreement with all indicators related 17 active, critical thinking (see Table
One above).

Rurther, very intense responses were recorded ir: response to 8 of the 15
indicators (see figures highlighted above). In these 8 categories, more than
haif of the students in each class registered the most intense or next most
intense response available to them (6 or 7 if positive; 1 or 2 if negative).

-
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Student Learning Styles - Intense Positive/Negative Responses

Students enrolled in these courses reported themselves to be independent
learners who place the burden of learning of themselves and not on their
teacher (94%); said they assessed their own strengths and set their own
learning goals (51%); and attempted to apply what they learn in settings
outside the classroom (56%). Although they describe themselves as active,
independent learners who do make connections between the classroom and
the larger world, they also indicated that their activity and independence
were circumscribed by intellectual caution. 71% indicated with intensity
that they would NOT ask questions if there might be some risk. What this
information suggests is that, aithough the students surveyed perceive
themselves to be active, independent learners, for them active, independent
learning is a risky business. Therefore a supportive learning environment
needs to be encouraged or, as these students suggest, they may forfeit their
own preference for independence and activity in favor of academic passivity
and its lower risks. This finding cannot be over emphasized in the context of
this project. Faculty narrative reports and workshop presentations again
and again made clear that the content of most courses, if taught in
conjunction with an examination of discourse and theory in the field,
provides plenty of disequilibrium and challenge for our students. We no not
need to do anything extra to challenge them, our traditional content-based
courses do that just fine. What has most often hindered thinking is student
caution when confronted with the risks of serious learning as we present it.
Therefore, if we are to encourage students to venture out into the risky
world of independent, active thinking/learning we must attend carefully to
how we structure their venture. A major task for the teacher in this model
is to provide students with guidelines for establishing intellectual direction
and control as they attempt to think their way to order in the chaos of our
disciplines. Challenge, it appears, will take care of itself in content-based
courses. But the support needed to meet the challenge will not be present
for most students unless we who teach are careful to provide them with
procedures, strategies, discourse, and theory from our field appropriate to
the challenges posed them in the classroom.

The Teaching of Thinking - Intense Positive & Negative Responses

Of the seven items (9-15) which explicitly focus on the teaching of thinking,
students made intense responses to 4 items (10, 11, 14, 15). Given the
traditional, disciplinary, content base from ‘which thinking is taught in this
project it was heartening to find 58% of our students though the courses
required them to "think about what they know." Further, students indicated

-~
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that the courses were effective in challenging them to “"consider contrary
facts, (51%) a major goal of faculty teaching in this project. Also, students
reported that the courses required considerable integration of abstract
learning into some sort of intellectual product (paper, field experience, etc.).
Finally, 64% of the students surveyed indicated that courses they took did
not focus on the memorization of course material. However, an examination
of the five most successful courses and the five least successful courses
suggests that student response to this item, however intensely felt, matters
little to the actual effectiveness of the course as a course in thinking. Three
of the top five courses required considerable memorization, earning
responses of 83,64, and 50%. Three of the bottom five also required
considerable memorization (84, 67, 59% - see APPENDIX F for Table Two).

Table Two is a very important data base for our study because it sorts

l the 26 well-taught courses into those perceived to be most and least

successful by the students enrolied in them. The precentages recorded in

Table Two, like those in Table One, reflect the intensity of student response
l to the statements made. Only statements to which 50% or more of the class

gave 6 or 7 (conversely, 1 Or 2) ratings were deemed truly intense reponses
l to the statement. Rave responses, rather than solid affirmations, were

necessary for a statement to be raised up from the study as particularly

significant. Through this “rave response” factoring, the five most successful
l courses were separated from the 5 least successful courses.

What distinguished the most successful from the least successful
courses, as courses in the teaching of thinking is:

1) the degree to which the course encourages thought about what you
know (most successful courses: 92,73, 88,73, 68% vs. least
successful courses: 1, 23, 45, 42, 25%);

2) assignments which require the students to integrate what they
are learning into course papers or activities (top courses: 100, 73, 88,
73, 87 vs. bottom courses: 45, 50, 59, 21, 30).

A comparison of most and least successful courses in this study also indicates
that in the most successful courses students reported with much more
intensity that they were required to think about their own values, about
why others think differently, and about how facts or ideas were obtained in
the course than did students in the less successful courses.

Although the matter of class size is something of a slippery fish in this data
base, it appears that class size does have some effect on courses designed to

“t




designed to teach thinking. Of the five most successful courses, only one had
an enrollment of 20 students or more (Introduction to Literature - 31). Of

the five least successful courses, all had 20 or more students. The largest
had 49.

Our survey does not suggest that one field of study lends itself better to
the teaching of thinking than another. The five most successful courses
included the sciences (zoology), social sciences (education - human growth
and development), the fine arts (music and culture) and the humanities
(composition; introduction to literature). The five least successful courses
included the social sciences (economics), foreign languages (French I),
professional study (accounting), and humanities (literature). Although
certain skill based courses (accounting, foreign languages) may not easily be
taught as courses in thinking, factors such as conscious reflection of what one
knows and how one comes to know it, active integration exercises, and

attention to value questions seem more important than specific disciplinary
content.

Pacuity Assessment of Project Activities

In the spring of 1988 project members were surveyed about their
experience in the project and asked to rank order the factors which were
most important to their success in the critical thinking project. 30
participants responded. The result was as follows (from most to least
important - survey form and data base attached in Appendix G):

onh

. critique of syllabus by outside consultant and by collcagues
(summer work groups, August meetings with Gabelnick)

individual reading

discussions of reading with colleagues (summer work groups)

AW N

presentations by colleagues on other ECC campuses

“

choice of course to revise
6. outside consultants

6. outside consultants

It should be noted that these items were rather evenly rated. Most notable
was the extremely high rating assigned to the “zritique of syllabus by

o
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It should be roted that these items were rather evenly rated. Most notable
was the extremely high rating assigned to the “critique of syllabus by
colleagues and consultant” and the much lower rating of “outside
consultants,” meaning the speakers brought in for workshop sessions
[Professor Gabelnick being the exception, participants in the project c2:e to
regard Professor Gabelnick as a wise and trusted colleague and not as a
outside consultant]. From this survey it would appear that the summer work
sessions in interdisciplinary groups were the heartbeat of the project. The
active critique of syllabus and assignments by peers from outside one's
discipline is mentioned again and again in faculty jouras! abstracis as a most
significant faculty development and renewal experience.

Paculty Development and Renewal in the Contex? of iae ECC
Thinking Across the Curriculum Project

The assessment of this aspect of the project has been through self-reports of
two sorts. Pirst, faculty were asked to keep journals as they went through
the experience of inventing, or redesigning, a traditional content-based
course so that it would self-consciously foster the use of higher order
reasoning skills. Second, ten faculty participants were interviewed
(videotaped) at the Otterbein Workshop in October 1987. A representative
selection of comments from the journal abstracts follows. Selected journal
abstracts and course syllabi are included in Appendix H.

SELECTIONS FROM JOURNAL ABSTRACTS AND COMMENTS BY FRCULTY
PARTICIPANTS

00 I realize that difforent poople learn in different ways

0D I realize that learning style is strongly influenced by developmental stages
00 I have a heightened awareness of the vario.s developmental levels of
students and of their thinking/problem solving sbilities

00 I became quite conscious of various stages of cognitive development among
students and of their varied learning styles; this awareness had an effect on
how | made exams, approached problems in class, and dealt with studentsas
individuals.

DO The sharing of ideas with colleagues was quite valusble.

00 I have an increased awarsness of the importance of individual differences
among my students.

00 I though that I gained significantly in developing an understanding of

the process of student emotional, ethical and intellectual growth. | also learned
to appreciate how students differ in their approaches to learning. Most of all,
through extensive discussions and interactions with fellow faculty members
from a variety of schools, | leaned many new teaching approaches and
strategies - 8 number of which have proven to be quite effective and well
received by students.

DO I have come to recognize students as people different from me and have

.,
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development and learning styles.

00 This project forced me to think about how I present material and ideas to

students and how to better tailor information and activities 0 that they can

understand what is being requested and become more independent as learners.

00 I apprecisted the rich learning thet came from interaction with colleagues

through exchanges focused on the revision of syllabi.

OO0 The exchange of ideas with other faculty--both at my institution and at

other consortium schools--was most beneficial.

00 Most important was an increased awareness of techniques for promoting

the maturstion of student thought processes.

00 I became more sensitive to the different learning styles of students and

therefore to the different problems students have in learning technical and

snalytical material. :

00 I could communicate with studentsbetter. My assignments were

differentisted to fit learning styles and cognitive development stages.

OO0 I have some overall sense that | am teaching less material but teaching it

with greater impact--students are making it their own because of the room now

given to central thinking skills: reading, discussing, writing, evaluating.

OO0 I came to understand that learning to think hasa strong emotional

dimension; that not covering everything is OK (however, it is curious that I do

cover more than I used to).

00 This has been the most valuable experience relating to my profession that

I have had in my 11 years of college teaching. It not only helped me to

understand students, but also myseif as well.

00 The most important thing I learned wasthe very simple notion that our

students noed rather detailed and specific helps in order to significantly

improve their inteliectual processes in any given discipline.

00 I came to realize that I needed to be more aware of student thought processes

g th:‘yn customarily occur before I could move students to higher levels of
hinking.

00 I now have procedures for moving students from where they are to where |

want them to be.

00 In seversl ways, I came to focus less on factual knowledge and more on the

thinking process. This could be seen in the type of questions that I asked both

in class and on tests. Both I and the students came to a deoper appreciation of

anslysis, synthesis and evaluation of material.

00 I think my concentration of the Perry studies has made me more aware of

where my students are in their cognitive development. I see them as

individuals struggling with philosphy's challenge to their limited and rigidly

absolutistic worlds (most of them are clearly dualists). I could see the confusion

and frustration in their faces. So | have been inclined to encourage them

with more explanation, statements to give perspective, to lot them know that

they are not alone in what they are experiencing and that if they persevere

they will grow ss a result of their confusion and frustration.

00 In thinking about higher order reasoning in light of the cogaitive

development of the learner, | became much more sensitive to the student's

world-view, [this is] I believe the most significant part of the project.




Continuation of the ECC Thinking Across the Curricutum
Project

Pians for Institutionalization at Individual Colleges

Copies of plans to institutionalize the project at 5 of the 8 schools are
attached in Appendix I. A brief summary of plans follow.

Bethany College--Bethany College will conduct a two-day workshop on the
teaching of thinking across the curriculum every other year, beginning in
1990. It will be modeled after workshops designed for the FIPSE grant,
required of new faculty, and available to all faculty. Also, during the
summer of 1988 Bethany college, at its own expense, trained a third team of
faculty members.

It has now trained 34% of its faculty in methods for the teaching of thinking
across the curriculum. Faculty from the project continue to revise the courses
they teach to encourage thinking across the curriculum.

Heldelberg--Like Bethany, Heidelberg has developed a workshop on critical
thinking for new faculty which will be offered each year. In addition, a
FIPSE funded faculty development program at Heidelberg (“The TACT
Mentor Program: A Dual Introduction Into College Teaching”) includes
material on cognitive development and critical thinking in its college
teaching seminars. Paculty from the project continue to revise the courses
they teach to encourage thinking across the curricufum.,

Hiram College--The teaching of thinking is being integrated into many
courses as the college completes a total revision of its general education
program. This extensive curriculum revision undertaking is funded by NEH.

Marietta--The teaching of thinking is being emphasized as the Freshman
year course is revised. Faculty who teach these courses will be encourage to
participate in critical thinking workshops to be sponsored by the Freshman
Year Program as an aid to facuity development. Als0, faculty who wish to
offer courses in the newly established MacDonough Center for Leadership
and Business will be encouraged to develop them according to critical
thinking guidelines and will be offered stipends for participating in critical
thinking workshops. Finally, a recently received Lilly grant for faculty
development will spur further faculty participation in future critical thinking
programs.
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M. Union--With the assistance of a Quill Grant, Mt Union has begun to offer
trainitg in the teaching of thinking to all its faculy.

Muskingum--The teaching of thinking will be integrated into a new revision
of the core curriculum, Liberal Arts Essentials. New faculty will be
introduced to the thinking project during their orientation. Faculty will be
supported to attend workshops of the teaching of thinking within and
outside the ECC. Funds will be made available to computerize student
learning profiles.

Otterbein--Like Bethany, Otterbein aiso trained a third team of faculty at its
own expense during the summer of 1988. Presently there are plans to train
teams four and five in 1989 and 1990. The Faculty Development committee
is very supportive of the thinking project and have incorporated ideas from
it into a grant proposal to the Lilly Foundation. Three members of this
committee are project participants. Also, the director of Integrative Studies
(core curriculum) at Otterbein is a project participant and has encouraged
incorporation of key ideas from the project into new core courses.

Plans for Consortium Based Institutionalization of the Project

In addition to the plans made to keep the project alive on individual
campuses, successful efforts have been undertaken to institutionalize the
project at the consortium level. The consortium is responsible for
completing, analyzing, and interpreting the longitudinal evaluation. This
activity will insure consortium commitment to the project at least through
1993. Purther, BCC director, Nancy Siferd, has assumed responsibility for
developing and funding summer seminars designed to help faculty master
and articulate “thinking" [method and theory] within disciplines, a key
element in our plan for the teaching of thinking across the curriculum. Two
grants from the National Endowment for the Humanities have already been
secured to fund such seminars. The first NEH seminar was held at Princeton
University during the summer of 1987. This four week seminar dealt with
theory of narrative and was attended by ECC faculty in English, philosophy,
history, religious studies, music, and foreign languages. NEH has funded a
second seminar on issues in contemporary philosophy to be held during the
summer of 1987. Like the FIPSE project, these seminars are both designed
to help faculty acquire new materials and to stimulate faculty renewal. Total
attendance at the two seminars will be approximately 60.

Project Dissemination:
A List of Activities

PORY |




Certainly much of the dissemination activity of this project was intra-college
and inter-college within the ECC (newsletters, faculty forums, faculty
workshops). Because the intra-college and inter-college activities took place
with full institutional support at all ECC colleges 600-700 faculty members
became familiar with what we were doing and were able to adapt it as they
saw fit into their own teaching. Anecdotal information indicates that project
faculty revised many, if not all, of the courses they teach so as to make them
self-conscious forums for the teaching of thinking. Project faculty also
indicate that colleagues not in the project did in fact learn from them and
revise courses to reflect goals and strategies of this project. This happened
most frequently in “core curriculum” courses and often with institutional
support and planning.

Efforts were also made to disseminate information about the project beyond
the consortium. A list of such activities follows.

Consultancies, Workshops, and Presentations (made by the project
director):

00 Associstion of American Colleges (January 1986) invited presentation

00 University of Cincinnati (April 1986) Forum for Department Heads

00 Miami University (Ohio) wkshop: (Nov. 1986) Lilly Conference of Teaching

00 Univ. Southern Mississippi. 2 day workshop. Humaanities Faculty (Oct. 1987)

00 Univ. Southern Mississippi. 2 day workshop. Humanities Faculty(April 1988)

D0 George Mason Univ. Conf. on Non-Traditional and Interdisciplinary
Learning. (paper co-authored by Grimes and Naacy Siferd--see
Appeadix J). April 1988,

0D Phillips University. 2 day workshop. Masterworks Seminar. July 1988,

OO Nosthern Toxas University Conf. of Humanities. Octobor 1988. Paper in
Appeadix J)

DO National Conference on Intellectual Skills. Grand Rapids, MI. November
1988. Papers by Grimes and Siferd. Abstract sttached in Appeadix J.

DD Southern Humanities Conference, Feb. 1989. See article in Appeadix J.

Networking with Colleagues and with Funding Organizations

00 send materizl on request to 50-60 collegesand high schools.

0O Atverno College Workshop on Critical Thinking (Projoct Director,
Grimes invited participant) June 1986.

0O presentation by ECC Director, Naacy Siferd, Council for Interinstitutional
Leadership, Boston. October 1987.

00 presentation by Siferd and Project Consultaant, Faith Gabelnick, Northeast
Region Directors of Honors Colleges Workshop. University of
Rhode Island. April 1988,

DO VWorkshops in Humanistic Narrative. 2 four-week workshops for 16 faculty
each. Funded by NEH. Princeton. June-July 1987.

OO0 The TACT-Mentor Program: A Dual Introduction Into College Teaching.

20




Funded by FIPSE beginning fall 1988. Heidelberg College.
00 Quill Graat from CIC for Workshop of Critical Thinking. Mt. Union.Fall 1987,
OO0 “Epistemology and the Liberal Arts." a6 week vorkshop to be held at
Western Michigan University, summer of 1990. Funded by NEH.
00 “Tools for Scientific Thinking Project.” Robert Tease of Muskingum
College, project participant. Funded by FIPSE. Grant * DTD 060986.

Newsletters and other publications:

00 Attached in Appeadix K are two newsletters indicative of general
newsletter coverage of the Project.

00 A specisl newsletter which will include the summary of this report,
sample assignments, some evaluation data, eic. is in preparation and

will be submitted under separate cover.

00 Articles for a monograph have been solicited and collected--search fora
publisher is in progress.

00 Videotapes will be made available at cost on request.




APPENDIX A

00 job description - facuity participants
00 job description - campus coordinators
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TASK DESCRIPTION
FOR FACULTY MEMBERS
ON WORKSHOP/STUDY/COURSE REVISION TEAMS

1. undertake and complete all assignments preparatory to workshops
(readings, activities, group discussions)

2. attend and actively participate in all workshops {(2-day workshop, May
25,26 ; consultant visit on either August 6 or 7, 1-day workshop,
September 27, and one day workshop to be scheduled in Spring 1987)

3. spend 4 weeks during the summer studying developmental theory and
methods for teaching higher order reasoning

4. in 1ight of your study, revise a course that you normally teach so as to
make sure that it helps students develop and improve higher order
reasoning/critical thinking skills

S. meet with our consultant during August to review your syilabus and to
ask questions relevant to your course revision project

6. implement the revised course in Fail Term
7. participate in the FIPSE evaluation project (attend follow-up

workshops as noted above, administer tests to your class, share data with
the ECCC/PIPSE project)

8. assist your Project Coordinator as he/she works to institutionalize
this project on your campus

N
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TASK DESCRIPTION FOR

CAMPUS COORDINATORS OF FIPSE SPONSORED
ECCC CRITICAL THINKING PROJECT

7 DECEMBER 1985

1. serve as laison between the Project Director and the various campuses

2. serve gs advisory board to the Project Director ( helping with on-going evaluation, calendar
and scheduling, grant revision and extension, etc.)

3. translate and interpret the project and its primary goals to your campus, especially to thase
faculty who will participate actively in the project

4. work with your Dean to make sure that facuity are recruited to participate in workshops and
study/course revision project (8 to begin in the summer of 1986, 7 more in the
summer of 1987) - alist of faculty workshop/study/course revision teams should be sent
by Campus Coordinators to the Project Director on or before | Februsry of each yesr

S. prepare faculty workshop/study/course revision tesms on your campus for active

participation in the spring/summer workshep (distribute bibliography, readings,

assignments--hoid small group discussion sessions of materials distributed in advance of the
workshop, etc.)

6. coordinate the summer study/course revision activity on your campus during the summers of
1986 and 1987 (assist individual faculty, arrange group study sesstons and sessions to review

syliabus revision, etc.); special efforts will need to be made in 1987 to insure that the 1987
team learns from the 1986 team

7. be amember of the 1986 study/course revision team from your campus
and revise a course to be taught in 1986

8. attend all project workshops

9. encourage your campus library and media center to ecquire resource materiai related to the
project

10. suggest and devise activities on your campus complementary to the FIPSE project
11. suggest and help impiement ECCC activities complementary to the FiPSE project
12. coordinate evaluation activities on your campus

13. spearhead the institutionalization of the project on your campus

o




APPENDIX B

00 evaluation pians (longitudinal and
student /faculty perception studies

00 assessment instruments used for
the longitudinal study
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TEST 1: INFERENCE

DIRECTIONS
EXAMPLE
. . . - 'x‘- h l.i l. 1 l.'- o l . TeSt1
An inference is a conclusion a person can drar from cer- wo hundred students in thor cardy teens T PTID P F
. . . volu —-'-; . N a rece Ok e -
tain observed or supposed facts. For example, if the lights oluntarily attended a recent weekend st DE000
. 1 ) 1 . be heard coming from dent conference in a Midwestern dn, At
; are on m a housc :Ul(‘ II‘lllTl(‘ can be heard ¢ _ml 1§ tro this conference. the topics of race relations TPTIDPFF
the house, & person might infer that someone is at home. and means of achieving lasting world peace 200000
But this inference may or may not be correct. Possibly were discussed, sinee these were the prob- TPTIDPFF
the people in the house did not turn the lights and the lems the swdents seleceed as being most | 3] 0 B 0 [
radio off when theyv left the house. vl in woday’s world. 46 "[]"' 'DD '[’]" F
. . . . 1. As & group. the studenits whe attended
In this test, cach exeredse begins with a statement of 4 group y o dttende l
; this conference showed a keenetr interest T PTID PFF
facts that you ave to vegard as true. After cach state- in broad social problems than do most | 5§ 0 1 [
ment of facts you will find several possible inferences— other students in their early teens.

that is, conclusions that some persons might draw from
the stated facts. Examine cach inference separately, and
make a decision as to its degree of truth or falsity,

For cach inference vou will find spaces on the an-
swer sheet labeled T, PT, ID, PF, and F. For cach in-
ference make a mark on the answer sheet under the
appropriate heading as follows:

2. The majorits of the studens had not previously discussed
the conference topics in their schools.

3. The students came fiom all sections of the counury.

4, The students discussed mainly labor relations problems.

5. Some teenage students felt it worthwhile to discuss piob-
lems of race relations and ways of achicving world peace.

. . . In the above example, inference 1 is probably true
N T if vou think the inference is definitely TRUE; that - ) . P . I .

. ’ (PT) because (as is common knowledge) most people in

it properly follows bevond a reasonable doubt from . ) -
: . their carly teens do not show so much serious concern

the statemnent of facts given. . . .
with broad social problems. It cannot be considered de-
L . . . . finitely true from the facts given because these facts do

PT if, in the light of the facts given, vou think the in-

not tell how much concern other voung teenagers may
have. It is also possible that some of the students volun-
teered to attend mainly because they wanted a weekend
outing.

Inference 2 is probably false (PF) because the stu-
dents’ growing awareness of these topics probably stemmed
at least in part from discussions with teachers and class-
mates.

ference is PROBABLY TRUE; that it is more likely
tc be true than false.

ID if vou decide that there are INSUFFICIENT DATA;
that vou cannot tell from the facts given whether the
inference is Hikely to be true or {alse; if the facts pro-
vide no basis for judging one way or the other.

There is no cvidence for inference 3. Thus there are
insufficient data (ID) for making a judgment on the
matter.

PF if, in the light of the facts given, vou think the in-
ference is PROBABLY FALSE; that it is more likely

to be false than true. . - . .
Inference 1 iy definitely false (F) because it 1s given

in the statement ol facts that the topics of race relations
and means of achieving world peace were the problems
chosen for discussion.

F if vou think the inference is definitely FALSE; that
it is wrong, either because it misinterprets the facts
given, or because it contradicts the facts or necessary

] Inference 5 necessarily follows trom the given facts;
inferences from those facts.

it therefore is true (T).

In the exercdises that follow, more than one of the
inferences from a given statement of facts may be true
(T, or false (F). or probably true (P1). or probably false
(PF). or have insathcicnt data (ID) to warrant any con-
Jdusion. Thus vou are to judge each inference indepen-
dently.

Make a heavy black mark in the space under the
heading that vou think best desartbes cach interence. If
vou change an answer, erise it thoroughly. Make no extra

Sometimes, in deciding whether an inference is prob-
ably truc or probably false, vou will have to use certain
commonly accepted knowledge or information that prac-
tically every person has. This will be illustrated in the
example that follows.

Look at the example in the next column; the correct

Q

ERIC

Aruitoxt provided by Eic:

amswers are indicated in the block at the right.

BEST COPY AVAILABLE

marks on the answer sheet.

~ N Go on to the next page b

oty




R ! DEVELQP

The attached essay/s deal with how you as an individual think about
certain issues. There are no right or wrong responses; what is important is
that you present as clearly as you can the way you think about the issue.

Before responding to the essay/s, please provide us with the basic
information below. Such information is heipful in identifying differences
among groups of people and will be held in strict confidence. At no time
will it be used to identify you as an individual, aithough your code
number or social security number may be used to facilitate a follow-up
contact with you in the future.

NAME(OPTIONAL) DATE
SOC!IAL SECURITY NUMBER

(or STUDENT CODE NUMBER)

SEX: FEMALE_ MALE AGE RACE

MAJOR(!f UNDECIDED, SO STATE)

CLASSIFICATION(check one)

Freshman______ Junior.
Sophomore— Senior.

Grad Student__
Other.

© 1974
Carele C. Yidisk & L. Lee Knefelk:zmp ~
Q ‘tm,cmrfcmm«mmlm s




ESSAY AP Student Code Number_ __ —— S

Describe a class that would represent the ideal learning environment
tor you, Please be as specific and concrets as possible about what this
class would include: we want you to go into as much detail as you
think is necsssary to describe clearly this ideal class. For example, you
might want to discuss what the content or suhject matter would be,
the evaluation procedures that would be used, the dernands on you as
a student, what the teacher/s would be like, and so cn. Flease include
your explanations for why your description is *ideal® for you.




RECOMMENDATIONS FOR EVALUATION

IN THE
EAST CENTRAL COLLEGE CONSORTIUM

FIPSE CRITICAL THINKING PROJECT

Glen Rogers
Office of Research and Evaluation
Alverno College

June 5, 1986
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Appendix A

Core Project-Wide Measures for the Longitudinal Outcome Study

The Critical Thinking Appraisal fulfills the interest expressed
by project members in a nationally normed measure of critical
thinking. Moreover, this measure corresponds well to the basic
abilities included in the project participants' definitions of
critical thinking. T believe it has a higher content validity for a
liberal arts Faculty relative to the Cornell Critical Thinking Test.
Unlike the Cornell, the Critical Thinking Appraisal has identified
some subscales, which may make the analyses more meaningful., I
recommend an open-ended written mode of measurement for Perry, because
the project wide reliance upon interview data would be too costly,
while reliance on an a close~ended preference task, which would be
only weakly validated, would yield data unreflective of the potential
of the students to reason for themselves at a Perry stage.

I am still investigating the characteristics of two divergent
options for measuring Perry in a written mode. The training time for
raters would be relatively feasible for those already familiar with
the Perry system:

(1) The Measure of Epistemological Reflection (MER), which
utilizes a short answer format, may require as much as 70 to 90
minutes to administer. Although the philosophy behind its measurement
is fetching, the MER has a shorter history of use. The authors offer
a rater training service that is essentially free of charge. One
issue that has arisen is the negotiation of agreements to the
contractual rights to the data, as the permission to use the MER
may involve inextricably giving up some rights to the data. Marcia
Baxter-Magolda, one of the authors of the MER, feels she is able to
score protocols at a rate that is equivalent to eight individuals per
hour.

(2) The Measure of Vocational, Educational, and Personal Issues
(MVEPI), also widely known as the Measure of Intellectual Development
(MID), may require 45 to 50 minutes to administer, if participants are
asked to complete essays A, B, and C. At least one other stimulus
essay exists. I am still discussing the best mix of stimulus essays
for MID scoring. Bill Moore at Longwood College in Farmville,
Virginia, reports that their service will score MID essays at $4 each.
Alternatively, Bill Moore, for a consulting fee of probably less than
$1000 (not including expenses for three trips), is available for
training raters in the MID. Although the Mentkowski, Moeser, and
Strait (1983) two-volume publication on Perry has yet to be
systematically evaluated for its rater training capabilities, these
volumes offer still another alternative for gaining expertise in
rating the MID. The well trained rater might average 10 minutes for
scoring an essay. The process of reaching inter-rater consensus would
take a few minutes more. Permission by one of the authors to use the
MID stimulus essays is required. Although rights to the data may
again be an issue, they so far appear less severe than with the MER,




16

having to do with protecting the rater service or establishing norms.
As one alternative to possible restrictions on the use of the MID, we
could explore the possibility of creating our own unique set of
stimulus essays based upon Perry's work. One disadvantage to this
strategy is that norms are accumulating on the MID.

Reports of inter-rater reliability for both the MID and MER
appear acceptable. The complexity of the scoring systems defies an
easy summary of these figures, but inter-rater correlations of .70 and
.80, respectively, are reasonable representations of the reliability
of the scoring.

It should be pointed out that both the MER and MID are generally
felt to be less adequate at measuring Perry stages of reasoning when
compared to a systematic interview format, where probe questions can
be used to identify reasoning structures. Karen Kitchener and
Patricia King have developed and validated their Reflective Judgment
Interview to the point that it is the standard for the field.
Inter-rater reliability has been reported as high as .96 in one study
and as low as .51 in another (see Mines, 1982). Individual colleges
should consider buttressing their contribution to the proposed
longitudinal study with such an interview, but, of course, it cannot
be administered in a group setting. Patricia King suggests that the
reliability of the interview may be such that a 15 minute dilemma
discussion may be sufficient for accurate scoring.

Finally, it must be also acknowledged that the epistemological
and ethical development model of Perry is still being developed,
especially in regard to the upper levels of development. Divergent
characterizations of the upper levels of development remain, but
research suggests that an undergraduate population will be at lower
stages of development, Although the validity of the essay measurement
strategies, which are the most efficient and which offer the best
chance of standardization of administration across the project, will
remain a discussible point, the MID has been correlated with interview
measures, r = 74 and .76, which is a substantial indication of its
validity as a measurement strategy.

The project evaluation would be strengthened if an effective
measure of content knowledge in the major discipline was available for
implementing as a baseline measure. Such a measure would address the
concerns of some project participants that fccusing on abilities may
limit the coverage of content. The effective design of such a set of
disciplinary content measures will present many difficulties and the
need to implement it as a baseline measure is immediate. Therefore,
project participants will need to quickly decide whether they will
want to commit to this instrument development task.

AT
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3401 S. 39th Street

Milwaukee, Wi
A 53215-4020
Aiverno College (414) 382-6000

Larry Grimes

Professor of English

and Director of ECC/FIPSE

Thinking Across the Curriculum Project
Bethany College

Bethany, West Virginia

September 8, 1988
Dear Larry,

I am thinking a few written words might be of some help to you. The
selection of the narratives for inclusion in the project might include
a number of different selection criteria. You might consider the

following criteria a jumping off place for your thinking and
discussions about the narrative selection:

Narrative Selection Criteria

o Compelling Narratives. This would include narratives that
recount compelling early successes and narratives that recount
compelling adjustments and later successes. The determination
of the successfulness would be judged by the panel of judges who
evaluate the compellingness of the narration.

0 Inclusion of Relevant Data. This data could be either
quantitative or qualitative. In many ways this criteria
overlaps with the above. The first-party account of the
instructor is one form of data that may be more or less
compelling. Data or accounts of student perceptions and
outcomes could also be more or less compelling.

o0 Characterization of Problem Areas. This criteria is the mirror
image of the criteria c¢f successful implementation considered
under compelling narratives. Because inclusion of problems is
less obvious than inclusion of exemplars of success I will
elaborate a little more. Inclusion of some narratives that
represent the range of experiences on the project would have
several benefits that may be considered as sub-criteria. (1)
Inclusion: The experience of legitimate efforts that did not
bear fruit would give all project members a sense of inclusion.
(2) Accuracy: The representation of the range of project
experiences would give a fuller depiction of the project. (3)
Realism: The representation of less successful attempts would
give a sense of realism to the set of narratives as a whole, and
provide a ground for comparison of successful and less
successful experiences. {4) Areas For Improvement: This
sub-criteria is a central reason for giving a range of
experiences. There may be lessons to be learned from less
successful interventions. Such narratives may suggest

[ 2 W'
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alternative strategies by identifying important problem areas in
implementation that could be avoided or resolved.

Rating of Narratives For Correlation With Student Perceptions

The primary purpose for collecting data on student perceptions of the
courses taught by project members is to validate the narratives from
another source that is independent of the narrative. If the
narratives are valid and generalizable accounts of outcomes, it would
be expected that compelling accounts of success in the narratives
would be associated with student perceptions of critical thinking
interventions and outcomes in the instructors subsequent teaching of
lhe course. 1In order to make this relationship between narratives and
student perceptions as efficiently as possible, it makes sense to rate
the narratives on relevant criteria as part of the process of
selecting narratives.

Rating of the narratives implies some consensus on the use of the
rating scales and definitions of criteria. This implies consensus
discussions among raters/selectors. A small sub-group might develop
the criteria and their application out of consensus discussions
following independent rating. The product would be consensus criteria
and a plan for bringing in and training other raters. The process
could also begin with all of the raters involved, if logistics and
resources permit. In fact, as I think about it, the selection process
ties in best with this process of developing criteria and their
application. The actual rating for purposes of correlation would,

than, be carried out by two individuals who had participated in the
criteria/selection process.

One counter-argument to interpreting a correlation between student
perceptions and instructor narratives as indicative of a project
related effect is that such a correlation might simply reflect
pre—-existing instructor differences. In other words, the instructors
who were already the best teachers might write the best narratives
and, then, as usual, be rated high by students. Fortunately, the
narratives themselves provide accounts of project effects. This
suggests that for the purpose of demonstrating the effect of the
project via narrative/perception correlations, the panel of judges
should quantitatively rate the degree to which the narrative shows the
impact of the project on the instructor/course. One remaining refuge
for the skeptic of the impact of the project would be that those who
are likely to change as a result of projects are the best teachers
who, as usual, get the best ratings. I don't know how this could ever

be headed off, but this refuge, at least, invites the skeptic to be a
changer.

Highest Regards,
/

. Sooen -
Glen Rogers, PhD
Research Associate
Office of Research
and Evaluation
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ADDENDUM

Project va. Non-Project Participation Comparisons

With regard to the fielding of a project wide student perceptions
instrument, project versus non-project comparisons seem intractably
problematic. Again, the differences in student ratings of project and
non-project members may be based upon differences that exist
independent of project impact. This is because better teachers may

have been chosen by deans to participate or volunteered to
participate.

The pre-existing differences between instructors who have and have not
participated in the project cannot be separated from project impact
when you do not have have the narratives from non-project
participants. (Within project comparisons can deal with this problem
I believe. Recall that rating the narratives for degree of project
impact was an avenue for showing dif ferential project impact within
project participants. I expect that the narratives across instructors
will contain better evidence for project impact in some courses
relative to others, as well as showing raw differences in quality of
outcomes and instruction within the courses. Together, each of these

differences supports the within project comparison to the student
ratings.)

There may be another strategy, however, that would support comparisons
between project participants and non-participants. You might be able
to compare evaluations of instructors on existing course evaluation
forms at each campus. In this manner, it would be shown that project
participation is associated with improved student perceptions
independent of pre-existing differences between instructors. Of
course, this presumes that the evaluation forms are sensitive to
critical thinking activities and outcomes in courses. Some may argue
that the course evaluation were not sensitive to critical thinking
course interventions. There is the advantage that a broad measure
might be a better indicator of the range of outcomes in the course.
So, existing course evaluations might head off concerns of foregone
benefits in the wake of the critical thinking intiatives. Changes in

the forms across the campus during the project could be another
obstacle, however.

Another concern arising from the comparison of project and non-project
participant participants is that non-project participants may find it
invidious no matter how its <one. This would work against your goal
of including them in the project. I expect skeptics would not accept
an interpretation of an d=ta analysis that they have not been
participants in desi;ning and, so, non-participating skeptics are a
rough audience to convince with imperfect data. I do feel, however,
that the narratives may increase interest in joining the thinking
across the curriculum effort, even for skeptics. Through their
narratives, I think the project participants can be the ambassadors of
the project, and correlating student perceptions with their

perceptions would help give them the authority they need to make their
case.

The central point of this digression is that the appropriate
comparison for showing project impact is changes through time that are
associated with project participation. This is as true for the




perception data as for other data. These changes through time could
be associated with time of project participation, or with project
versus non-project participation. I feel, comparison between project
and non-project participants at a single point in time would likely
raise for the project, however, the thorny topic of pre-existing
differences without helping to answer it. In contrast, the narratives
are themselves embedded descriptions of changes through time.

Attachment: lLetter to John Hull.
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00 tist of project participants, aiphebeticat
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APPENDIX D

00 written summary evatuations of project, Year |
--Marietta College
--Mount Union *Joliege
--Westminster College

00 representative sample of journal abstracts, Year |
--Steve Kramer (Abnormal Psych.)
Thomas (Intro. to Philosophy)
--]ohn Benz (Advanced Writing, sytlubus inctuded)
--Katherine Coram (Intro. to Social Work Practice)
--Phyilis Kitzerow {Criminology)
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WESTMINSTER -

Co-ordinator's Summary Statement for
First Year of FIPSE Critical Thinking Proiject

Both as co-ordinator of the Westminster effort and as a
faculty member participating in that effort, I have found the vear of
work to be very productive in the enhancement and refinement of my
approach to the teaching of critical thinking.

I am an historian and the course with which I chose to
experiment was the Social and Intellectual History of the United
States. The choice was prompted by two considerations: first, it is
a course which, by inherent definition, cannot be of real benefit to
students unless they are capable of thinking with critical understan-
ding. Second, it is the course with which I am most confident that I
have achieved success in the encouragement of critical thinking by
students during the years in which it has been offered.

Recause the course is the one to which I have most inten-
sively .ppiied critical thinking techniques, I found that, as prepared
for Fall Term, 1986, I did not include any new procedures or resources
directly derivative of the present project. However, I did substan-
tially modify much of my existing method of course presentation in

accordance with techniques which have been demonstrated to encourage
critical thinking.

Areas in which I believe that the project enhanced the course
include evaluation of student abilities of critical thought and pre-
paration of more precise and more useful syllabi.

Perhaps as valuable as any other aspect of my experience was
the opportunity to learn from and share with others--within Westmin-
ster and across the East Central Consortium.

It is too soon to make effective judgments about the success
of the project bevond the presently evident and very favorable begin-
ning, I detected no difference in student performance during the past
term although the course was very successful based upon student res-
ponse. For all of us, judgment must await long-term tracking of
student development. Similarly, it will be instructive to observe
whether the continuing enthusiasm of fhe first-year term at Westmin-
ster ran be maintained and transmitted to any substantial portion of
the faculty. Such transmission is essential if critical thiniking is
to become a matter of pervasive faculty concern and student benefit.

T believe that, at Westminster, promising present indircations
will be re:nforced by the efforts of the second-rear team which has
begun its vear of studyv. Faculty enthusiasm, student responsiveness
and administration support suggest that momentum toward instilling

greater capacities of critical thought at this instirution will pro-
ceed.




O

-2-

The first-year team at Westminster has met regularly beyvond
the intensive period of preparation during the summer.

Enthusiasm for the project and for what enhancement of cri-
tical thinking abilities among students can accomplish is high.
Indeed, the only "discontent”™ among the members of this group is that,
with the year of formal activity ended, there is uncertainty as to how
best to continue study and development. Members of the group have
searched for promising grant opportunities. To date application has
been made to Project QUILL of the Association of american Colleges.

Some frustration has been experienced because of the need not
to transgress the activities of the second-year team.

In our discussions several comments were made as to the
process of training faculty:

D)

21

3)

+)
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Several are uneasy about the techniques of evaluation.
Greater effort is needed to define the most effective
tests and to demonstrate their validity. Skepticism in
this regard seems most acute among social scientists.

Instruction in svllabus preparation was superb. Faith
Gabelnick has many valuable suggestions and is effective
in transmitting them.

General discussion among faculty as to what problems we
experience in class and how we respond to those problems
was rated as one of the most bereficial aspects of the
project. In that regard the project served as a valuable
tool of faculty development. Members of the Westminster
team were unanimous in that opinion.

Several consider there to have been an excess of theo~-
retical discussion to the exclusion of necessary
practical "how to” instruction.

.

Eugene G. Sharkey
Associate Professor of Historvy
Coordinator, FIPSE Project




PROBLEM LIST -- from Mount Union Thinking Teachers

1. Difficulties in Integrating Perry, Kolb, MBPI

These three approaches to understanding individual
differences and development were invaluable in helping us see
and comprehend the diverse needs of our students. But it is
not easy to utilize the results of Kolb and Myers/Briggs
tests or theory in teaching for movement on the Perry scale.

2. Attempting Too Much

*Perhaps I expected too much--perhaps I attempted too
; much--perhaps I just needed more time with the students."
: This refrain was echoed by several teachers.

3. Tension Between Covering the Material and Teaching Critical Thinking

Apart from the inherent tension here (especially when
"covering the material" means lecturing), it is easier to
lecture--and we are habituated to do so. It takes more work
to cover the material through techniques that encourage
thinking and not just memorizing. Our time and energies are

limited, and out of loyalty to our subject matter we dare not
leave anything out.

4, Amorphous Nature of Critical Thinking Skills

While we can spot thinking abilities in our students
and name some of the processes involved, such skill cannot
be directly and confidently taught. Teaching it certainly
involves negative criticism, and it is not too difficult
to spot poor thinking. But now another problem emerges,

for when we point out to students some faulty reasoning
we generate . . .

5. Student Resentment.

Students (as expected of Dualists) feel we are not
grading their work fairly. Their failures were the
instructor's fault because he/she did not explain clearly
enough just what he/she wanted.
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LNL L ALHL TTI N LN avVHLUH Y TUN

FAarticlioatian int The Lrlelcai inivmklvg #£ryragram resuited
17 & numper or Changes i Lhé way & Taugnt iy Hbhnormal

PSYCNGLIOGGY COUrsSE TN1ls oast term. inls paper wWiil atvemnscv
TS summarilze tnose cnanies as well as evaluate tne averaitl
impact tnat tnls prajlect Nas nNaad on my teacnilnc. ne gacer

will De QlViOe0 17to Three Darts: TNe Changes TMRAT TOoK
piLace, TtThe opraplems encountered, ant The Dereral Canciuslons
reacnec as a result oT my Dartilclpatian 1vn TN1sS oragram.

(1) Lhanges: (ai vue to my particlpation 1 tnhnls
praoject, 1 became mucCnh cliearer apout my oblectives ror thils
course. in otner woras. i gecame nore aware o Wwhnat 1 was
Try1ing To accompllsn 1yr TH1S Course anQ more gerlnlite apout
wnat 1t was tnat L wanteg my studgernts to PlCK up throupn
thelr participaticn i1vn the course. inis area o7 veing ciear
Aabcut my cBbJectives nas beern &8 conslistent weakness ot mine
1r: severali. courses 1vi the oast. {a) My sytlabus cnarnpec
signifticantly alsg, N4t anily 1n tne area or oblectives nelrnng
stateag more cleariy, DUT &l1SC 17 The way 1 statea my
expectations royt My stucents and tne rationale proviagec ror
girrerent Spractilices that 1 Tallowed 1mn tThe course. 1 also
was mnore cilear 1n Tne way i mace varlaus assignments in tne
SYilabuse. 1 removeag scme o7 tne amblioulty tnat nac
Dresenteqa oOroodlens 1rn gast Ccourses. (cy ine 01ggest
cnarges were seer 1 the evaluatlior oOrocess. severai or tne
meTnocs usea 1v TNe eValuatlon JIrcaCess were moclTied to
rerilect more use or Qritical Ttninxklng metnocs. oY examo.e,
tne qQuUestlons useo o exXxamlaatlorns ang on Trne reriectlan
QUEesTions were attenpts To araw nore Crilticas Tninelng Trrom
Tne stugents. (X=¥; it A00L1T1ICY CO UuSivig SUCnh guestilans,
more Time was sdent golnt over TtTne ansSwerse Tto thne test
auestions andg The Varlous respoanses glven to Tne rer.ectlaon
cuestions. IM1S was arn atitempt To SnNowWw Thel wnat was
lnvVaolvec 1 Thninklng critical:ay. (e) LY1 ag0l1Tiay To Thiese
more ocpvicus Chnantes 1 Thne course, 1 Tthnilrk there were
chianges 1n TNe wWay |1, LJoKeg at resdonsSes wdt iy o Tne
TeSTS. DUT a:8a 17 CLasS. L was petter abie T recoariloe
ci1frerent stapges ¢t cognltilve cevelopment rer.ecteo 1iv THE
AnSwers giver 0y the stugents ana consecuertly, better agLe
TO resoontc To tnem.

Uutsilce oT These Cnanges., 1 con’ T Thlrnk There were uiary
CThEe™ ChnantCes 1 the aClfua. C.assroaddn actlvities, (O]
sSunnarize tne Cnanbes cnal Taor Dilade. Trnefs LT wou.o I
rairm TO say tnat oSt o7 Tae CrnanGes tTaar glAaCEe 1 CAg wa v/
TNE SEVY.i.ADUE WadS L1dald Ut &nC 10 a8 way TNAT TR eVeal uat oo

T TNELT Learnliid was assescsea.

o Hraglemes encounterea: L.O8T e Were Teveral Dl Curs
ThAaT . enCounieret reiateéc To aiy oG&. of 1MCreEasinl TS
Cr1T1CaL Tl QT my STLQernTw. LAY urne SOrmDlien wal Gy

TCendernCy ¢ &..C0w The 1MNIrtance Jo1U Qavearind Cercain

C3  BESTOPY AVAILABLE

- Steve ,KMM! ro_
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materiai To OVErsnaoow ThHe Greater 1modrtance o7 realilind
galvs 1 critilcal thlnklng. (0) H Secona GlTTICULITY WAS
That past nab1TsS and ways oT COlnh TALlNGS were aTTEn very
apoea:lvig antc diTricuis To avald. iT W&S NAarc vo Chanue arul
MGT D@ DWiied DACK Oy TNE W&y L 1&d duone Thinas bercre. Ve
iNIrCiy, Ma&Ny STUAENTE real.y Mad & GLTTICULIT T1lme witn
TALMKING CrlT1CAaLllY and 4ic ndT alI0reclate ¢hls TYSEe of
ToaCcusS. ror exampie, . TOumd TN&T TNE assigrnments THAat Tilec
tTo Oraw MOST O The CritlCal TR1Nklng oOT STUDEnTS were tne
aASS10rMEentsS TNAT recelvec Thne MasSt MeRat:ve reactlons rron
tne stucgents. reeabackK 1n The rorm ar stugent evailuations
at the erng T tne Course was gulte rnegative 1 thls area.

{3) berera. Canciucslorns: inis area wiil oOe
suo—glviceq intd rlve partss improaovements redallied,
Wwearmesses, urnariswerec qQuesticns, reallZaticnss arg
lmplilications.

(a) improavements: Severali lmorovements 1v My Teacnlng
were reallized as & resuit T TMls Draject.  Sone were
alluged to 1n the change sectiorn apove arng sSo 1 wWorn’'tT repeat
tnase. {n adgditicon to ThosSe, L wolui@ 1ncluge tne Ffoliowing:
ilri severai ways, | came to ToCUS eSS On Tactual Kriowleage
arnc more or the Tnlnking pracess. inls coulao pe seen 1n tne
tType of Questicns that L askeg 20Ttn 1N Class ana on tests.
Botn L ang the stugents came To a deepeg anpreclaticon of
anaiysis, Syrntn@sls argd evaluatiorn oOT materiai. Ln agoltion
to Ttnls, 1 Decame mMore sernsitlve TS 1ndlvigual alrrerences
1n iearnlng Styi1@S ara stages oT Cogriltive CeveLooment.

(o) weaKnesses: 17y Splte ««T tne 1mbrovements
menticrea, L stili see reea ror impravement 1n several
Areas. FCr example, L STilil GO nal ToCcus enaugn an my
TpDjectives arnad Keep tnem 1n Mming as 1 &n oredaring Tor anc
1rmvolived 1 many CLasses. 1N1s 1S ESDEé‘lai iy True wien 1
TinG myseL!LT gettind Dusy ana nct Navivg tne tlme To red..v
ThRink thvyoughn what 1 want Td accompllsne. 4T 15 v Times
ilke Tnls TtTnNat 1 ternag To rocus on ‘Cdverilivig tne materlial s
evern 1T 1T meéans 11ttie more Tharn teciturlng abdbout 1T. .
rieed to «eep critical thinklirig cDjectives 1rn mlivg at times
like tnis. R secong relateg weawxkness 1€ ny teviaency ta
Torget abcaut critical tNInKing ODJIECT1IVes wnhnen i'm gettaing
pening or wnem i serse tne Cclass 1S tirea of Tnils Tacucs.
Yernaps { reeqg ta Ting a moere Construetive ana 1nterestilng
Way TCo present sodae ot tnese 1d4aeas. L TrhlnikK, Thowgn,. Trnat
my 21ggest weakneéss 1S that [ nave nat yet aeve.LxDea
agdeguate swili 1n nelpinp stugents aeveluand tnerr critlcatl
ThN1rnklnGg SK1llS. 1 Carn oolrnt out Somewnat wnhen 1t's thnere
arig wner 1t 1sn’t, DUt L.0an’t KrnGw oW TS TEACh TNOose who
are not thinkKilind CritlCally Now ToO gG apaut 1T. Some nerely
feel 1’m not Delng T&lir TO Tnem 1 8radlng tneir resoonsSecs.
Some reei Tnat { navern’'t explalneg Whiat L7 LJdxind Taor
Clearly encugn (oernalds trhls 15 Ttruel. BUT SOmMeT ol more
Glrect.iy neeQs (C De Takrlyid JuiacCe here. HOICTOEr weakness
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Aruitoxt provided by Eic:

aCCcurse arter Tasts anag rerlection papers are nanaed Dack ana
we are colng over Them. 1N1S woula seem to e the pest time
TS really 00 Over wWnat woula De more constructive wWavys to
aadresé the questidcrnsS. However, tne atmospnere riever seems
rignt &t Tthilis Ttime. Inei1r gracges are thelr Dlo concern at
thls tTime ang L seéernse that there 1s 11ttie 1nterest arn their
part ta go aver tne gquestions 1 greav agetall. Lonsequertly
we nave yet to realiy make the nmost or thls potential. nls
1S a real pradlem.

\CJ Unanswereq questicns: H Tew TR1ngs that are still
nariglirng that neec ts De ansSwerea more acequately are tne
foLlowing: (1) nNow to really evaiuate Critlcai TRInKing 1n
a way that makes serse to the stugents, (11) now To
erricientiy take 1ntc acccocunt aitterences 1n learnlng style
W1TNoUt 1ncreasing My warkicad sS6 aramatilcaliy ang (111)
Tird Ways or really assessing now much 1mprovement nas taken
place gurirng Ttne Course oT TtThe tarm on tnese criticat
thinklng varlaples.

(g) realizations: 1 nave come realize several tnings
tnrough my partiCipatlor 1n thils project. (1) it 18 nard to
go everything ycu’'ao theoretically L1i1ke to ac. (11) 4t 1s
often cirfticult Tto transliate apstract 10eas 1ntca Dractice.
The reaitities oT what a cLass wlii responag to, NOwW mMucn time
there 1s, etc. makes tnis aqgifricult. (111) it 1s very taime
corsuming to evaluate coritical thinxkling ana alsce mucn more
supjective. it 18 easy to unaerstara wny many professors
stay tocusea on ractual Krniowleage. (1v) it 1S harag To
gesigr gquesticns TNat Tap Criticail Th1nKing SK1lls ana aiso
are reascnably easy tc graage.

(e) lmolications: Several 1mplilicatians nave aireaay
beerr ailiugea To 1 eariler secrtions T TNls Daner. N
AqQdilTtion TO ThnesSe. 1 wouldad 1nciuae tne Tolicwlivigs (1) a2
neeag td DUt STlil More attentlon cn my o0Jlectilves ana tTocus
Qri STICKLIMGO WlITHh TNhEem nore consistent.iyv. (11) i1 neeq To
TiMG some erriclent ways oT Taklng clrrerent learning sty.ies
ang stages ar Cooriltive gevelooment 1nta account wnen L
agaesign Doi:n activities ana evaiuatiorn materlials. 1111) Py
rieea ta adevelcg nore 1nterestilng arng Constructlve Classracd
activities that tap critica:l TNInKlrng SKliLlS. (1vy 1 rneeq
TS Tid & Detter way orf golng Gver tests anc <ther
evaiuartlon mavrterlals SO tnat stugdents car galv errectively
rom Thnert. (v) L neead TO camtlinue THl1lS Crltilcas TNiImKing
TOCUS anC carry 1Tt 1nta atner coursec. L Dlarn TS QO SO TN1s
CIM1lnc Term wnern 1 teacn rHFersonaillty.

uverall, L1 am aware tnat tnilis nas oeen a valuaole
exgerience ror mne. 1 KHNGw Ttnat 1 Nnave galrnec 1in several
ways. LT 1€ 1mportant To recansiger ogericQlcally wnat we
are a.lng 1 the varilicus courses we are teacnling anc use
tTNls Ta revamo Jur aporcacn. 1T ~ee80s e allve ana mMarec
caurt course a rar more vailuwaole experience.
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EVALUATION OF CRITICAL THINKING COURSE

Introduction to Philosophy -- George Thomas, Mount Union College

Fall semester, 1986

I designed my course as one in the philosophy of life,
following Socrates' dicta "Know thyself" and "The unexamined life
is not worth living." We used James Christian’s textbook,
PHILOSOPHY: AN INTRODUCTION TO THE ART OF WONDERING. In addition
to five tests and three papers, the students engaged in a series
of class exercises, participated regularly in small discussion
groups, and wrote self-assessment reports on what they learned

about themselves (on which I commented extensively).

The critical thinking model that I used was the Perry_
scheme. I organized the course -- group discussions, class
exercises, and written work -- around Perry’s principles of
support and challenge. And I aimed it primarily at students in
Perry’s first three stages, incorporating some options for those °

in the next two stages.

Now that the course is over and I have studied the student
evaluations of the course, I hav; several insights on the
effectiveness of my project. The students unanimously found the
detailed syllabus helpful. They commented that they knew exactly

what all the class policies were, and that they knew exactly what




to do and when to do it. I was not surprised by their liking the

explicit syllabus.

What did surprise me was that most of the students said that
I was very sensitive to their needs and was always available when
needed. I did talk to a few befofe and after class occasionally;
but I don’t think I had more than three or four conferences (out
of twenty-eight students) the entire semester! After puzzling
over these comments, that I have not been getting in the past, I
decided that they may reflect a change in me as a result my
critical thinking study. I think my concentration on the Perry
studies has made me more aware of where my students are in their
development. I see them as individuals struggling with
philosophy’s challenge to their limited and rigidly absolutistic
worlds (most of them are clearly dualists). I could see the
confusion and frustration in their faces. So I have been
inclined to encourage them with more explanation, statements to
give perspective, to let them know that they are not alone in
what they are experiencing and that if they perQevere they will
grow as a result of their confusion and frustration. This is

conjecture on my part, but I think I am right.

One thing that seemed to help the students was personal
anecdotes. I shared experiences from my own life, from students
in past classes (unnamed and from years ago, of course), and
discussed changes and crises that they themselves can expect when

they grow older. Directly related to this, we did a class




exercise in conjunction with a chapter in the textbook on "Life
As A Whole." I had them do a life inventory covering their lives
from birth to death (projected, obviously). Having to step back
and take an overview of their whole life, they were able to see
where they were going -- and if they were going nowhere, they

could see that too. They became more gspecific and less general

about their hopes and goals.

I also dealt explicitly with the problem of authority. This
related to a recurring theme in the textbook, the problem of
autonomy (in connection with separation anxiety, laws and
conscience, ethical decisions, religious views, self-identity,
knowledge-claims, etc.). We did several class exercises focusing
on this theme. More importantly, I frequently used my lecture-
discu;sion method of presentation as a laboratory in which I
deliberately taught them how to relate to an authority figure --
me. I retained my authority status but openly invited them to
challenge me in an assertive but not aggressive way. They not

only learned from this; they enjoyed it.

In their self-assessments, the students repeatedly expressed
appreciation for the small discussion groups. They §aid that
discussing not only points in the textbook but also related
aspects of their own lives deepened their friendships with those
in the group whom they already knew, and opened up new

friendships that continued even outside of class.




We can see from the above that my approach was very strong
on support; however, my planned challenges did not work as well.
I gave alternative paper topics for each paper, one dualistic and
one more relativistic; and allowed the students to self-select
one. For the first paper, six of twenty-eight chose the more
relativistic topic -- they did not do well with it. For the
second paper, only one student chaose the relativistic topic --
she did poorly on it. For the next paper, I withdrew the option

and had them all do the dualistic paper.

Still, there were some successful elements of challenge in
the course. I think that the small discussion groups challenged
some of the students. Several reported that hearing the views of
others so openly expressed affected their own views. Especially
effective in this respect was a discussion of an ethical issue
similar to the famous "alligator river" story, but with three
explicit ethical positions provided half way through the
discussion to provide a context. Many students reported being
surprised and displeased at their own legalism or formalism, and

some reported revising their views as a result of the group

discussion.

Philosophy itself is a challenge to students’ thinking. A
common evaluation of my course has always been that "it makes you
think." This class was no exception. Most of the students said
that it was an intellectually stimulating and provocative class,

and that it disturbed their usual way of thinking.

o




This last comment suggests to me that despi*e the failure of

some of my deliberate attempts to incorporate elements of
challenge into my course, the support that I gave students as a
result of my study of the Perry scheme provided an excellent

balance to the challenge already inherent in philosophy itself.

Go




Journal Abstract

John Bienz

The paragraphs below are numbered to correspond to the assign-
ments that are described starting on page three of Appendix A at the
end of this "Journal Abstract." Appendix A should be read before
the abstract. Appendix B is a syllabus for a new course that I am
teaching for the first time this semester (Spring, 1987). This new
course, Advanced Writing, is taken mostly by upperclass students.
Since according to the Perry model these students are more likely to
be multiplists, I have set up the course from the start to ask
students to assume multiple viewpoints. Only toward the end of the
course will students be asked to evaluate themselves and clarify
what they can of an emerging adult personality as they look forward
to entering a career. In many ways the syllabus for the new course
reflects the concepts in the "Strategy" in Appendix A.

1) While this assignment worked well as a warm-up exercise,
getting the members of the class to understand one another a little
better and helpihg them feel more comfortable with one another, it
probably contributed the least to the research project. The reason

is probably that the distance between the topics chosen for research
.(SDI, for example) simply seemed too far removed from students'
personal experience for them to see a way to carry over the techni-
ques of this assignment to the later one.

2) For this assignment I used the film MASK. I chose this
movie because on an emotional level many freshmen seem to respond

very strongly to it and because it presents multiple, sharply

c"\
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conflicting points of view on one issue: the social integration of
a person with an extreme deformity. In general I was surprised at
how well students succeeded in representing diverse points of view
without taking sides. Many were able to capture the style and
thought of both the calmly bureaucratic principal and the unre-
strained and self-involved mother convincingly.

3) This assignment was, I believe, the most useful. Probably
as a result of the impossed structure of this paper (as described in

the "strategy"), many students began to sound like contextual

relativists. The use of concessions also proved very helpful in
shaping more thoughtful research papers later in the course.

4) For this project, I allowed students to take several
articles all on the same topic (e.g.. three articles on AIDS). This
was a mistake since it was too easy. In the future I would prefer
to require that the headlines at least of the articles synthesized
have no obvious common topic.

5) I think many students found this to be the most difficult
of the assignments, and in general, I did not feel many students
were able to see much more than the most conspicuous hidden assump-
tions. I suspect the problem is a lack of wide experience and
information on the part of the students. Nonetheless, I like the
assignment even if it is only a beginning for most in spotting
unspoken assumptions.

6) Unfortunately, I tended to neglect this project, and the
result was a problem in the research paper. See the next paragraph.

Research Project: Most of the assignments above did seem to

converge in the research project in a way that helped students




generate useful insights into the positions they analyzed. 1In their

evaluations at the end of the semester, many students expressed
appreciation for this pattern. The most consistent success of the
research project, however, as I see it, was the way it closed off
conventional high-school approaches to research that students
otherwise might have been able to carry over mindlessly into this
course. Although students did use note cards and documented
information, Qquotations, etc., they were aware that this project was
unlike any they had done previously and therefore they had to "think
about it," as a number of them wrote in their course evaluations.
Admittedly, I am inferring just what students meant by "think" since
none attempted to articulate any mental process more precisely.
However, if "think" only meant not falling back on habitual patterns
rather than the higher order reasoning abilities Perry writes about,
something has been gained in my judgment. My major disappointment
with the research project, on the other hand, was a tendency for
students to assume that readers knew of their approach and that no
objective clarification was needed. For example, many students
referred to their main sources as the "three authorities" from the
first paragraph of their research papers on as if the personalities
in that triumvirate were common knowledge and as 1if it'ﬂ:f only
eternal and natural that there should be three of them. Perhaps a
dualist will be a dualist, no matter how many contextual relativist

tricks he or she might learn! More seriously, I believe some

progress was made, perhaps in ways that will not become habitually
functional in students' thinking until a later time in their

development. At the very least, I think a fair number of my




students have gained real appreciation for the value of concession

making, 1f only as a persuasive tactic.




ceeiee i i Appendix A -

English 100: College Writing Prcf. Bienz

Fall, 1986 : Chapman Hall 341
Extension 258

The goal of this course is clear and effective expository
writing. EH 100 requires weekly written assignments (of two to
three typed pages) based on classroom discussion and reading, and
a research paper (about 2,500 words). Individual and small group
conferences will help students invent, organize, and express
their ideas.

During most of the semester, the following pattern will be
used:

Monday - paper assignment due in finished form, next
paper assignment made;

Wednesday - reading assignments (or other preparation
assignments) due;

Friday - rough draft of weekly paper due.

All assignments are due at the start of class periods, and all
written assignments must be submitted in person. After finished '
papers have been returned, corrections must be turned in at the
start of the next class period. All finished papers are kept on
file in the English department.

Work on the research paper will begin on October 3 and the
completed paper will be due November 7. A detailed schedule for
the research project will be distributed later in the semester.
One in-class essay (ungraded) and a final examination will
complete the assignments for the semester. The grade for the
course will be based on the following proportions: each weekly
paper will count 1/12 of the semester grade, and the research
paper and the final will each count 1/6. Grades will be lowered
if drafts, preliminary work on the research paper, finished
papers, or corrected papers are not submitted on time. Also,
excessive absences will result in a lower grade in the course.
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Strategy

The syllabus is set up to allow about eight short (two to
three typed pages) papers and a research paper (of about ten
pages). The amount and distribution of writing follows the
pattern our English department has agreed upon for this course.
Beyond these requirements, each of us is free to set up specific
assignments and strategies. My intention this fall is to design
a sequence of assignments that emphasize critical thinking and
that make use of William Perry's research into the cognitive
development of college students. Specifically, I intend to
organize a set of assignments that will make the research project
more valuable as a critical thinking project. 1In the past, I
have too often expected students to move to the level of commit-
ted relativism during the research project (since I have expected
students to take a stand on a controversial issue by developing a
thesis statement even as they fairly presented and evaluated
multiple points of view). At the same time, students have often
seen the research project merely as delving into a subject and
have measured success by such dualist standards as the number of
quotations or notecards used and by the number of pages written.

This fall, prior to beginning the research paper, I would
like to establish two principles through a series of five short-
paper assignments:

1) research is less a delving into a subject than it
is a dialogque with authorities (by "authorities"
I simply mean people who claim to know something -
in the course, this will usually mean published
authors, other students, or myself);

2) what is at stake in this dialogue is not really a
student's "thesis" (a brief and formal statement of a
position) but rather a deeply-rooted point of view
which includes a variety of attitudes and beliefs
built up through the years of the student's life
experience.

My purpose in constructing the five assignments prior to the
research proje_c will be to give students experiences and techni-
ques in clarifying, challenging, and modifying points of view,
both their own and those of others (of other "authorities").
Although I intend to make these purposes explicit to my class
before we begin the research project, I do not intend to belabor
them with theory or strategy until I feel I have reached a point
where the writing they have already done will enable them to
understand these larger goals (here is the main reason for a
short syllabus: I want to save the fuller explanation until I
have set up a basis in experience for understanding it).




while I am not a psychologist, I have tried to break down my
expectations for research into a set of specific "cognitive
abilities." By recalling my past expectations for research, I
have come up with a list of six abilities. This list is not
meant to be complete, but it is intended to emphasize a critical
exchange between competing viewpoints. Also, each ability allows
many approaches. What follows is a list of the six abilities and
proposals for writing projects aimed at teaching each ability.

1) The ability to recognize and present evidence in support
of general statements.

Project: I will share an account of a personal
axperience that taught me (or some other writer) a
valuable truth. I will ask students to share (infor-
mally and orally) similar valuable experiences.
Students will write out their experiences in draft
form, first, for a friend who knew nothing of the
experience (all the details must be told), then, very
briefly for someone who shared or heard of the
experience already (for someone who only needs to be
told the meaning). Finally, students will combine the
two papers (evidence and generalization) into one.

2) The ability to compare and contrast two or more points
of view while withholding judgment about them.

Project: I will show a film twice out of class and
in segments in class. Students will be placed in groups
and asked to take the points of view of characters who
have sharply opposing ideas about an issue in the film.
Students will then write imaginary interviews with two
characters with opposing positions. The students
should not use either character as a mask for their own
points of view, or allow either character to change his
or her mind, or interject any sermonizing or edito-
rializing of the students' own.

3) The ability to make concessions to opponents when they
have a point.

Project: I will provoke a discussion about what
sort of statements make my students angry. I will list
incendiary statements on the board (about ten to
twelve); I will ask students to write these down and
indicate their positions individually (or if they are
neutral on a particular issue, to say so); I will pair
students to place people with sharply opposing view-
points together. Each member of each group will present
her or his position orally to the opponent who will take
notes. Students will then write papers about two-thirds
of which will sum up their opponent's position and make
concessions to it before (in the final one-third) the
student maintains her or his own position.




4) The ability to synthesize two or more published points
of view or to integrate a publlshed point of view with
ideas of one's own.

Project: I will read two opinion columns from cur-
rent newspapers or magazines, and we will discuss
similarities and differences. As a class we will try to
combine them as much as possible. I will then hand out
pairs of opinion essays from published sources, and
students will either synthesize them or integrate them
with a position of their own.

5) The ability to grasp an authority's assumption when they
have not been stated explicitly.

Project: I will distribute mailings (that I am now
collecting) that request money: mailings from political
or religious organizations or from public interest
campaigns, for example. We will discuss - in small
groups and as a class - what is said explicitly in these
mailings and what has to be read between the lines (or
might be read there). ' Each student will write an essay
analyzing the assumptions that he or she can reasonably
infer from one mailing.

6) The ability to present ideas clearly in writing to a
reader who has no knowledge of the student or the
course.

Project: This will be developed parallel with 4 and
5 above: those two papers must be written to be clear
to someone outside the class (even ocutside the college).
For this reason, papers for projects 4 and 5 will be
documented and in third person.

Wwhen this series of projects is completed (or is nearing
completion), I will begin to explain how they are related to
research. My first hope is that the projects will initially seem
interesting and varied in themselves - but I will eventually
explaln my larger goal. What I really hope to provide students
is a rhetoric of invention, one based not on formal "toplcs" or
"categories" of invention (such as definition, comparison and
contrast, cause and effect) but on techniques for drawing out and
challenging attitudes and assumptions. These techniques should
accomplish what the traditional topics of invention were supposed
to do: generate critical analysis. For the research paper, each
student will pick an issue and will be asked to find two kinds of
sources concerning it: those sources that provide factual
information and those that provide a point of view (since these
overlap, I will ask students to classify their sources according
to how they use them). I will not limit informational sources;
sources presenting points of view should be limited to three.
Most of the research paper will discuss these three sources
(using the informational sources only for verification of fact).
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The following criteria should be used to select the three sources:
- credibility of the author as an authority;
- clarity of the writing;
- divergence in point of view from the other sources.

In light of the first five assignments, my hope is that students
will not panic at the thought of using only three main sources
for a ten-page paper. Students, at this point in the course,
should be able to ask of each source (and indeed of each state-
ment in each source) these questions:

1) Do I have any life experiences that would give me
evidence for agreeing or disagreeing with the claims
to truth this authority makes?

2) How is this author's point of view similar to or
different from the other points of view I am con-
sidering? :

3) Can any of the points this author makes be combined with
points my other authors make - or with points of my own?

4) What are the unstated assumptions behind this author's
remarks?

S) 1In areas where I disagree with this author, can I still
grant him or her some ground?

Obviously, not all of these questions will be equally fruitful
for each author; yet I hope with these questions in mind and with
experience in using them, students will be able to generate as
much as one to two typed pages of their own critical analysis
from one carefully chosen statement of one authority, and cer-
tainly ten pages from three published sources.

Following the research project in the final three weeks of
the course (as I read and mark the research papers), students
will write three more short papers less dependent on the project
I have outlined here. Also, from the first week of the semester,
time will be given both in and out of class to such matters as
punctuation, paragraphing, etc.; but I have not discussed these
areas here since they do not reflect my use of Perry.

r_}
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Appendii é

English 245: Advanced Writing Prof. Bienz
Spring, 1987 Chapman Hall 341
Extension 258

The purpose of EH 245 is, of course, to continue to develop
clear, effective expository prose (a life-long endeavcr for all of
us). Another purpose will be to use writing to discover and
clarify different perspectives or points of view, particularly as
these concern your future 1ife's career. Towards these ends, the
course will have three phases outlined below.

Phase I: Getting Out of Your Skin, or Seeing Life as Others See It

Each of these assignments will be written from the perspective
of a person different from yourself or at least from the perspec-
tive of a person in circumstances quite different from your own
present situation. Each assignment will take from about a week to
a week and a half and will involve preparatory reading and/or
interviews, occasional group planning, and in-class analysis of
your rough drafc. The final paper for each assignment will be
about 750 words. The topics of the papers and the dates for each
assignment will be as follows.

January 5 to 14 -
Public Demands and Private Desires: You will analyze conflict
between an individual (not yourself) and his or her tribe.

January 14 to 21 -
A Transexual (Professional) Experience: You will write a reflec-
tive essay on the experience of crossing the biological divide to
see momentarily the career perspectives of the opposite sex.

January 21 to 30 -
radical Decisions: Groups will devise career crisis scenarios.

Each student will be assigned a scenario and must write his or her
strategy for a successful response.

January 30 to February 6 - °
Ordinary Deviance: You will write an essay from the perspective of
someone who of necessity lives on the fringe of social toleration.

February 6 to 13 -

The Company Perspective: You will write an essay from the perspec-

tive of a person in an organization who affirms the boss's point of
view. .

Phase II: Looking into the Future

In this part of the course, each student will select a real
career possibility and, using the perspectives of the assignments
above, examine how the chosen career looks from different points of
view. This part of the course will require interviews with at
least two professionals actively engaged in the career as well as
substantial background reading. The final result will be a class




presentation and a paper (from 2000 to 2500 words) that reveals the
findings of the examination organized according to four or five
distinct perspectives and culminating in your own evaluation of the
career as a way of life. This phase will be scheduled between
February 13 and March 27.

Phase III: Going from Here to There

During the last weeks of the semester, all students will be
involved in a job search process as both employers and as prospec-
tive employees. Details of the process will be made clear at the
start of the project. Among other activities, groups will define
openings and criteria for hiring, resumes. and cover letters will be
exchanged, interviews will be held, and letters of acceptance and
rejection will be prepared and sent. There will also be a self-

evaluation of about 750 woxrds to be written during the last week of
the semester.

It is hoped that this series of assignments will help you
become a cClearer and more critical writar and a more thoughtful and
self~-aware person. The proof of these ends will lie beyond this
course. In the short run, however, the assignments will be graded,
and the result will become a part of your transcript. These
proportions will be used to determine the final grade: each of the
assignments in Phase I, 10%; the career investigation and
presentation, 10%; the career investigation paper, 20%; the items
written as part of the job search process, 15% (this grade will be
based partly on your work as an individual and partly on the work
of the hiring group in which you participate); the final exam, 5%.
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Katherine Coram

Bethany College

BECC Project cf Critical Thinking

First Year Team

Department: Sociology and Social Work

Course Revised: Introduction to Social Work Practice

Journal Abstract




I chese to revise an introductcry ccurse in social work practice. This,
I believed, would enable me to begin revising Zoundation kncwledge and skills,
and through learning from this experience to make necessary revisions in the
courses that follow. Since this is the first sociazl work course for many of
cur majors, it also acquaints them with what is to ccme.

In the rast, content £rom this ccurse was presented primarilvy in lecture
Zormat, with a few in-class exercises and limited vicdeotape exposure. 3asic
cresentation changes, in hope of assisting and stimulating critical thinking
zkills, included: Increased in-class discussicn time, Zournal entries which
engeuraged stucdents to think abcut and respend to course content, and in-
creased use of cutside readings to supplement text information. In addition,
stucdents were coften assigned articles to report on in class. Cuestions or
issues arising Ircm discussion, jocurnals or article reports were actively de-
zated and cenflicting cpinicns were explcred.

The ccurse catline itsell was avtensivelv revised. Cffice hcurs were
—cluded and clarified to set <he zasis Zcr student-instructor interaction
cutsicde the classroam. To enccurage students to read articles listed in the
cutiine, information regarding the articles and their locaticn was added to
he <wext listings. Course cbjectives were reworked to increase ccnsistency
- werding, clarify lanquage, and Zivided according to what students learned
ipcut content as camared to self-xncwledge. Since the zractice of sccial
work nvolves extensive use cf self, critical zthinking skills need ‘o be dev-~
zicred In chis area as well. The next change entailed an adjustment in lan-

Tuage regarding videotape expcsures. The tricr wording left the student with
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Aruitoxt provided by Eic:

=he impressicn that these experiences were graded; therefore, the words

cre- and post-test were replaced with pre- and post-assessment.

The most significant changes on the cutline entailed changes in and
expansions cf semester assigrments, including: (a) the introduction of the
sournal entries; (b) a detailed explanation of the mid-term and final
examinations; and (c) the use of the Kolk system of learning styles to
create an cption for each stvle in the term project assigrment. The
latter change was the most difficult to develop and I remain unsure of its
success, as a.l of the students tested as 'convergers.' (Interestirgly,
Zour of the students opted to co a research paper, and two cdeveloped 'scripts'
utilizing key concepts.)

Final changes :included an expansicn and clarificaticn of the attendance
molicy, and the addition of a grading policy, to clarify expectations and
standarcs empicved in the course.

I spent —uch of the first class period going over and discussing th
course outline, and referred to it periodically throucnout the semester.

It c +o0 pe an anchoring point fcr the class to observe progress cn Cb—
-ectives, reacdings, and assigrments.

2ased cn the experience of “he gast semester, I tlan to make additicnal
changes . this course, including: beginning.the course with the content
-n interviewing skills before moving into crocblem-solving, etc; assigning
-he trocess-rscording/videotape sxperience earlier in the semester; request-
-ing student nctes cn the term croject be submitted Zcr review two weeks
cricr o the Zate of assignment; and changing the titles of term profect
and term assigTment tO semester trcject and process-recording, to clarify

conrusicn.

7¢




The revision of this course, as a fac:lty experience, nas enabled me to

learn about ry teaching/learning styles as campared to those of others and to
ocbserve how these effect course construction and cdevelomment. 3eing exposed
o faculty fram other institutions and a variety of backgrcunds chamced my way
of thinking about teaching this ccurse. The input from others was invaluable
in assistance with course revision and increased knowledge of student learn-
ing styles. The assigned reading materials on Perxy, Kolb, Myers-Briggs,
atc., were helpful as well in develcping and refining teaching skills.

As a ccurse development project, I feel that this experience was most
worttwhile. The revisicns enabled the student to have a clear icdea of what
~hevy would be learning and what would be expected cf them as well. I had
‘ewer questicns cn examinations, assignmerts, readings, etc. than ever be~
fore. In fact, I am so pleased with the results that I am beginning major
revisions in course outlines for spring semester, utilizing what I've learned
this past year.

The change in behavior and attitudes tcward ccurse ccntent was chencmenal.
As cpposed to pricr classes, students were more involved with the sublect
matzar, cften read additional articles, and were trampt in campleting all work.
iddiricnally, I frequently overheard students discussing the course befcre and
after class, and during breaks. Comments by stucdents were cenerally more
cositive, and even though the course is offered in a two-hcur block in late
afterncon, it was much less difficult to keep them cn task.

In cenciusion, I might add that in beginning this Trosect I was samewhat
sverwnelmed and bewildered by the wealth of infzrmation provided to th
=eam :n the initial “raining ceriods. However, cnce discussed with the team
ind worked throuch, it was extremely bensficial in understanding the dynamics

£ +<he classroom behaviors.

Y]
+
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The teaching of -ninking in French courses aads vet another eliement to

~he already wide range of material to be covered,. I chose an intermediate
frencn «oourse for the purposes of this research for a variety of reasons.
Tirst, because it is sucn a nodgepodge of a course I f{igured one more
aspect to the curriculum couid not hurt. Also, the nature of the course 1s
that of review which enabies an instructor a certain amount of flexibility;
the <ourse content shouid have been presented and assimilated reasonably
“eil at the elementarv Level, 3s0 certaln aspects can be dealt with in more
iepth. To this end I introduce a verv strong eiement of French culture.

‘n keeping with guidel:nes established by ETS/ACTFL for proriciency 1in
“orei1gn Tanguages T Hdecidea <o structure *he =syllabus around certain
sul*ural situations or surviwval skills. All che activities of the lesson
were geared at reinforcing or *teaching the necessary skills to accomplish my
goal; that is, all of the vocbulary, Zrammar, readings, drills, etc. were
used as means to this =nd. This, »f «<ourse, called f{for a total
rastructuring of my previous course which included the addition of <certain
activ:itles previously untried and a reordering of the textual material tWe)

~ecnme more approprlate,

t is difficult =o single out speciic teaching techniques <hat I found

3 ~7e particularly successtul. I administered the MBTI at the beginning of

o
o
D
t
W

2rm and was only parti:aily surprised at the large variety ot tvpes 1n a
tiass o 2T, I therefore set out methodically and passionateliy to vary the
“wpes of activities to appeal -o the largest number »f learners.

vih zreat guidance “r-m 31 Johnston and cther westminster FIPSEites,

T
L

~agan ~orking with Zern:ne MMcCarthy’s iMat 3vstem model as 21 means bR
npeaiing =5 different isarning styles. From this point on, I ~oncentrated
.rimar:iv on this aspect ina hoped that somehow [ could thereby .mprove “he
~+++2a. "nlnking skiliz of -he students. The material of the 2ourse seemed
O
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to respona weil to the imposition of the McCarthy model. It took a certain
imount »f re-working and crowbarring, but I finalilyv began ro get things to
fall into rliace. By the end of the summer, I had successfully designed five

McCarthy c¥cles to correspond to each chapter of the text that I would cover
in the fall.

with some trepidation I began plodding my way through rthe cyrcles in
~lass and was surprised by the interest of the students. I noted that some
students responded well to some activities while others preferred different
ones. Tn my previous experience where I had not concentrated on appealing
o different learning styles, 1t was ususally a certain group of students
wno seemed continually to lack enthusiasm. Now, it seemed as if there was
no one who was always totally enthusiastic, vet I aiso did not seem to be

totally losing anyone elther.

About iwo weeks into the term we organized a meeting to introduce the

students -o +the MBTI and discuss their results. I thought that most
s-udents iemonstrated a xeen :nterest in these proceedings and as I
axplained -o rhem briefly apbout my course methodology 1 saw an increase 1n
~-nthusi1asm in Zeneral. I +hink that as thev became aware of theilr
:ndiv:idua. opreferences for one activity or 2nother, they responded
snthusiasticallsy =o their preferred activity but also lost less 1lnterest 1n

wctivities rhat did nor particulariy appeal to them because thev knew that

"ne activities would change rapidlyw. For =xample, some students hated -he
1imost weexlx m1crothemes. +~hile others felt rthat this was the most
sorTawni.s ispect of the <aourse. Tt was :interesting {or me ~> note  that

“nen i@ made an exXcursion ~O 4 nearby grocer as part of our unit 92n rood

shar iome  students were sart.cularly =nthrailed with rhe nands yn

swperi»nce wniie others *hought *nat it was torally ridicuious.

O
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N “ne wn-t.e [ am very enthusiastic about the progress that was made

Tni4 term. 7 d4id experience real frustration at not being aible to re-vamp
rner “Nurses ~hat [ was teaching beczause of a lack >I'  time., “hen the
sruaent 2valuations came in, I received a ¢ood deal orf positive feedback on
-ha -arietwy -7 teaching techniques and on the pacing of the course. To

:mprove *+he =osurse in the future, I would like to fine-tune some of the

ar+s of *he er-les and place more empnasis on the experiential end.

s 1 Tmeans 5f  faculty development, I feel that this was a very
sor~hwhile ore-e=ct. it made me awa—~e of the way [ taught and I began to
iortinize metrnzds trhat [ had used for rears that were sorelv in need of re-
“tt.arization. I founa the McCarthy svstem to be the most benerficial and I

wei.d strongls sncourage a formz discussion of it in future workshops.

Yrom “he oint of view of course development, I can hardly wait to
~evise sther ~ourses that [ offer and [ am wailting oniy for a block of time
when Z ~an :zncentrate on them. iy aepartment has an “EH grant to
savi-ai1ce  completely all of the courses so [ wili be able to put my FIPSE

STerTiences 3 work very soon.

- v venitle to 1mproving critical “ainking, who Knows '

-
r

‘eel very

1
™

gequate 5 udge my students critical thinking 2pbiiit:ies. Throughout the

suirZe . *arege-ed activities at the «dualiist .evel; that 15, L Lriea tO
tag L in icriviT.es that would encourage *“hem to5 make 2 choice where no
<_-2araur  ipproacn was avallable ¢:n particular, I used many cross-cultural
t1CoLaTIoins . “swever, . really have no way »of concretely =valuating student

T,oeoctemenT 1 T213 domaln.
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FIPSE feport -- rhyiils nitzerow

in reflecting cn the FIPSE course and more =Zeneraiiy on tne
FIPSE experlence, wnat comes througn 1s the group experiance. This
began with our shared feelings of disappointment with the Willets pre-
sentation. OQur ¢group, at this point, was just opeginnlng 7o reel some
sense of being involved in a common endeavor. Thus 1t was a dash or
~old water to have such a useless conlerence.

The meeting at Bethany both reassured me and stimulated my
shinking. I found some guides to action both on translating theory
into classroom practices (Rogers) and some information on constructing
2 svllabus and on what might be Jdone with the Mvers-3riggs material
(Gabelnick). This was aiso the peginning of closeness with the group,
particularly with what 1 came to tnink or as the core Zroup. Perhaps
neing the only female member of the group and also being very people-
sriented made me =2nxlous ©o emphasize ~he oonding ind Zroupness of tne
people involved.

ibout this -ime, I changed the course [ would wori«k on to

"~“riminology,” one »r av ieast favorite <~ourses to teach. and,
indeed, one of the successes of the =xperience was tne >hange 1n my
‘ealings about the course. It's s . not mv favorite dbut it's defi-

nitely moved up.

The summer work was very important to me. I liked the
structure that we built into the experience--assignments, topics chec-
sen “or the next time, =tc. Having the syllabus as an overall goal
was 1seful in keeping us on track, but even without this. we seemed to
remain both nask-orisnted and introspective.

“luch of nur ~-.me was spent discussing teaching. now we do 1it,
.nat works, what doesn’'t, now each of us hand.es ~ne probiems ~hat
me D, have wanted a forum :{or this sort of -iiscussion {or r=2ars.
was i1mmensely neiprul for me. It was 2.so varyv reariirming. i
“si:nd tnat the peopie attracted to FIPSE tended =0 teacnh 1n wavs sim-

1 -

e
J

“ir -5 mine. This experience was particulariy userul in an atmos-
snere where there has been little feedback and little attention pnaid

~
R

v .e and mechanics of teaching. Thus simply naving -he »2nportu-
ni-+ "o talk about teaching was valuable and %o 4o 1t in a group T

i+ omfortable with and ©lose to was 2ven dett=r,

Anorher elemenrt in the summer work =was Al Johnston's -on-
-w:=ygtion oo ~he groupn >f userul material, carrisulariy the MctUarthv
el This became 2n i‘nteresting assignment nd ex-2nsisn 30 3ome
=22 sariier materia T fajt the FIPSE s3essinns and plan were
L. i:int n - nat=nt ind thils satisried some Hf “he nead or
e aontent., The agsisnment +“hzaco [ iid far nhe ‘ctar-nv ciroie
s=22ame 2 part H»f my tiass. A copY 1S attached °» this iccument.

——
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=3

The reworxing

.
rt,
ot
=
1]

sv1liabus was werw seful aind has become
1 -+ansferable skill rhat I now use for all syilaoi. The course did
~+r :nange as mucn 1s . had expected and hcned. I “ouna that tt vas
1,7 -o0 =asv -0 silp zack into what [ had -ione. However, I was not
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11l -hat unhappy with wnat I usually did. What I really needed was
ome nrod towards organization and detfining objecrives and ccmmunicat-

I3 those objectives. The work on the svllabus 2and on Meldarrthy reaill:
id rhat for me.

Summing up then. the FIPSE project was tremendous s 2 rae-
ulty development experience for me with much of the credit going to
our campus group. it was fairly successful as a course development
oroject. I felt it added only a small contribution to mv teaching
insofar as increasing the students’' critical thinking skills. 1T feeli
that mvy style of teaching which emphasizes informed skepticism was
only sliightly aided by this project. But I think rhe pro.,jecrt did us
an enormous amount ot Z2ood in terms of rejuvenation.

BEST COPY AVAII ARLE
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APPENDIX E

Videotape Highlights of October 1987 Workshop
Otterbein College

00 Opening Sessien

Larry Grimes “A Maatrs for Thinking®
John Bing “Beyoad the Perry Paradigm®
Faith Gabelnick “Testing the Thinking Medels by
Modeling Thoss Models: A Facuity Developmont Approach to Thinking
Paradigms®

ao

Interviews with Project Faculty: (imterview questiess sttached; cach
interview is abeut 20 minutes long - focus in oa the act of teaching)

Those interviewed were: Jerry Beavers (Religiea), Deaald Buckey
(Philesephy aad Religion), Maria Caldrene (Equine Scieace), Beth
Dougherty (English), Kathy Feathers (Education), Gwen Fisher
(Psycholegy). Matthew Hils (Bielogy), Patricia Lamb (Eaglish). Arthur

Murdoch (Chomistry), Konneth Porada (Psychelegy). aad Naacy Siferd
(English)

ag
Yorkshops Taped Wore:

Thinking aad Problem Solving Techaiques: Joha Hinton (Math),
Matthow Hils (Biology), and Arthur Murdoch (Chemistry)

Classroom Teaching Strategios and the Teaching of Thinking: Kathy
Festhers (Education - Thinking Abeut Teaching) and Patricia Lamb
(Eaglish - Using the Visual Arts)

Critical Thinking and the Teaching of Values: Rebert Myors (Ethics
exercise). Jorry Beavers (Overview of Iatre. te Judase-Christisa Trad.).
Peter Macky (Religion and Art - focus oa clips from Cuckoo's Nest)

VYriting. Reading, aad Thinking: Naacy Siferd, Ruth Vahistrom, Gloria
Malone. and Vayae Rittenhouse (ail English)




FACULTY INTERVIEW SHEET (VIDEO INTERVIEWS)
ECC/FIPSE CRITICAL THINKING PROJECT

Describe what you would regard as an ideal year in your life as a

professor? what accomplishments in an academic year would lead you to
say that you had a very successful year?

In what ways would you say your life has corresponded to this ideal in the
last five years? Given your accompiishments during the last five years,
how successful do you think you have been?

In what ways has it not corresponded to this ideal?
Wwhat has contributed most to your successful pursuit of the ideal?

what has contibuted most to your success?

‘What has most frustrated this quest?
what has frustrated you most in your attempt to accomplish your goals?

&7




APPENDIX F
00 student survey form
00 facuity survey form
00 Table Two: a presentation of student responses to

“thinking across the curricuium® courses arranged from
most successful to least successful

88




THINKING ACRESS THE CURRICULUM
ECC/FIPSE PROJECT [1985-1988]

Please retura these forms to your Project Coordinator before
November 1S.

Student Perception of Courses

Revised and Taught to Improve Higher Order Reasoning Skiils
Course Title

Instructor

Coliege

Information about student respondent:

Age. Sex: M F

Class: Fr. Soph. Jr. Sr. Major

1. To what exte=:, if any, did this course make a difference in
each of the following?

How you think about what you know.............. None! 2 3 45 6 7 Greatly
How you respond to differences in opinion.....None | 2 3 4 5 6 7 Greatly
How you discuss ideas with others.................. Nonel 2 3 4 5 6 7 Greatly

How you think about what you do............... Nonel 2 3 45 6 7 Greatly

2. To what exteat, if any. are each of the following characteristic
of you as a learner?

[ ask questions even if there may................. None! 2 3 45 6 7 Greatly
be some risk.

| place the burden for learning.............couccennn. Nonel 2 3 45 6 7 Greatly
on my teacher rather than on myseif.

1 assess my own strengths and.............enn. Nonel 2 3 45 6 7 Greatly
weaknesses and set my own learning goals

I apply what I learn outside the ... Nonet 2 3 4 S 6 7 Greatly
classroom




3. To what extent, if any. did this course require you to do any of
the following?

Think about your own values.........ccccouecerene. None! 2345 6 7 Greatly

Think about what you Know..........vceurmnnnnnnnee Nonel 2 3 45 6 7 Greatly

Memorize course material..............ccmrerernnnn. Nonel 2 3 45 6 7 Greatly

Think about why others think.........ccccoonneernennnces None!l 2 3 45 6 7 Greatly

differently

Think about how the facts or ideas....................... Nonel 2 3 45 6 7 Greatly

in this course were obtained or came about -
Consider contradictory facts............cccocceeveeeerccennenss Nonel 2 3 45 6 7 Greatly

Integrate what you are learning into.................. Nonel 2 3 45 6 7 Greatly

course papers or activities [Eg., labs,
field experiences, research projects]

4. What did you learn about yourself as a thinker by taking this
course? '

30




THINKING ACRESS THE CURRICULUM
ECC/FIPSE PROJECT [1985-1908]

Please retura these forms to your Project Coordinator before
November 1S.

Facuity Perception of Courses
{Revised and Taught to improve Higher Order Reasoning Skills

Course Title
Instructor.
College

Information about faculty respondent:
Age. Sexx M F

1. To what extent, if any, did this course make a difference in the -
following student behaviors?

How they think about what they know................ Nonel 2 3 45 6 7 Greatly
How they respond to differences in opinion...None 1 2 3 4 5 6 7 Greatly
How they discuss ideas with others....................... Nonel 2 3 45 6 7 Greatly

How they think about what they do..................... Nonel 2 3 4 5 6 7 Greatly

2. To what extent, if any, are cach of the following characteristic
of studeats in this class?

They ask questions even if there may................. None! 2 3 45 6 7 Greatly
be some risk. - '

They piace the burden for learning....................... Nonel 2 3 4 5 6 7 Greatly
on you rather than on themselves

They assess their own strengthsand................... Nonel 2 3 45 6 7 Greatly
weaknesses and set their own learning goals

They apply their learning outside the .............. Nonel 2 3 4 5 6 7 Greatly
classroom




3. To what extent, if any, did this course require students to do
aay of the following?

Think about their own values..........eeevccunnee. None{ 2 3 45 6 7 Greatly
Think about what they Know..........ccoonrruvrenriennnnes Nonel 23 4567
Greatly .

Memorize course material.................: ....................... None | 2 3 45 6 7 Greatly
Think about why others think................cecvenneees Nonet! 2 3 495 6 7 Greatly
differentty

Think about how the facts or ideas........................ Nonel 2 3 45 6 7 Greatly
in this course were obtained or came about

Consider contradictory facts..........coooeoeeeecrvervennc. Nonel 2 3 45 6 7 Greatly
Integrate what they learned into.............. Nonel 2 3 45 6 7 Greatly

course papers or activities {Eg., labs,
field experiences, research projects)

4. What, if anything, did you gain as a teacher from participation
in the BCC/FIPSE thinking across the curriculum project?

S. Was their any significant improvement in the quality of
thinking among students in this course? If so, cite examples.
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APPENDIX G

Facuity Response to Project Activities




EAST CENTRAL COLLEGES

Heidelberg Coliege
Titfin, Ohio 44883
(419) 448-2047

ECC Questionnaire on Critical Thinking

The purpose of this questionnaire is to assist planners for a week-
long workshop on critical thinking, to be held June 12-17, 1988,
probably at Bethany. The workshop will be held for 26 ECC faculty
who have not yet participated in the critical thinking project.

1. Rank order the factors which were most important to your
success on the critical thinking project. 1 is most important;
3 is least important. Add brief explanatory comment, if
needed.

a. choice of course to revise

1-11 2-10 3-6
b. outside consultants

1-7 2-12 3-11
¢. presentations by colleagues on other ECC campuses
1-3 2-19 3-8
d. <ritique of syllabus by outside consultant and by
colleagues
1-17 2-9 3-¢
e. individual reading
1-9 2-15 3-2
f. discussions of reading with colleajues
1-16 2-7 3-7
2, Whose description of cognitive growth was most valuable for you
and why?
23 Perry 20 Kolb 5 _ Kohlberg
9 Gilligan 2 Belenky 4 Knefelkamp

7 other

McCarthy, Kegan, Gardner, Piaget, and 2 for Bloom

3. List authors and books Or essays most valuable to you and to
teammates. Annotate, if you cau.




List authors and books or essays most valuable to you and to teaminates.

Alverno articles on assessment.
Rudolf Arnheim. Visual Thinking.
Mary Belenky. Women's Ways of Xnowing.

Allan Bloom. The Closing of the American Mind.

Wayne Booth. Modern Dogma.
. The Rhetoric of Assent.

Edward D'Angelo. The Teaching of Critical Thinking.
Edward DeBono. Lateral Thinking.

Riane Eisler. The Chalice and the Blade.

Howard Gardner. Frames of Mind.

Norman Holland. The I.

David Kiersey and Marilyn Bates. Please Understand Me,
Bernice McCarthy. 4 MAT Books.

McPeck.

Ulric Neisser. Cognition and Reality.

Perry articles.
Piaget.
Michael Polanyi. Meaning.

Robert Scholes. Semiotics and Interpretation.

Hyemeyohsts Storm. Seven Arrows.

BEST COPY AVAILABLE




APPENDIX H
A Selection of Journal Abstracts and Course Syliabi

--Martia Hushaeor, Invertebrate Zoolegy, syllabus and shbstact

--Stephen Zaber, Micreeconemics, sylisbus and abstract

--Arthur Murdech, The Nature of Science, sylisbus

--Rebert Myers, Introductien te Philosephy, sylisbus

--Naacy Siferd, Americaa Literature, sylisbus and study guide

--William Reyer, Value-Fecused Writing Course, abstract & course eutline
--Msarilya Schultz, Humsa Growth aad Develepment, abstract

2oST S0PY AVAILABLE
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INVERTEBRATE ZOOLOGY (BIOLOGY 320)
SYLLABUS

Instructor: Dr. Martin Huehner
Colton 314; ext. 266

giddy little Gastrula, gyrating round and round,

Was thought to show the way we got our enteron profound:
A little whirlpool in its wake maintained a tasty store,
A pocket sank to lodge it all, and left a blastopore. -

As 3 larval epigram this description earns a prize,
But as sketching adult ancestry can only win surprise,
And when you note all early orders fixed upon the rocks,
You feel s alight embarrasament, the first of msny shocks.

The foremost inconsistency is the simple, solid fact
That the Hydrozoan larva, the mouthless Planule, is packed
With a jumbled mass of gastric cells that drop in, slow or fast,
And show no slightest cavity till the larval stage has passed.

The larva then becomes attached, and shortly stands erect,
Nourished by the yolky stores the inner cells eject:
Their shrinkage leaves a growing space, the early enteron,
Round which a layer of cells remains, and lines the outer one.

Some tentacles are sprouted then, say 2, then 4 and 8, _
And not till all is ready does the mouth break through quite late.
If mouth and gut arose at first from one invagination,

What roundabout procedure’s here! What needless complication !

Invaginstion surely is a thing of later date—
Procedure speeded up to suit the embryonic state:
The cells as loose irregulars build up the lower grades,
And yield but slowly, step by step, to organised brigades.




INVERTEBRATE ZOOLOGY (BIOLOGY 320)

Instructor: Dr. Martin Huehner
Colton 314; ext. 266

COURSE RATIONALE: The 33 existing animal phyla, with the
exception of one modest subphylum (vertebrata), are all composed
of invertebrates. These animals are not only the most numerous on
this planet, but also display the greatest diversity of
structure, behavior, physiology, development, and evolution.
Their fossil record spans well over a billion years and during
this time many different strategies for survival have evolved
with varying successes. The purpose of this course is to examine
these survival strategies for each phylum and within each phylum.
We will also examine how the different phyla are related to one
another, and how the animals comprising a single phylum are
related. Such relationships can only be understood in terms of
evolution, which is often interpreted from developmental studies,
as the above poem indicates. Much of our energy will be devoted
to unravelling the riddles posed by present day and fossil
organisms' structure, developmment, ecology, etc. Since many
invertebrate groups are marine this course has a strong marine

component and provides a good introduction to marine community
ecology. ' .

COURSE GOALS: Your performance in this course will be determined
on how well you meet the following three criteria:

1. FACTS: The factual material involved in this course 1is
immense. Learning classification and body structures, etc. will
comprise most of the factual material you will learn. You will be
expected to not only recognize the factual information, but also
to use it to build concepts. Your understanding of concepts is
only as good as your understanding of the factual material out of
which these concepts are made. The factual component of this
course will increase your overall biological VOCABULARY
considerably. Much of the laboratory will be- heavily oriented
toward factual material but lecture tests will also evaluate your
knowledge of this information.

2. SKILLS: These will range from capturing organisms in their
natural environment to dissection technique and identification.
You will learn how to prepare specimens for a research collection
and how to use a variety of different collection and preservation
techniques. Your skills will primarily be evaluated on the basis
of your collection and lab performance. Other skills on which you
will be evaluated are organization and speech (paper
presentations) and analytical thinking (lecture and lab exams).

3. CONCEPTS: In this course, you will learn not only about
invertebrates, but also about how to use structural,
developmental, anatomical, etc. information (facts) about
invertebrates to produce comparisons of various animal groups or
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evolutionary trends. An extensive field of facts must be
synthesized into a meaningful pattern of concepts to accomplish
this task. One of my goals in this course is to teach each of you
how to use accurate factual material to build concepts. Some of
these concepts or theories are based on factual material which
can, however, have more than one interpretation. For example,
one of the most important aspects of animal evolution is that
insufficient information exists to unequivocally classifiy many
groups and we may have no hope of ever gaining this information.
Therefore more than one logical propcsal may be acceptable as an
interpretation of the underlying facts. This is not to say,
however, that any interpretation is valid; only those which
adequately address known facts are acceptable. Through a process
of logical analysis of facts, you will be asked to develop
conceptual classification or evolutionary proposals. During
lecture, I will frequently ask questions requiring logical
analysis of facts for an answer. Pay attention to these - they
are actual training for future exam questions and real life
situations in your future caveers. You will be expected to
participate in class discussions based both on my questions and
those you bring to cless from readiags, lab, or field work. Your
conceptual abilities will mainly be tested by essay questions on
lecture exams.

BXPECTATIONS: Since all students in this class are upper level
biology majors, I expect your approach to be scholarly. This
means that you should view this course as an important step in
developing your career as a biologist, Treat your texbook, lab
manual, class notes, etc. as reference materials which will
continue to be valuable to you long into the futvre. Realize now
that your present exposure to the subject matter in this course
may be your last before you are expected to teach or otherwise
use it in your work. 1 hope that you to view this course as an
opportunity to learn and grow and not as another requirement to
"get through".

ATTENDANCE: I expect that you ATTEND ALL CLASS, LABORATORY, AND
FIELD SESSIONS. Makeup exams will not be given except in the most
dire of circumstances. Late assignments will be downgraded.

ITEMS NEEDED: Each of you will need a good dissecting kit for
this course and for your future as biologists. These are
available at the bookstore or can be custom assembled and ordered
through the Biology Department Office. Books you will need are:

Invertebrate Zoology by Pechenik
Invertebrate Zoology Laboratory Manual by Beck and Braithwaite
A Field Guide to Insects by Borrer and White

Collection equipment will be provided for each of you.




EVALUATION AND GRADING:

2 lecture exams at 100 points each.........cccceceeecenn 200
1 comprehensive final......ccceeeeccrenrecccccrccccanes 200
2 18D @XAMS...eoeeseoessosososssasssssssassssossassosescs 200
paper presentatioN.......ceceeeecccconcanaroneceaneees 50
field notebook and collection......coceeeceenceocconnones 150

TOTAL.....cco.. 850

Class participation will also be important in determining your
final grade since it can raise a borderline grade.

TENTATIVE SCHEDULE

WK./DATETOPIC READINGS

1 9/15 Principles of Phylogeny Chapters 1 and 2
1 6 " " " " . ”" 11 "
18 Major Invertebrate Groups Handout
1 9 " " " "

LAB: Tuesday - Collection instructions and techniques
Friday - Collection trip

2 9/22 Protozoa: Sarcomastigophora Chapter 3
23 Protozoa: Ciliophora & Misc. "
25 Origin of multicellularity in animals
26 Sponges: Multicellularity without tissues Ch. &

LAB: Tuesday - River invertebrates - Cuyahoga River
Friday - protozoans
3 9/29 Sponges, Cont. Chapter &
30 Cnidarians Chapter 5

10/2 EXAM 1
3 LEAVE FOR DUML

week 4 - Duke. University Marine Lab activities

Cnidarians, Cont. Chapter 5
Ctenophorans Chapter 6
Platyhelminthes Chapter 7
Individual projects - see handout

10/8 — RETURN TO HIRAM - arrive 10 PM
10/9 and 10/10 - NO CLASS

5 10/13 Mesozoans, Gnathostomulids

14 Nemertina Chapter 9
16 The Pseudocoelomates Chapters 10, 11
1 7 ” 1" 1"

LAB: Tuesday: Pseudocoelomates
Friday: Annelids




D SSsSsSEEEGEESES——————

6 10/20 Annelids Chap&er 12
2 1 1"
23 Annelid relatives Chapters 13, 14
2 4 " " "

LAB: Tuesday - Review
Friday - LAB EXAM 1

7 10/27 Mollusca Chapter 15
2 8 " ”
1”
g? ": 1”

LAB: Tuesday - Mollusca 1l
Friday - Mollusca 2

WK/ DATE TOPIC READINGS
8 11/3 Arthropod evolution Chapter 17

A " )

6 Arthropods Chapter 16

7 EXAM 2

LAB: Tuesday - Chelicerate Arthropods
Friday - Mandibulate Arthropods

| 9 11/10 Lophophorate Phyla Chapser 18

‘ 1 1 ” !

1 13 Echinodermata . Chapter 19
1 A ” "

LAB: Tuesday: Lophophophorates
Friday: Echinodernms

10 11/17  Chaetognatha Chapter 20
18 Hemichordates Chapter 21
20 Chordates (Urochordata) Chapter 22
21 " "

LAB: Tuesday: LAB EXAM
Friday: COLLECTIONS DUE

Final exams will only be given during their scheduled time.
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Invertebrate Zoology Field Exercises

The intent of the field component of this course is to
familiarize ycu with where and how invertebrates live. You will
be experiencing the various invertebrates will many of your
senses and will develop strong impressions of your encounters.
Biology 320 has a strong field component which is structured to
provide each of you with many opportunities to become familiar
with terrestrial, marine, and freshwater invertebrates. The
following trips have been arranged to accomplish this:

Insect habitats and behavior: Field Station
Fluvial invertebrates: Cuyahoga River

Piling Community ~ Duke U. Marine Lab

Mud flat community - DUML

Shallow water open ocean community (trawling)
Shallow water estuarine community

Plankton community study

N B W N
© o o 4 s o o

To aid in your retention of these important experiences, you are
required to keep a field notebook which documents your
observations. The field notebook has several goals. First, it
will require that you take the time to make detailed
observations, reflect on their significance, and then commit them
to writing. The mental processes involved in such an exercise
will undoubtedly raise questions which should be shared with the
rest of the class. To facilitate this exchange of questions and
ideas, each field trip will be followed by an informal discussion
session. You will find that listening to other's points of view
and observations is valuable and actually is part of the
process of scientific inquiry.

Many of you have learned observation skills of sorts from other
courses or on your own. As a guideline for you for Biology 320,

you should always include the following information in your field
entries:

1. general character of the environment. Include descriptions of
vegetation, substratum composition, water movement, exposure to
solar radiation.

2. List animals present. They need not be identified to species.

3. Make observations of the animals. Include distribution,
abundance, mobility, relationship to vegetation and physical
structures (i.e. old shells, rocks) behavior, etc. Try to
describe the animals in each environment as accurately as
possible.

Specific instructions and methods will be given before each field
trip. Some of the methods require special equipment which will be
provided.




INVERTEBRATE ZOOLOGY FIELD SHEET

HABITAT DESCRIPTION

1. general:

2. water conditions (depth, waves, current, turbidity, salintiy):

3. substratum:

4. other:

Animals Present and Abundance, Distribution, Mobility, Behavior:

|
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INSTRUCTIONS FOR COMPLETING YOUR INVERTEBRATE ZOOLOGY COLLECTION

The collection required for Biology 320 is designed to
familiarize you with common invertebrates of terrestrial, marine,
and freshwater habitats. It will be done in conjunction with the
field exercises in that the collection will be ecological in

emphasis. By successfully completing the collection, you will
accomplish the following:

1.
ecological habitats.

2. familiarization with proper identification and classification
of invertebrates.

3. development of proper capture, fixation, storage, and
labelling techniques.

4. appreciation of the diversity and importance of invertebrates
in natural ecosystems.

Each specimen should be identified and neatly labelled. An
overall inventory sheet provided should accompany each
collection. Organisms in the collection should be complete and
without missing parts. Specific irstructions will be provided on
how to preserve insects as well as other invertebrates.
Generally, soft bodied forms are preserved in 70% alcohol. Those
with shells (e.g. molluscs) can be preserved by removing soft

parts by boiling. See your instructor or your field guides for
specifics.

Labels accompanying the specimens must include the following
information:

1. clasification

2. locality and habitat - e.g. - Beaufort, N.C
3. date of collection

4, your name

.; Mud Flat

The size of the collection should not be excessively large. Here
is a guide as to what should be included minimally:

Porifera

1
Cnidaria Y from 3 classes
Bryozoa i
Annelida 3 from 3 classes
Mollusca 3 from 3 classes
Arthropoda
Crustacea 1 freshwater
1l marine
l terrestrial
Diplopoda 1
Chilopoda 1
Arachnida 2 from 2 orders
Insecta 20 from 10 orders
1

prd
L)
—l)

investigation of and familiarization with a diversity of




Echinodermata 2 from 2 classes

Hemichordata 1
Chordata 1
total = 42

COLLECTION GRADING

Collections will be graded on the following criteria:

1. Completeness: all required specimens and areas are
represented.

2. Accuracy: specimens should be properly identified to species

level. Your label should also include Class, Order, and Family
names.

3. Neatness: be sure your specimens are properly preserved,
neatly presented, and orderly arranged.

4., Number of specimens: No maximum number of specimens will be
assigned, but the minimum to receive a "C" grade is listed above.

- for a "B" - 55 specimens

- for an "A" - 70 specimens

Specimens above the 42 minimum do not need to be identified to

the species level. Genus, Family, or Order identification will be
adequate.




INVERTEBRATE ZOOLOGY COLLECTION INVENTORY SHEET

(*) indicates required specimens; (-) indicates additional
specimens

Porifera
*

*x

Cnidaria

%

*

Bryozoa

*

Annelida

*

*




Mollusca

*

S

Crustacea

*

E

Diplopoda

*

Chilopoda

Arachnida
*x

*

Insecta
1%
7%

3%

Pt

)
WO




L%
5%
6 *
7%
8%
gx
10%*
11*

12%*
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Echinodermata

3

e
k-3

Hemichordata

*

Chordata

*

Miscellaneous

[
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Invertebrate Zoology (Biology 320) Journal Summary
FIPSE Critical Thinking Project, Fall 1986

Martin Huehner, Hiram College Biology Department

Week 1. Although I spent a long time going over the expanded
syllabus, I feel that I have never done a more thorough and clear
job of presenting what the course is about. This is the first
time I have not used a student teaching assistant and I'm finding
the labs very rewarding in that my years of experience can be
brought to bear in a very rewarding way here.

Week 2. I have never tauéht a class in this manner before. I make
the students talk, explain, etc. the subject matter and I add
what is necessary to round out the discussion. My students have
been coming to class prepared but it is ¢asy to see that they
have difficulty providing generalizations about animal groups.
Prompting them with more specific questions that lead up to
overviews helps. More time is needed to cover the material and I
do not get around to talking about some of the more exotic peri-
pheral issues. I'm enjoying the class as I never thought I would.
Week 3. This week we left on our field trip to Duke University
Marine Lab. The experience at DUML was great! Small class size
meant that we could all do everthing together. We could share all
the questions, experiences, and information. We discussed, in
depth, piling and sand flat communities. The discussion of each
was rewarding in that we could compare the two, find similarities
and differences, and talk about the biology of each of the
organisms we found there. The students enjéyed it and we all

learned something. This is definitely something to keep in the




program. 1'll need to find time to do the rest of the habitats
also or maybejust.settlefpr doing two or three really well.

One evening, the students even spontaneously began a discussion
session in which we looked at the differences and similarities
between colonial cmidarians, ctenophorans, bryozoans, and other
lophophorates.

Week S. Midterm burnout? Performance is dropping off in class. I
am thinking about how to make the students pay more attention to
preparation for class discussions. I've had to talk to them about
coming mcre prepared, but maybe using lab time to cover necessary
material will make up for their slow coverage of it themselves.
This inconvenience may spur more preparation and a desire to use
class time efficiently. I passed back the tests. No one did
poorly (79 - 92% range) but only 1 received an A (low). 1 made
specific notes on papers and gave some examples about -how the
questions could have been answered better.

Week 6. One day I went in to class, had some question/ answer
time, and then gave then 5 minutes to coordinate their presenta-
tion of a phylum of animals. This stimulated a group effort and
started them thinking‘about fundamental characteristics.

Week 7. I have been spending lots of time in reinforcing how a
biologist states the salient characteristics of a group of
organisms, something the class has been slow to pick up.
Apparently a developmental period of repitition and practice is
required before full realization of what is important and what is

not can be expected.

Week 9. From the kind of performance I have been observing in
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lecture and lab, my class is apparently made up of a wide spanof
Perry types. One is a 4+, without question, and his class
presentaticn showed great skill and integrative comprehension. He
was a better lecturer than quite a few Ph.D.'s I have heard. One
class member is definitely much more comfortable with facts and
the "broad picture" leaves her disoriented. The other three
students are closely matched: hard workers, attentive, and can do
integrative work but not often with "grace".

Week 10. During the last class session, the students and I had an
informal discussion about the course. Both strong and weak points
were examined, and here are the results:

- The students overwhelmingly preferred discussion sessions to
traditional lecture. They explained that they enjoyed being
active much more than being passive. I suppose this has merit
since traditional lecture format may foster intellectual
passivity, while a discussion approach stimulates intellectual
growrh, I think this is one of the most important insights I have
gained from the FIPSE program. It will be very difficult for me
ever again to teach a course in strict lecture format.

- The students said they found studying together very beneficial
in that when they addressed a problem together, less was
overlooked. The nature of the class (5 students) made for a lot
of togetherness in this respect.

- The students were emphatic about the positive benfits of slides
to augment lab or lecture topics, a=d about pictoral handouts.

They felt that these were valuable because they helped to explain

things better.

3114




A. As a faculty development experience, this project was excellent.
It helped me to view teaching in my discipline from a fresh
perspective and developed new enthusiasm for teaching as the
primary component of my profession. Unfortunately, I ﬁound our
discussions on campus to be frustfatingly unfocused and unproduc-
tive compared with the workshops. I think that having the 1987
participants attend the Feb. workshop is a good idea.

B. As a course development experience, I found that my revision
was done in a meaningful way that was not just trail and error.
The course itself is now much better planned and its different
components are more meaningfully interwoven. The methods I em-
ployed in revamping my Invertebrate Zoology course also provided
stimulus and encouragement for students to develop critical |
thinking skills (see journal remarks). In summary, this has been
the most valuable experience relating to my profession that I
have had my 11 years of college teaching. It not only helped me

to understand students, but also myself as well.
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Principles of Economics

| —_— ";gPo-EaTifiij::
. éephen L. Zabor
Economics 201 Fall, 1985-8B6

This course provides an introduction to economics and a survey of
the principles and applications of Microeconomic Theory. The
study of economics involvaes the analysis of choice among
alternative uses of limited resources. The fundamental economic
problem is the fact that no society has snough resources to
satisfy all of the wants of its members. Consequently, every
society must decide WHAT is produced with its limited resources,
HOW it produces the desired goods and services, and WHO receives
the benefits of the production processe. Most economics courses
consider important social issues = unempl oyment, inflation,
deficit spending, productivity, impcrt restrictions, pollution,
energy shortages, poverty — from sociaty’s point of view, not the
individual’s.

While society’s point of view is emphasized it must be realized
that you, as an individual, make economic choices that affect you
personally every day. When you decide to pay your tuition, to
accept 2 job, to skip breakfast, to buy a tape, Or to study more
you have, hopefully, smployed problem solving skills which are
relevant to the analysis of society’s economic issues,
Furthermore, by studying economics you will develop a powerfull
tool of analysis which will be useful in your everyday life.

We will try to disentangle and make sense of the complex web of
eccnomic i1nterdependencies surrounding us. The course is designed
to give non—-majors a good understanding of the world around them,
to see the causes and consequences Of human social interaction in
economic settings, and to anticipate the future consequences of
current action. Majors in Management and/or Economics will gain
stills which will be useful in upper level courses.

Throughout the course we will concentrate on the definition of key
terms and concepts, the description of important economic
relationships, the explanation of these relationships, and the
application of the theory. Definitions are fundamentally
important for we must be able to communicate clearly and concisely
about economic events. Descriptions of relationships will consist
of the :irection of causation and the impact of change in one
variable on the value of another. These descriptions will be
provided in four alternative and equi valent ways. 1 will decribe
a relationship using words, graphs, equations, and charts.
Regularly during the course applications of the relationuships will
be emphasized. Frequently articles in the Wall Street Journal.
The Cleveland Pleain Dealer, or one of the weekly news magazines
will be discussed to highlight the importance of the relationships
bei1ng discussed and to see how they can be applied in new waysS.
You can find current copies of these sources in the library or you
may subscribe to the Welli Street Journal by signing up in class.
Finally, we will consider why the economic relationships are
liktely to be true. The ability to clearly and logically analyze
an economic relationship is critical to being able to make
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COURSE REQUIREMENTS

1 expect you to have carefully read the material listed below for
each class period. Although each chapter is short, you must
master the language and the logic of the theory. Economics is a
rigorous sub; ect and must be studied with an eye for detail. You
should note any questions you have about the reading material and
should come to class prepared to discuss and apply the concepts
developed in the text. whenever you come to a vCheckpoint
Question" in the text you should write an answer before looking at
the answer in the book. It is highly recommended, though not
required, that you do the study guide each day before class. 1
suggest that you write your answers on & sheet of paper rather
than in the study guide so you may re-examine your understanding
before a test. 1 will encourage your use of the Study Guide by
providing opportunities in class to discuss some of the exercises.

Class participation, though not given an explicit weight, will
influence borderline grade decisions. Opportunities will be given
in class to ask and to respond to questions. In addition, on
several occasions the class will be broken into smaller units to
discuss and analyze important economic questions. These
discussions will then be shared with the class. Each individual’s
contribution to these discussions will be evaluated.

Each class will begin with an opportunity to ask questions. You
may ash questions about the previous class, the reading for the
day., or current events. We will then cover the reading for the
day. Classes will include lectures which will highlight important
and particularly difficult concepts, question/answer
opportunities, and discussions involving the entire class of smell
groups. We might conclude the class with consideration of Study
Guide questions and with the questions at the end of the chapters.
Finally, & preview of the next class and an indication of how the
new material relates to the material just discussed will be given.

There will be three examinations during the quarter in addition to
the scheduled final. Each examination will contain questions
which will require you to define important terms and concepts, to
describe in your own way an economic relationship, to apply these
terms, concepts and relationships, and to explain why a particular
rule or relationship is correct. The four tests will be
approximately equal in weight. Each examination, including the
final, will be designed to cover the material read and discussed
since the previous examinatieon. However, 1 must stress that an
understanding of the material covered during previous sections of
the course is critical to your ability to perform on the second,
third and final examination.

IEXYS
Economics, Third Edition, by Roger Waud, and
Study Guide to Accompany Economics. Third Edition, by John Weijer
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QFFICE HOURS

Flease feel free to contact me 2bout any questions or problems you
might have. 1 will be in my office during the posted hours. If
you cannot make it to my office during these hours, please make an
appointment for some mutually convenient time.

Of¢tice: Hinsdale 115
FPhone: 569-5(141)
Hours: M, T, Th, F 10:00 — 11300 and 2:00 - 3:00

ADDITIONAL, HELF

Additional help can be secured in two ways. I have created a
tutorial computer program to aid individuals who need help with
the basic mathematics employed in this class to express economic
relationships. Access to the program is attained by typing RUN
ECON: PRINCE on a terminal connected to the VAX 11/780. I have a
handout available to assist you in using this program. If you
need to acquire a computer account and/or need special assistence
please contact me. In addition, a tutor will be available during
the weel. I will announce the individual’s name and his/her hours
in class. Flease contact me before seeking help elsewhere. It
helps to have a good understanding of the class’s progress.

TENTATIVE READING SCHEDULE - 3

During this first section of this course we will consider the
nature of the basic economic problem: the inability to satisfy
all human wants giver. limited resources. We will discuss the four
basic features of all economic systems: the decision-making
process, property rights, incentives to performance, and the
mechanism for providing informat.on and coordinating activities.
Although emphasis will be placed on laying the gr oundwort: for the
study of our economic system, we will also review how other
systems are organized. Finally, we will ask oursel ves how we
would evaluate the performance of an economic system.

_ " What is Economics?
Sept. 15 Intro

16 Ch. 1
The Fundamental Economic FProblem: Scarcity and Choice
: 18 Ch. 2
Alternative Social Responses
19 Ch. 3
22 cont.

23 Ch. 34

Market Analysis: Supply and Demand

25 Ch. 4
26 cont.
29 review
J0 Exam 1}

A tentative reading list for the second section of the course will
be distributed during the first examination.

A
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Principles of Economics
Microeconomsics
Stephen L. Zabor
Economics 201 Fall, 1985-86

Office: Hinsdale 115
Fhone: S69-5(141)
Hours: ™M, T, Th, F 10:00 — 11:00 and 2:00 - T OO0

ADDITIONAL HELP

A tutor will be available on Sunday evening from 7-9. Jim Mal:z, a
cenior economics major with tutoring experience, will be in
Hinsdale 114. Flease feel free to contact me before you talk with

Jim.
TENTATIVE READING SCHEDULE - r e

During this second section of this course we will consider another
dimension of the relationship between price and quantity demanded:

the elasticity of demand. In addition., we will study the theory
of consumer choice and beain our study of the benhavior of

indi1vidual business organizations. We will examine the nature ot
cost of production as 1t rel ates to output and conclude this

section of the course with an analysis of @ firm's price/output
decision when it is confronted by many existing and potential

competitors.

Consumer Eehavior and Elasticity

Oct. 2 ch. 19
= Ch. 19720
& Ch. 20

Froduction and Ceost
7 Ch. 21
9 Ch. 21

Ferfect Competition
.- 10 Ch. 22
132 Ch. 22
14 review
16 Exam 2

oCcT. 17 CaMFusS DAY
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depends upon the prices of other goods and services, income and
wealth., tastes, expectations, income distribution, and the number

aof buyers (market size). (Page 66+)

MARKET SUPPLY, S

"The gquantities of a good or service people are willing and able to
sell at each and every price during a given time period. (FPage 70)

MARKET SUPPLY

depends upon the prices of related goods (profits elsewhere),

. price of inputs, sxpectations, technology, competition (the number
-04 potentxal competitors). (che 73+)
-«L

lh SURPLLB (SHCRTAGE)

‘exists when quantity demanded is IISI than (greater than) quantity
«oupplxod. (Puge 78)
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tEHAND ESTIHATION TEC!-NIOLEB )
’ 1. Controlled Market Experiments
2. Consumer Guestionnaires
3. Cost-Saving Estimates - \0
4, Correlation Analysis
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KEY CONCEPTS — ONE
. DEFINITIONS AND EXPLANATIONS

DEFINITIONS

Ihe Amgrican Hrritage Dictionary defines the word define in the
following manner: “To state the precise meaning of a word. "

A3 you learn economics you will be required to memorize the
definitions of key words and concepts. Precision will be
fundamentally important. This means a definition must be
short, to the point and inclusive. Our ability to discuss
economic issues will be greatly enhanced when e@ach of us
knows and accepts a common meaning of key terms and concepts.
Many of the definitions you will learn during this course
highlight and isolate an isportant relationship between
economic variables.

DESCRIFPTION
The same dictionary defines descr as "to tell about in detail."

Hence one difference between a definition and a description
will be the amount of detail. A definition will be precise,
catching the essence of the word, while a description will
give a more detailed statement of the word or concept being
considered. The description of a ralationship between two

. variables will at least indicate whether the relationship is
a positive or a negative one. In addition, if there is a
clear causal relationship the description will state which is
the independent variable and whichh the dependent. Finally,
the description might specify the strength of the
relationship, its slope, and whether or not the slope changes
as the value of the independent variable increases.

Descriptions can be any of four equivalent forms. They can
be verbal, graphs, charts, or equations. Each complete
description, regardless of form, provides the sanme
information about the relationship in question.

EXPLANATION

Finally, my dictionary indicates that explain means "to offer
reasons for."

Explanations cannot be a rewording of the stated
rc.ationship, or an equivalent explanation. It is necessary
to discuss the logic of and the reasons for the causal
relationship indicated. Typically it is necessary to discuss
the considerations of the relevant economic agents as they
strive to achieve their goals. An analysis of the reaction
of the economic agent to a change in hiis/her/its economic

. environment wi'l provide an explanation of the likely .
response. _‘________—-~——j‘ \
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BEEY CONCEPTE — TWO
DEFINITIONS AND EXPLANATIONS

DEFINITION — PRODUWC T ION
EOSSIBILITIES

The maximum possible output combinations of goods that can be
produced, given the available resources and existing technology.

This statesent identifies the seaning of the phrase “production possidilities.® Knowing this definition
will enable effective cosaunication. Each tise we want to refer to the saxisum sutput of goods and
services that can be created we can sisply say *production possidilies.” Implicat in the definition is
the notion that there are lisits to the sutpyt of qeods and services, but the mature of the relatioaship
is not spacified. It could be positive or megative. Thus far we have only created a part of 2
language. Ve have identified what econcaists consider to be an isportant cencept and given that concept
8 aame,

DESCRIPTION — THE PRINCIPLE
OF INCREASING COSTS

The maximum levels of two goods are negatively related. As the
. output of one good increases the maximum level of output of the
other good necessarily decreases. Furthermore, the opportunity

cost of producing another unit increases as the level of
| production expands.

|

' We have now identified the sespected nature of the relationship between production possidilities for

‘ several goods/services. When the econoay, or individual economic wait, is operating efficiently and is
esploying all of its resources output of one or more qoods/services sust be reduced in order to expand

the cutput of snother good or service. If the principle is correct then we will detter understand the
nature of economic decision-saking, that sacrifices sust be sade ia order to accosplish a godl.

EXPLANATION
The principle of increasing cost is likcly to be true because:

1. FResources available to be used are scarce. We simply do not
possess an unlimited quantity of the resources necessary to
produce desried goods and services. Thus, in order to produce
more of one good resources must be released from the production of
another good or service. This requires that output of the other
good or service must be reduced.

2. Due to the law of diminishing returns and due to the existence
of specialized resources the reduced production of other goods and

services must get larger as the output of the desired good
increases.

These two points give good reason for the principle of increasing cost. They give support to the notion
| that preduction possibilities are lisited and that the opportunity cost of expanding production of one
good increases as its output increases. When we have identified a goal we wish to acheive it is
. necessary to uaderstand why relationships are true in erder to develep an etfective policy.
Explanations cannot be a reverding of the stated relationship, but sust go under the surface to give
cavse for accepting the truth of the relatisaship. T,
X (OHM‘NOL )
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' ' KEY CONCEPTS — TITHREE
DEFINITIONS AND EXPLANATIONS
DEFINITION —- DEMAND

Demand is the quantities of a good or service peocple are willing

and able to purchase at each and every price during & given time
period.

This statesent identifies the seaning of the word ®desand.® When we all know this definition we will e
abie to effectively cosaunicate. Each tise we want to refer to the relatienship between price and
quantity desanded we can siaply say *desand.® lsplicit in the definition is the notion that there is 2
relationship between price and the quantity deainded, but the mature of the relationship is sot
specified. It could be positive or negative. Thus far we have only crested a part of 2 lanquage. Ve

have identified what econoaists consider to be an isportant relatieaship aad given that relatisaship 2
[FYTR

DESCRIPTION - THE LAW OF DEMAND

Price and quantity demanded are negatively rvlated. When price

increases the quantity people are willing and able to purchase
will decrease.

We have now identified the suspected neture of the relationship between price and quantity desanded. e
feed that it is so likely that quantity desanded will decrease when price incredses that we are willing
' to call it a *lau.® This does not help us understand consuser reactions to the change ia price, but it
does specify what the reaction is likely to de. If the law is correct then we will be able to predict
consuser reaction to a change in price =- assusing no other detersinant of quantity denanded changes.

TR 2

EXPLANATION :

The law of demand 1w likely to be true because:

1. When the price of a good or service increases the amount of
other valuible economic goods which must be given up increases.
Thus it is likely that a consumer will decide that the last unit
purchased is not worth the higher sacrifice. This is the

. substitution effect.

2. When the price of a good or service you purchase increases you
will not be able to purchase the same goods and services unless
your income increases. This is the ingome gffect.

These tuo points give qood reason for the law of desand. They give support to the notion that price aad
quantity desanded are iaversely related. When we heve jdentified a goal we wish to acheive it is
necessary to understand why relationships are true in order to develop an effective policy.

Explanations cannot be a rewording of the stated relationship, but sust o under the surface to give
cause for accepting the truth of the relationship.

—_— Ve
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DEFINITIONS AND EXPLANATIONS \00

DEFINITIONS — OP TIMIZATION
CMAXIMIZATION)D

Optimization (maximization) occurs when resources are bein
in the best possible manner.

Much of economic theory deals with the individual’s, or
society’s, attempt to derive the greatest benefit from the
use of the available resources. As previously defined,
economics is the study of the way we may choose among
alternative uses of scarce resources. Because resources are
scarce we are forced to make choices. Economists postulate
that people are rational in that they make decisions based on
what is best for them. Thus, we (economists) make frequent
use of the terms optimal, optimize, maximum, maximize.

DESCRIPTION ~— OPTIMIZING RULE

Resource use will be optimal when there is NO way to get greater
value from the resources being employed. This will occur when the
benefit from an increase in an activity (the marginal benefit) no
longer exceeds (is equal to) the opportunity cost of that increase
(the marginal cost).

It seems almost intuitively obvious to say that resources are
not being used best when there is a way to increase the
well-being of the decision maker. This rule may be applied
to many situations. Consumption, work and leisure decisions,
input use, and output decisions are all subject to this rule.
We need only identify all of the benefits which accrue to the
decision making unit from expanding an activity and all of
the costs (the opportunity costs) to indicate when resocurces
are being employed optimally.

EXPLANATION

wWhenever the marginal benefit exceeds the marginal cost the
decision maker should expand the activity because additional
resources generatd greater value in this use than is lost when the
best alternative use is foregone (sacrificed). Because the total
benefit increased more than the total cost did, the difference
between the two, the net gain to the decision maker, is increased.
This will occur as long as the marginal benefit (ME) exceeds the
marginal cost (MC).

This is & modest attempt to connect the concept of
optimization with the rule that ME should equal MC. One must
attempt to give some explanation, some causal relationship
between MB = MC and the concept of optimizing. Often 1
believe the attempt to formalize this concept takes the
_bvious and makes it obscure. The formalization becomes
useful when we can begin to see why, and how, it applies to
complex situations. -
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KEY CONCEPTS — E1IVYE
DEFINITIONS AND EXPLANATIONS

DEFINITIONS — MARKET STRUCTURE

A description of an industry’s MARKET STRUCTURE includes all of
the key determinants of the way firms in the industry relate to
each other and their customers.

Researchers in many fields believe that environment is, at
least, an important determinant of behavior. Psychologists
have studied the impact of environment on a child’s emotional
and intellectual development. Industrial psychologists have
analyzed the impact of environment on individual and group
work effort. Economists have analyzed the relationship
between environment and the economic behaviar of a firm.
Hecause this relationship is an important one a short
reference phrase - MARKET STRUCTURE — was created.

Description -—-— MARKET STRUCTURE

The market structure of an industry can be described by four
variables: the number of firms in the industry, the ease of entry
and exit, the extent of product differentiation, and the quality
of information possessed by both buyers and sellers.

From the many different characteristics of the environment of
the firm economists have centered their attention on the four
listed above. These give researchers, corporate strategists,

public officials an adequate sense of an industry’s mariet
structure.

EXPLANATION -- IMPORTANCE?

The goal of economics is to improve the use of our scarce
resources. Consequently economists have identified the key
characteristics of a firm’s environment which influence the firms
behavior. We are concerned with the firm’s choice of price,
output, their commitment to research and development, growth, and
resource use. Through the years evidence has been compiled
indicating that the four variables mentioned above are indeed very
consequential. Economists believe that the number of firms in an
industry is critical as & determinant of price and output policy.
The ease of entry/exit and the extent of product differentiacion
are believed to affect the responsiveness of firms to consumer
interest and to new opportunities- Finally, the quality of
information influences. the consumers’ ability to make good
decisions and increases the sense of competition among firms for
consumers’ dollars. As we look at alternative market structures
and some of the evidence linking market structure to the
performance of the individual firm and the industry you should
begin to see impcrtance of a changing market structure. A
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KEY CONCEPTS — £8IX
' DEF INITIONS AND EXPLANATIONS

DEFINITIONS — EFFICIENT ALLOCATION
OF RESOURCES

AN EFFICIENT ALLOCATION OF RESOURCES exists when it is no longer
possible to improve one individual'’s sense of well-being without
reducing someone else’s.

Putting this in a slightly different way we can say resources
are not being used "best" - allocated efficiently - whenever
it is possible to rearrange their use and make One person

better off while maintaining the status quo for everyone
else.

Description — MU = MC

When the marginal utility to every consumer is equal to the

marginal cost of production we will have an efficient allocation
of resources.

This statement does not help us understand the concept of an
efficient allocation of resources very much, nor does it
explain this necessary condition. I have simply described
the Necessary Condition with an equation and then with words.

’ EXPLANATION — REASONING

The question asked is "when can resource use be changed vyielding
an improvement in one person’s sense of well-being without causing
a decrease in any other person’s?" Recall that, due to scarcity
of resources, every action has a cost. Hence we must consider the
gain made from a reallocation of resources and the loss incurred.
Recall that we have defined the cost of producing a product as the
opportunity cost. This means that the marginal cost of production
indicates the value of the best alternative use of the resources.
That value is determined by the utility to consumers of the output
that would have been produced. Thus, when we compare MC to MU for
a product we are in fact comparing the value to consumers of the
best alternative use of the resources to the value of the last
unit of the good currently being produced. If MC is less that MU
that means that consumers would be losing less, the value of the
foregone output, than they are gaining. This rule should be
applied to all outputs and to all consumers.

) (orieiNet in
cowa)
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Group Exercises

1. Early 1n the first week of class we discuss basic
economic problem, possible goals for an economy, and lay the
groundwork for discussion of alternative economic systems.

After we have developed a list of possible goals for our
economic system and a basic understanding of what each goal
means I break the class into groups of 4 to & students. 1
ask each group to rank the goals and to be able to give a
rationale for the ranking. The ranking and the rationale are
presented to the entire class.

2. After we have gone through two or three of the Key
Concepts pages 1 had the class prepare one on “Elasticity of
Demand." I divided the class into groups of 4 to 6 and asked
them to prepare a written statement which would define,
describe. and explain the concept of elasticity of demand.

N Once or twice during the course I will asl students to
prepare a "Key Concepts" page which they are to bring to
class. Discussion will be based around these papers.

4, During the last section of the course I will divide the
class into groups to prepare "Key Concepts" pages.

S. During the discussion of consumer behavior I asked the
students to pick one hour during the weekend, describe what
they did, and indicate what they would have done had their
chosen activity not been &available. The papers are used as a
basi1s of a discussion of opportunity ceosts and decision
making.

6. To highlight the interdependence of firms 1n an
oligopolistic market structure I had two teams of students
choose pricing strategies for their firms. After several
rounds they had to explain the choices they made. I then
increase the number of te:sms to three to indicate the
1ncreased uncertainty as the number of players 1ncreases. 1
also e:perimented with twe different price announcement
formats. Under one the prices were announced simultaneously.
The other format had the croups sequentially announce their
prices.

7. Several times during the course I hand ocut numerical
problems which are used as a basis of discussion.
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FIFSE REFORT

STEFHEN L. ZABOR

HIRAM COLLEGE

I began mv class with three basic objectives: 1y I
wanted ko involve the studentz first-hand in their personal
intellectual development and the development of their fellow

studentszs: =) I wanted to i1ntroduce the students 1n the class

to the
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ive approaches to the economic
dilemma: and = I wantea to 1mplement a new approach to the

teachina of economic analvsis.,

Given the student response to the innovations emploved I
would declare the evperiment a success with a need for

continuing development.

1) Approzimatealy six times during the quarter I divided
the —lazs into aroupz of four or five students. A discussion
topic was pr 2sentad with a2 clear goal and time limit
attached. Each time more cstudents participated in the
discussion and tested their own ideas than would have in a
mare traditional lecture format. 0On each occasion the group
had o present a consensus opinion to the class and be
prepared to defend that position. At this time I would not
arcept dissent within the group bat would allow challenge and
dissent from other groups. Each time a group exercise
accurred I would ask each student to prepare a personal
statement on the issue expressing their own understanding and

opirion with some comparative discussion of the other
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positions presented during the class. The group discussion

and presentation seemed to accomplish two major tasks.
First, more students in the class *tested their own
understanding of the material through aral expression than
would have occurred with other class formats. Second,
students fragquently found themselves defending positions
which might be foreign to *hem. Through our discussion

=tudents Sacame mora aware of the evictencs of resonable

tnvalwving studesnts in the2ir own =2ducstion was my reguest that
each student choose ane hour during a given weekend. They

N
wera o indicate what thev did, what their major
conziderations/goals were. and what the best alternative use
of their time wouwld have been. This is a simple attempt to

get studentz ta think about & rational decision—makinag

process.

Alternative approaches were introduced carsfully and

=implv. In general two alternatives were offered and

xplained. The first opportunity for students to see the
possibility of alternatives came with the ranking of societal
goals. After a discussion based on the textbook’s
presentation of goals and objectives I divided the class into
groups of four or five to rank the list of goals. First
students had to argue their position within the group and
then they had to argue their group’s position. Two goals
were accomplished. Student’s became more aware of the source

0f disagreements about policv and they became more aware of

129




the difficulty of achieving multiple goals, i.e., the

exsistence of trade—-offs.

My last objective was approached through the development
of llev Concept pages. Each page introduced the definition,
description., and explanation of an economic concept. In the
early portion of the course 1 provided complete pages to the
students. We discuszed these in class and linked them to the
tent. Later in the zourss I asked the students to prepare a

ey Concepts page :1n class. Groups of four or five worked

together for a specified amount of time. As I walked around
the class 1 bzcame zware 2f the difficulties students were
hsving differentiating ketween a description and an
expanatian. It is extremely important to highlight the verbs
zmployed during an 2xplanation and to contrast these to the
verbs indicating 3 definition or description. This can be

done whil=z the purpose of explanation. Students need to know

that explanation allows them to apply their newfound
lLmowledge te new and different situations. Durinag the time I
spent with each group I could help them formulate their
rictions cf definition/description/explanation. Then their
results were shared with the class. Finally, I asked each

student to prepare their own page on a given concept.

My personal reaction is that the combination support and
challenge 1 offered in this class was not quite right. I
have learned quite & lot about involving students in their
own learning quest and about the support which is necessary
to successfully deal with complex. and logically demanding

material. 1 was pleased with the students’® response and only
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hope that the gains made the next time I teach the course
will be as great. I need to be sure that a gradual weaninn
process takes placz during the course with a gradual increase
in the responsibilitv aof the individual student. However, I

feel that I can not. during this introductory course. remove

n
ot

ompletely the supportive net given by mv structure and

reszntation.
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GE 300 - THE NATURE OF SCIENCE

Fall 1987 - 88 Dr. Arthur R. Murdoch

Regular class meeting schedule: 8:30 - 9:4% Tuesday. Thursday
Room 219 - Wilson Hall

Textbook: none

Required Materials: two bound (spiral ok) regular size
(8 1/2 by 11) notebooks

Instructor’s offive: Room 110 - Wilson Hall
Office Hours: 1:30 - 4:00 Monday, Tuesday
and by appointment
Telephone: Office - Ext 304: Secretary - Ext 306;
Home 821-3938
(weekday evenings 7:00 to 10:00 only please)

Course description: Mount linion Cnllege Catalogue., pg. 106
GE 300 The Nature of Science. Study of some aspects of the
origins, development. and social impact of scientific concepts,
methods, and institutions in the modern era, as discussed by
scientists and others. Major emphasis will be given to the
increasingly massive and powerful science establishment of
recent decades, and its interaction with publie policy and
with various aspects of our culture. Prerequisites: EH 100,
SP 100. Not open to freshmen. 3 Sem. Hrs.

Assumptions:

The student is expected to have the ability to:

a) Uge a word processor (to be discussed later).

b) Undertake self directed reading.

c) Develop reasoned conclusions.

d) Share and support conclusions.

e) Write and speak correctly and effectively.

f) Maintain sensitivity to differing and opposing opinions

The student is expected to read extensively from materials sought out
by the student in the areas of the topics to be considered in the course.
Although no technical background is required or expected, some mastery of
the technology will be necessary to permit the appropriate value
judgements. The students reading and class discussion should provide the
necessary background for the formulation of a tentative position by the
student on the issues considered. The chosen position may chande in the
future due to new data or changing circumstances. This course is intended
to assist the student in developing the ability to effectively articulate
and rationally support the current position advocated. This articulation
should be presented in both class discussion and written assignments. The
student should be able to absorb information and opinions on various sides
of issues, then come to a reasoned conclusion. The student should be able
to rationally support his or her conclusion and listen sympathetically to
oppusing opinions and their support. Since the matters to be considered in
this class will be unresolved issues involving value judgements, it is
understoodi that unanimous agreement and even a consensus is not expected or
desired. Our goal will be a better understanding of the relationship
between modern science and technology and the social structure in which we
Q e.
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GE 300 - pg. <

Tentative Course Outline:

The topic schedule will initially be as follows. but is subject to
revision depending upon the needs of the class or putside events. Other
topics and issues may be used in place of those given if events suggest
such changes. Some topics may run longer than scheduled, others shorter,
and the sequence may change. This tentative outline is meant to 1llustrate
the nature of topiecs that will be considered and an approximate possible
schedule. but is not to be considered binding in any respect.

WERK TOPLIC

1, 2 History and Development otf Modern Science
3, 4 Seientists View of Man - selected essays
5 The Telecommunications Revolution

6. The Computer Revolution

B, Y The Energy Crisis and World Survival

lu, 11, 12 Biomedical topics

13, 14 Mini symposia

vlass Requirements and urade Base:
A) Class Attendance and Participation
1) Attendance - 10%
¢) Participation - 10%
B) Class papers
1) Four short papers - 20%
See assigned topics later in syllabus, at 5% each
2} Ope ma.jor research paper - 20%
Grade distributed over Outline., Draft. and Final Copy
*Y Ciass notebooks
1) Class commentary 15%
%) Annotated bibliography of readingds - 15%
D) Mini-svmposia - 10%
Details to he distributed later.
Although provision for the symposia is included here. this
pnrt.ion of the course is contingent upon progress of the class
t.hrough the semester.
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GE 300 - pg. 3
Discussion of Nature and Direction of the Course:

Th1is course is an elective course that is one of the options for
fulfilling the non-laboratory component of the science requirement (Mount
lInion Cnllege Catalogue pg. 28). This option was accepted by the Faculty
of the College based upon the premise that a general understanding of the
nature nf science and its promise and problems, its relation to society and
sorial values would serve the student as well as an in-depth study in a -
single subject, area of science. To this end, we shall be, together,
undertaking a study of where science is today, where it may be taking us

tomorrow. and what this all may mean to our society and the life we may
lead.

The goals of this course are to:

1) Provide an understanding of the distinction bhetween
Serience and Technology.

2} Provide an insight into the actual and potential
capabilities and limitations of modern technology.

3) Provide an insight into the complex interdependence of
Science/Technology/Society.

4) Provide confidence that the citizen can and should participate
in technological discussions and decisions without the
necessity of a technical expertise.

5) Provide a basis for drawing the distinction between Science and
speculation or advocacy disguised as science.

6) Encourage critical thinking about the moral and ethical issues
inherent in the interdependence of Science, Technology
and Society.

7) Provide the opportunity for critical vwriting at both formal
and informal levels.

8) Provide the opportunity for critical, informed discussion
of issues of importance to personal and societal future.

The schedule of topics £iven for this course is subject to change as
the term progresses. Most importantly, we will take notice of current
events relevant. to the course. Examples of topics that have required
attention in the past were the Three Mile Island acrcident, the Challenger
disaster. and the Chernobyl accident. Other recent events that would
justify notice are the Baby M case and the 1SS Stark disaster in the
Persian Gulf this past summer. The moral and ethical implications of
technological capabilities and soc.etal dependence on our technology that
these events illustrate are the very essence of this course.

The course will be conducted in a seminar/discussion format. It 1is
expected that each student will read from various sources to permit a
dialogue in class. Due to the nature of the subjects considered and the
rate of progreus of science and technolody, timeliness of intormation 1is
important. You are, therefore, encouraged to concentrate your reading in
ocurrent sources. To encourage wide reading, an annotated bibliography is
included as a part of the course requirements. Suggestions for readinds
will occasionally be made but use of a variety of current source materials
is strongly encouraged. References may be drawn from various periodicals
in the College Library or elsewhere. Special attention should be directed
E? the "Letters to the Editor” sections, as this is where many of the
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GE 300 - pg. 4

debates on issues of interest to this course will occur. References may
well come from non-print sources such as radio or TV newscasts or special
programs. Sources should include a variety of periodicals and reference
resources. Periodicals which regularly have pertainent material include
TIME, NEWSWEEK, 0US NEWS AND WORLD REPORT, NEW YORK TIMES, and THE WALL
STREET JOURNAI. as well as nontechnical science publications such as
SCIENCE. SCIENTIFIC AMERICAN, DISCOVERY, SCIENCE 87, SCIENCE NEWS, AMERICAN
SCIKENTIST, SCIENCE DIGEST, CHEMISTRY AND ENGINEERING NEWS, AVIATION WEEK
AND SPACE TECHNOLOGY. BIOSCIENCE, SCIENCE AND SOCIETY, SKY AND TELESCOPE,
IMPACT OF SCIENCE ON SOCIETY. SCIENCE TECHNOLOGY AND HUMAN VALUES, BULLETIN
OF THE ATOMIC SCIENTIST, FAS PUBLIC INTEREST REPORT, THE HASTINGS CENTER
REPORT, and the CHRISTIAN SCIENCE MONITOR. This list. however, is not by
any means exhaustive.

Other sources of value would include numerous books directed to the
issues of Science/Science Ethics. Many valuable publications are available
from the Government Printing Office. including several energy related
publications available from the instructor, as well as numerous items in

the College Library. Pertinent testimony and entries in the CONGRESSIONAL
RECORD should not be overlooked.

Finally, no source is "off limits”. As a result of the all-pervasive
impact of science on society, almost any publication will carry articles
appropriate as source of references. It must be pointed out however, that

many publications have a particular, strong and pervasive bias that would
caution the reader to view the report with appropriate skepticism. 1
encourage a wide range of reading and thought for your bibliography
notebook or papers, and as a backdround for class discussion.

Note Regarding Plagiarism:

Each student is expected to do his or her own work independently except
for the obvicus case of team assignments. The student is therefore
responsible for the work. Plagiarism is the use of another persons work
and claiming it as your own. This is not to be confused with the use of
source material which is properly credited. Plagiarism is thus a fancy
word for cheating. This behavior is unacceptable in this course, indeed,
it jis unacceptable in any setting. Although the burden of proof of
plagairism is on the instructor, it is considered to be a most serious
academic offense and if you plagiarize and are caught, you will be subject
to penalty including, but not limited to, possible zero for the assignment,
failure of the course, or report to the Dean of the College who has the
authority to discipline you further - including dismissing you from the
College. For a further discussion of this issue, see the attached
statement on 'lagiarism .




Discussion of class requirements:

A) CLASS ATTENDANCE AND PARTICIPATION

1) ATTENDANCE_-_10%

As a matter of College Policy, regular class attendance is expected
and required (Mount Union College Catalogue, PpPH€. 32). By their very design
and nature, regular attendance at "seminar” type courses such as this is
especially important. There is no way to make up an absence and regardless
of the reason. an absence represents a class where not only did you miss
the presentation of the day, but also your fellow students missed your
contribution. Consequently, attendance will be taken each day, usually in
the form of assigned writing. Your grade for attendance will be reduced be
1% for each two absences. Absences for bona fide reasons, as determined by
the instructor, will count as one half of an absence. Dates on which you
know you will be absent due to extra-curricular activities, outside
requirements of other courses, etc. MUST be cleared with the instructor
BEFORE THE FACT to qualify for the half charde provision.

2) PARTICIPATION -_10%

Due to the "“seminar” nature intended for this course. it is
expected that each student will read appropriately to prepare for each
class and contribute to the conversation in class. Occasional sugdestions
will be made of articles or other sources to consult in preparation for a
class, but usually you will be expzcted to seek out pertinent material,
especially from current literature, on your own. Consideration of in-class
writing will be included in this portion of the grade.

B) CLASS PAPERS

These #ill be graded on both content and form. Any approved style
guide may be used. A “letter perfect” typed copy of all papers will be
expected. Correct grammar, spelling, and punctuation. and deneral proper
use of English will be required in all cases. ALL errors will subject a
paper to a grade penalty. Unacceptable papers should be promptly rewritten
and may be resubmitted for regrading within one week of their return to the
student. The recorded grade for a resubmitted paper will be the average of
the original and the resubmit grades. Proper satisfaction of this
requirement. may best be achieved through utilization of the word processor
lab in the basement of McMaster Hall or some equivalent facilities. All
late papers will be subject to a grade penalty. All papers are due at the
end of the rnlass period on the day specified.

CRITERIA_FOR_GRADING PAPERS:  (Adapted from Prof. David Ragosin)
1) RELEVANCE - The relationship of the subject of the paper to the themes
of the course should be clearly and explicitly presented.
2) CONTENT AND SYNTHESIS - The subject of the paper should be developed in
relation to the themes of the course. The applications of the subject and
the implications which may be drawn should be developed in context of the
Science. Technology, and Societal Values interface.
Questions to be considered while writing your paper include:

a) Are your assumptions clear<®

b) Are the arguments internally consistent?

¢) 1s the necessary evidence presented?

d) Do the arguments ignore any of the essential or fundamental

facts or data?

1co
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=) D the arguments violate any basic physical o1 social
principles or cnncept.s?

r) Do the interpretations of the assumptions and evidence
lead to the suggested conclusions?

i) What is the writers point of view? Does he or she adequately

expose the bas!s. mode, and direction of thought to the reader?
3) MECHANICS
a) Overall Organization - A well organized paper begins with an
appropriate title which explicitly or implicitly expresses the subject and
purpose of the paper. The paragraphs in a well organized paper follow each
nther in a logical fashion and are held together by appropriate transition
devines.

b) internal Organization - The superior paper is composed of paragraphs
whirh are unified and coherent. Unification is achieved when each
paragraph is restricted to one central idea with the discussion,
illustrations and exampl~»s selected to amplify or explain or develop the
concept. o that centrail idea. Coherence is achieved when the sentences
within each paragraph follow or relate to sach other in a 1ogical manner.

c) Use ot Detail - Papvers of gquality are charact.eristically marked by
meaningful details. illustrations, and examples. (ieneralizatinns are
suppnrted. complex concepts are analyzed, abstract i1deas are made concrete.

d) Sentence Structure and Sense - Superior papers always nontain
sentences of varying length and form. Idiomatic, general English is the
mos;it. appropriate form of the landguage for papers in this onurse.

&) Mi:chanieal Accuracy - Under this heading fall such malters as
spelling. punctuation, and pronoun usage. The student should demonstrate a
mast.ry of basic English grammer. Papers containing frequemn spelling

errors. sentence faults. and pronoun errors will be failed. ‘uch papers
usually indicate that the writer was too lazy and uncaring @ devote

enough time to proofread and revise his or her paper.

4) FOOTNOTES. REFERENCES. AND BIBLIOGRAPHY - Papers must incaiule footnotes
and references for cited material. Any approved style guide may be used
but the “end notes” apprnach is the most common. Kach paper must. include a
bibliography of the sources used in preparing the paper. Soureces must be

fully and properly cited. The number of sources appropriate depends upon
many factors. including the nature of the topic and the nature of the
resource used. 1f sources are short articles, several will be expected,

however 1f longer items or books are used. substantially fewer will be
adequate. Two general guidelines wmay be used - resource pages should be at
a minimum twine the pages composed and adequate sources should be used to
give a view of the subject from several differing perspectives.

5y OSTYLK AND APPEARENCE - The parer should be composed and arranded in such
a manner as 3 invite the reader. All papers must be typed {preferably
word processor), double spaced on 8 1/2 x 11 paper. Leave reasonable
margins (approx. 17 all sides). Papers must have a cover (title) page
bearing the title, authors name, date, course, etc. Pages must be numbered
and each bear the authors initials. All papers must be submitted with
pages properly eonllated and “"bound” with a theme cover or some equivalent
device. Included in this is an attractive layout of the title pade, layout,
and division of the text pages, and separation of the footnotes and
references from the bodyv of the text.

137 BEST COPY AVAILABLE
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1) Short Papers - _20% (Four at 5% each)

Each paper will be graded on a scale of 0 to 25 points. Point
division will be: Relevance - 5; Content - 5; Mechanics - 5; Footnotes ctc.
- 5; Style ete. - 5 (see Criteria for Grading Papers above). The Short
IPapers portion of the course grade will be obtained by dividing the total
roints of the four papers by 5.

These papers should be written with personal involvement - your
ideas and feelings as supported by your readings, etc. They should NOT be
“third person” dispassionate discourses on some topic of no interest or

concern Lo you. Become involved in your topic and argue your points with
conviction.

These papers should be between 2 and 3 pages long Plus an
appropriate bibliography. At least two sources are expected for each, not
including dictionaries or encyclopedias. Footnotes must be used if and
when appropriate.

Topics_for_the four_ papers_and _due _dates_are:

a) The manner in which science/technology has had an impact on your
lifestyle. Use a single individual example. Be explicit.
Due_date:_44_uLeptembern.

b) A specific scientific/technological development you expect to occur in
the near future (by the year 2000) and how it will effect the world. Note
- continued implementation of current technology does not qualify unless it
is accompanied by some major innovation or applied to some unexpected area
or in an unexpected way.

Due_date: 21 _October.

¢) A suggested direction to seek a solution to the long term energy erisis,
how this may be implimented, its problems and promise, and its net
effect./impact on society.

Due_date:_12 November.

d) A specific area of the “"biomedical revolution” (past, present or
future). its impact and problems the devolpment bringds.

Due_date: _2_December,

2) Term_(Research) Paper -_20%

The term paper will take the form of a major research paper. it
may be on any topic relevant to the thrust of this course - i.e. the impact
of science/technology on society, the effect of societal needs and doals on
science/technology and the moral and ethical problems created by
scientific/technological progress. The issue addressed may be a technology
now well integrated into society where the advantages and problems are
fairly well known, such as television or the automobile, or a newly
developing technology where both promise and problem may be more
speculative, such as computers or space travel. In any case the technology
should be discussed only to the depth necessary to understand its impact on
society. The major focus should be on the societal and ethical questions
raised by the development and how society responds to or is affected by
these issues. The reverse feed-back should also be examined - that is how
societal concerns influence the nature, direction, development, and
application of the technology being considered. Indeed, a paper dealing
with a technology which has not been developed or has been discarded due t.o
societal reijention would be most appropriate. In the usual case, the paper
should close with a statement by the writer presenting his/her view of the
ethics or morality of the problem and its resultant resolution or current
status. Such statements should be carefully considered, thoughtfully
expressed. and supported by reference to data presented in the paper.

Q
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The Onutline should be sufficiently worked out to give a direction for
the paper and to provide a listing_and sumpary of the sources to be used.
Jsually four to twelve sources will be expected. It is understood that the
direction indicated in this outline may require revision as the paper is
written but sufficient preparation should go into the outline to indicate
that the writer is knowleddeable in the topic chosen. The outline will
count for 25% of the paper sgrade.

Due_date:_ 15 _Qctober.

The Draft Copy should be 10 to 12 "standard” pages, properly
footnoted and referenced. A complete bibliography should be appended and
be in addition to the required pages of text. The draft copy will be
-returned with comments and sugdestions for the final copy. The previously
submitted outline must accompany the draft copy. The draft copy will count
for 50% of the paper drade.

Due_date: 19 November,

The Final Copy should be 12 to 15 pages plus footnotes and
bibliography. The draft copy and outline must accompany the submission of
the final copy. The final copy will be retained permanently by the
instructor, but you may pick up the draft copy and outline with appended
comments about the final copy any time after the end of final Exam Week.
These materials will be retained by the instructor for one semester. If
they have not been claimed, they will then be discarded. The final copy
will count for 25% of the paper grade.

Due_date: 8 December,

C) CLASS NOTEBOOKS

Each student is expected to maintain two notebouks for this cnurse.
These should be regular “notebook” size. To maintain the integrity of the
notebook. they must be bound. A “loose leaf”, “duo-tang”. or folder of
separate sheets is not acceptable. Clearly legible hand written (ink. e.d.
ball point.. preferred) not printed or typed, copy is expected in these
notebooks. To help assure neatness, write only on one side of the pade.
This will also provide space for the jinstructor to enter comments and
discussion in response to your entries. Since they will be handed in
separately. they must be physically separate. The pages in the notebook
should be consecutively numbered. The notebonks should begin with a few
pages reserved for an index that will be constructed and entered as the
notebook is filled.

Each notebook will be conllected for review throughout the semester as
specified below. This will help to assure that you are satisfying the
intended format and content as well as making progress toward meeting these
requirements. The notebooks will usually be returned the class period
following the due date. The instructor will not append a specific grade to
the notebook, but will comment on the perceived thoughtfulness of your
ent.ries. Although these periodic submissions will be considered optional,
failure to take advantage of this opportunity will deprive you of the
instructor comment which would be of assistance to you in preparing
subsequent. entries. No penalty will be directly assessed for
non-submission, but regular progress jn quality and quantity of work as

shown by the periodic review will be considered when the notebook grade is
assigneri.

155




GE 300 - pg. 9

Both notebooks are due for final grading on the last day of class for
the course. As with the term papers, they may be picked up after the end
nf Exam Week. They will be retained by the instructor for one semester and
if not claimed, they will be discarded.

1) Class_Commentary - 15%

The first notebook should be a daily record of the discussions of
the class. It should NQT be class notes per se but a commentary on matters
discussed or questions raised in class and your reactions or responses to
these issues. This “diary"” should be prepared shortly after each class
while it is still fresh in your mind. Class notes may be included to
“prompt.” your memory, but it is your thought and reaction that are sought..
The daily entries should be of such length as is necessary to raise the
quest.ions or present the responses sugdested by the class. In general, a
minimum of one page would be expected. Each new class day entry should
begin on a new page. This notebook will be collected and reviewed as
indicated below. The final grade assigned will depend in large part upon
you development. of thoughtful, critical and incisive entries. :
Submission dates:

La§§_ini§i§l_6_:z_ﬁs~§_SQBL;L_ZQ.SQELLL_ZZ_Qet;&_ZQ_HQXLL_lQ_DQQ;

L > Z: .10 Sept.. 1 Oct.. 29 Oct., 24 Nov,. 10 Dec.

2) Bibliography Notebook - 15%

The second notebook will contain an annotated bibliography of
readings, news items, etc. which deal with the subject of this course - the
interplay and interaction of Science, Technology, and Society. In addition
to page numbers, each entry should be numbered sequentially and added to
the index. Each entry should begin with a new page. Each entry must be
properly and fully cited giving author, book or magazine, date, page, etc.
The entry should be a brief summary of the referenced source followed by a
critical comment discussing its meaning, relevance and importance in the
context of this course and why you chose to include this reference. It is
expected that you will have at least 50 entries (slightly more than 3 per
week) and steady progress would indicate approximately 12 new entries for
each submission date. These references should be on a wide variety of
subjects and come from a variety of sources illustrating the pervasiveness
of science in society. Although no sources are "off limits"”. it would not
be appropriate to include the references used for your class papers in this
listing. However, articles etc. read to prepare for class discussion would
be appropriate to include. Reference %o the earlier listing of resources
may sugdest sources of articles.

Submission_dates:
Last_initial A_-> K: 15 Sept., 6 Oct., 3 Nov.,_10Q Dec.
[, -> Z: 17 Sept.., 8 Oct., 5 Nov., 10 Dec.

b
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PLAGIARISM
From the MLA Handbook

Derived from the Latin word plagiarius ("kidnapper" and also
"plagiarist" in the modern sense), plagiarism is defined by

Alexander Lindley as "the false assumption of authorship: the wrong-
ful act of taking the product of another person's mind, ‘and present-
ing it as one's own" (Plagiarism and Originality {New York: Harper,
19521, p.2). Plagiarism may take the form o repeating another's
sentences as your own, adopting a particularly apt phrase as your own,
paraphrasing someone else's argument as your own, or even presenting
someone else's line of thinking in the development of a thesis as
though it were your own. In short, to plagiarize is to give the
impression that you have written or thought something that you have
in fact borrowed from another. Although a writer may use other
persons' words and thoughts, they must be acknowledged as such. The

following passage appears in Volume I of the Literary History of the
United States. ’

The major concerns of Dickinson's poetry early and late,
her "flood subjects," may be defined as the seasons and

nature, death and a problematic afterlife, the kinds and
phases of love, and poetry as the divine art.

The following, given without documentation, constitutes plagiarism:

The chief subjects of Emily Dickinson's poetry include
nature and the seasons, death and the afterlife, thc

various types and stages of love, and poetry itself as
a divine art.

But one may write the following with an accompanying note:

Text:
It has been suggested that the chief subjects of Emily

Dickinson's poetry include nature, death, love, and poetry
as a divine art.

lyilliam M. Gibson and Stanley T. Williams, ' '
"Experiments in Poetry: Emily Dickinson and Sidney Lanier,’
in Literary History of the United States, ed. Robert E.

spiller et al., 4th ed. (New York: Macmillan, 1974), I. 906.

If there is doubt concerning plagiarism, cite the source or sources.
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"yhen entering alien territory, it's helpful to have a road map."

This 'is your SYLLABUS for PHILOSOPHY 100.

Read it with care; it explains most of the WHAT,
WHEN and HOW of this course, e.g., reading and
writing assignments, paper and test due dates,
quizzes, grade proportions, and special features
of this course.

Bring this syllabus, your text and notebook to
all class meetings.
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PHILOSOPHY 100 Introduction to Philosophy

PHILOSOPHIC VISIONS:
Intellectual hors d'oeuvres to a Way of Life

“The unexamined life is not worth living."

*Know thyself.”
Socrates

"In all other occupations the fruit comes
painfully after completion, but in philosophy
leasure goes hand in hand with knowledge.
ETherefore] let no one when young delay to study
philosophy, nor when he is old, grow weary of
his study. For no one can come too early or too
late to secure the health of his soul."

Epicurus

“The problem of restoring integration and
cooperation between man’'s beliefs about the
world in which he lives and his beliefs about
the values and purposes that should direct his
conduct is the deepest problem of modern life.
It is the problem of any philosophy that is not
isolated from that life."”

John Dewey

“To know the chief rival attitudes towards
1ife as the history of thinking has developed
them, and to have heard some of the reasons they
can give for themselves ought to be considered

an essential part of liberal education.”

William 3ames
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D. Special Features of this Introduction to Philosophy Course

Three of the features that set Philos. 100 apart from many,
if not most, of the Intro. to Philos. courses that are
of fered elsewhere are:

1. the deliberate integration of literature and philosophy

Philosophic issues in this course are introduced
through literature, specifically through carefully
selected science fiction short stories, and
special philosophic essays that are correlated

to the themes of the chapters of the text.

2. major emphasis placed on development of critical thinking
skills and thought-and-writing assignments:

Four thought-and-writing assignments, embodying
various critical thinking skills, are to be com-
pleted during the course of the semester. (Ref.
weekly schedule page) Detailed explanations and

specific assignments will be distributed at
appropriate times.

Only two tests are scheduled, one near mid-term
and a second at or near the end of the semester.
(Ref. T#1 and T#2, weekly schedule page) Both
will be of the "short-answer, objective" form
and will concentrate on the "factual material"

presented in the text, supplementary readings
and in class.

You will have to know many of "the facts" covered
by these tests in order to complete the thought-
and-writing assignments satisfactorily.

3. limited enrollment, high involvement, high expectations:

Experience indicates rather clearly that people
master the critical skills and techniques of

philosophy better by regular and active partici-
pation than by irregular and passive procedures.

We deliberately set a cut-off point for the.
number of persons who can enroll in Philos. 100
for a given semester in order to provide 2
greater degree of student involvement in the
daily activities of the course. Expectations
for regular attendance and preparation and for
regular and significant participation are high
in Philosophy 100, but unless you and I have
high expectations for ourselves and one another
we might settle for much less than we are capable
of achieving.

WY
W
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E. General Course Description and Rationale

1. Students will engage in an introductory exploration
of some of the philosophic problems that arise in
the course of our daily lives.

Among the issues that we will explore are:

personal identity:; the nature of the self;
special aspects of being human; the nature
of time and space; mind; knowing and doubt:
values and social ethics; freedom;
religious beliefs; and outlcoks and methods
of philosophy.

2. The unexamined assumptions we hold or the solutions
that we accept as satisfactory in relation to these
issues produce significant consequences for our
lives, our way of life, and our relationship to
others and to our physical, technological, socio-
political, religious and moral environments.

Although we often try to avoid examining
these issues, we cannot escape from them
simply by ignoring them. They are
"living issues” in the community of
humankind.

Each of us must make intelligent decisions
about these issues
or
bear the consequences
of allowing someone else to make these
decisions for us.

3. One of the central aims of this course is to
encourage people to begin thinking philosophically
about the problems, issues and assumptions that
constitute pivotal points of our private and
public lives.

The concerns, skills and issues with which
we will be working interpenetrate several
disciplines that we often construe as
separate.

These concerns, skills and issues are
vital strands of that process of experience,
struggle and existence that we call humanity.

These are the kinds of concerns that are at
the heart of “the liberal arts tradition®

and the stated educational goals of Bethany
College.
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F. Areas of Focus and Usual Procedures

1.

We will focus on the following issues which are selected
from those that cluster around three general areas of
philosophy:

a. The Nature of Knowledge and Reality

(1) The Problem of Skepticism - Epistemology
—knowledge-claims, justification for
—certainty, doubt, probability
—criteria

(2) The Existence of God - Philosophy of Religion
—attributes of deity
—grounds for belief
—reality of evil

(3) The Nature of Space and Time
—physics and Metaphysics
—dimensions and directions; static, dynamic
~—concepts and reality----and consequences

b. Our Human Nature - On Being Human

(1) The Philosophy of Mind
—human and machine----same or different
—intelligence and artificial intelligence (AI)
—other aspects, behavior, thought, etc.

(2) The Problem of Personal Identity -
—person, person-hood? human nature?
—change, constancy----similar, same
—body, soul, memory

(3) The Question of Free Will
—responsibility and ethics; reward, punishment
—libertarianism
—causality
—determinism--mechanistic, nonmechanistic

c. Values - Axiology: Ethics

(1) The Justification of Values
—ethical judgments
—value theory
—basis of good/bad, right/wrong

(2) The Problem of Anarchy
—political theory and social ethics
—the state and citizen rights
—relation of theory and practice

ped
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2. Usually exploration of each »f these (eight) issues will
proceed as follows:

a. PFirst, we will survey the conceptual geography of
the issue area. This ‘includes:

(1) detecting the context and the dimensions of the
issue,

(2) mastering
(a) the relevant terms
(b) and the concepts and conceptual tools

required to deal effectively with the
issue,

(3) and discovering
(a) some of the answers that have been proposed

(b) and some of the problems with these answers
to the issue.

b. Second, we will discuss the appropriate science
fiction short story (called 2 “conceptual experiment")
--to discover how a question is asked or an answer

is provided in this fictional context.

c. Third, we will investigate a similar or different
answer that is presented in an argument by a
philosopher in a somewhat scholarly article.

d. And then, students will develop answers to questions
in ways that require using the skills and knowledge
that they have acquired in the earlier steps of
exploring the particular philosophical issue(s) .

Tn most cases this phase wiltl culminate in a
thought-and-writing assignment. (Ref. next

section for basic guidelines for such assign-
ments.)

It will be assumed that everyone enrolled in this
course will have studied the appropriate material
in the text and/or supplementary readings before
the class meeting at which that material is to be
discussed.




~  PHILOS.. 100

3.

Usual Procedure: Minimal Guidelines for Thought-and-Writing

a.

Assignments:

Your paper should have a theme. That theme should run
through the parts and serve to connect these parts.

—Thematic unity and coherence are important
attributes of critically focused thinking
and writing.

Your paper should begin with, or have, 2 thesis state-
ment.

—Readers tend to become frustrated or bored
if they cannot discover the writer's thesis
or main point.

In your paper you should use two or three generaliza-
tions related to your thesis to elaborate, explain
or otherwise develop your thesis statement.

—Avoid using generalizations that bear no, or no
clear, relation to your thesis statement or to
the paper's theme.

Use illustrations or examples to support these
generalizations and to provide the necessary details
or specificity for clinching your thesis.

—Avoid using illustrations or examples that illus-
trate something only incidental to or unrelated
to the generalizations, thesis or theme.

Your paper should have a beginning, 2 middle and an
end.

—It should end or close with some conclusions—
conclusions that follow from and are supported
by earlier parts of the paper.

If you are uncertain about what a term means or
about how to spell a word, by all means check it
out by using a good dictionary.

Develop the habit of proofreading and of presenting
your best work.

—The paper you turn in is somewhat like a job
application: it tells or shows the reader
something about you, something about the pride
you take in your work and something about the
qualjty of work you are performing at your
present Jjob.

<J
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G. Abilities/Skills to be Developed and Demonstrated

Students who complete the studies in this course
satisfactorily will develop and demonstrate, by
oral and written means, the skills or abilities:

—to identify and analyze several philosophic problems

—embodied or assumed in normal human conduct,
thought and institutions

—portrayed in the imaginative literature of
science fiction

—elaborated and examined critically in philo-
sophic writings

—to identify and assess the strengths and
weaknesses of several answers thought
to solve .these problems

—to identify and analyze several previously
unexamined beliefs and assumptions
in one's thought and behavior

—to0 trace out implications and consequences
of beliefs, commitments and decisions

—to identify and use effectively basic logical
skills necessary to evaluate argu-~
ments

—to identify and assess criteria by means of which
one is able to distinguish effectively between
philosophically defensible and indefensibtle
choices, decisions, arguments and consequences




Z. 3Zasic Text: Thought Protes: Philosovhy Through Scie tion. .
e F!QQ‘H*‘J:;IQ s wrand—ad c“c;aS"cT*:mlth:“=d1tors. Inglewood
clilfs, 4J: PFrentice-dall, 1981. Paper
Week Text CJhapt. - Topic [E'Supplementarz7
- T inlases Ma e . . " =
z -atroductery materiais; Text .Introduction: Thought Proves in Pailosorchy
and Science Tiction." Survey of areas of philosopny; methods of
vhilosophy % science fiction
e-2 Chapt. 1 "Skepticism and the Theory of Lnowledge: +“hat 40 ryou xnow for
cerzain?"
Kinds of skepticism and area of Zpistemolcgy
1"y

Welfare LCeparvwment” by R. Gaines Smith
"Descartes' Ivil Jenius" by 0.K. Bouwsma

~

Sh. 2 "Philosophy of Religion: Does Sod exist?"
Range of ccncerms in Philosophy of Religicn
"The Star" by Arthur C. Clarke
_"The Problem of Zvil" %y John Hick
Isaac Asimov 2nd Juane Gish, "The Genesis War," Science Digast

(Oct. 1981).7

L
]
&

- Puper €—|—Waperl f‘

Th. 3 "The Philosophy of Time and Space: Time Travel: Can iz de dene?"
interpretations of Time and Space-Time, Problems
Z:lbnst: P selzctions I{rcm The Time Machine movi37
"211 You Zompies--" ty Robert A. Heinlein
"The Paradoxes ¢ Time Travel" by David Lew's

N
i
OnN

7-3 Ch. % "Philosovhy of Mind: en and Machines: Is there z diffsrence?”
Scone o Philosoray of Mind, what is it to Tz Human?
"Tor a Breath I Tarry" Uy 3oger Zelazny

"

‘ } . “hat Is ;: d‘xﬁ_tc 32 a EZCT" vy Thomas laznl
| : - [Eéaac Asimov. ;vidence._7
% i}—;C =1 a. 3 "The Proplem of Personal SdEmsity:r Wnat ort sl ozrineitizz of
1 , = gerscrnal identity "
‘ = ccanceptual gecgrachy < <ha2 Tavrsonal Iisnzies lz-ous
| /N [:écz @illiamson, "Ti:h foudsd Hands .. L oL Jpsusn DLz Tuia,
’ "line L‘vesndl
-l "The Meeting" by Trederik Pohl ard C. M. Zowunloeh
! "Will Tommy Vladex Survive?" Ly John Zerwy
o2 ch. §"Free Will and Ceterminism: Is Iverything detsrminad Ty sauses

1

i

{ cutside our ccntrsli?"

' Survey of responses to “he question

¥ "The Satyr" by Sterhen Zobinet:
"Seing and Coing: Some Thoughts About Respensicilics " oy
= Aichael Gorr |
- ]
‘ I ) i
E i) é? Za. 7 "7alue Theory: Zan you know what is right 2r ~rong. i
: A Context in which the issue arises
: ! "The Cold Zquations" by Tom Godwin
E | "Morality and Wari;jn' A Commentary on Tom Jodwin's |
™ ‘v - )
X ! ~he Told Zguaticns'" Iy Jan Jarveson
! )
b k. 3 "coc Zthiss: Is nelitics necessers?"
i T . .. L
! clitical zheory, anarchy and citizen rights
n—-.-‘ " - - N
: icak of Anarchy" Ty la :
-l wgooak of Anarely! by larry divea .. BEST COPY AVAILABLE
[1<I(i l dow to Zack Into a State Jlthout Really Tr-ing' =
E Sobert lozick ’
ruurmmnm: ; r -*

- i vi H




~ PHILOS. 100 o S - R ' 1

I. Quizzes and Other Details; Basis for Term Grade—Note Well

1. Additional materials may be assigned to supplement the
text's treatment of certain issues.

2. There will be four (4) Thought-and-Writing assignmenis:
Paper #1 will be related to Chapter 1 of the text;
Paper #2 will be related to the theme of Chapt. 2;
Paper #3 will be on a topic that bridges or interrelates
Chapts. & and 5;
Paper #4 will be on a topic that bridges Chapts. 6 and 7.

Due-dates will be announced when assignments are given--
but ref. schedule page for approximate due days.

All final drafts are to be typed or printed on a printer
that has true ascenders and descenders. Even when earlier
drafts are requested, a typed copy is in order (unless,
due to the special nature of the assignment topic, typing
would be inappropriate).

3. Unannounced quizzes may be given at any class meeting.
The quizzes will be brief and usually related to reading
assignments or recent class activities.

Note that these brief unannounced quizzes are not make-up
items.

4L, Plan to complete ("take") the tests at their scheduled
times and have other work completed and handed in on
scheduled due-dates.

Usually no special arrangements for make-up tests or for
extension of due-dates will be made.

5. Basis for term grade:
a. Each thought-and-writing assignment = 1/10 (X 4) = 4/10
b. Each scheduled test = 2/10 (X 2) - - = - - = = = 2 4/10

c. QuUiz SCOresS =~ = = = = = = = = = = = = = = = = =« = 1/10

1/10

d. Regularity and significance of participation - -

NB: Do keep in mind that quizzes are given in class,
that the two tests are scheduled as in-class tests,
and that much preparation for the four writing
assignments will or should take place in class.

[T
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J. Bketch of "Introduction"--ref. text

Wnat is Philosophy?

slthough you should be able to answer this question better by the end of
ne course, after naving studied several areas of the field, the fcllowing will
rovide a sketch of the area and aspects of tvhilosophic method.

Y ct

1. rchilia - sophia = "love of wisdom" or philoscphy

2. science fiction or speculative fiction, imaginative literature -- the best
of science fiction is "a philosophic literature'

3. toth philosophy and science fiction arise from "a sense of wonder"

L, "conceptual experiments" - the concept and use for this class

5. guestions about "facts" and assumptions

Areas of Philosophy
1. aAxiology - General Value Theory (metaethics)
a. =thics
(1) iormative ethics
(2) Cf./cp. descriptive ethics
b. Aesthetics
c. Social and Political Philoso-hy
Z. Epistemology - Theory of Knowledge
a. Typical gquestions within the area - answers assumed
b. Skepticism
¢. Xnowledge-claims of Empiricism and Rationalism, for example
3. lMetaphysics - theory of the basic nature of reality and concepts used to
interpret reality
a. Z=xamples of metaphysical claims; causality, rational nature of the
universe, its structure and workings
Zualism, monism, materizlism, Idealisnm
ic - study of patterns of inference; correct reasoning
‘7alid and invalid forms of reascning and argument
Ceductive logic - its features and claims
¢. Inductive logic - its features and claims
S, “etastudies and Applied Philosophy ("thilosophy of --=")
a. ~hilosophy of Religion
o. Philosophy of Time and Space
¢. Philosophy of --- (various areas) - guestions asked
a. Applied Social Philosophy
--philosophy of law, medical ethics, business ethics . . .
istory of Philosophy

.« O o
(03]
..l

oW oL o
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a. ~ncient-Medieval

t. dodern (Renaissance to lineteenth Century)
¢. Twentieth Century (Contemporary;

i. Zastern; :ilational; and other stecial Joci

.

“hilosozaical Method

. .ot the same as method in naturzal and social sciences

. XZow derive from philosorhy

. An on-going process; facets of this process

ollows "rules of inference'--distinguish logical from illogical

. Cistinguish valid (logical) inference Zorms Irom invalid or fallacious
(illogical; inference forms

- (continued)
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PHIZCS. 100, cont'd: <text "Intro" 13

D.

c.

a.’

Example of valid arguement form, modus tollens {denying the consequent ) :

P q
¥ 41] *. . N £ . [T\ Y \
If Sam goes swimmirng, "then Sam gets wet. p=>a
) ~q { premises
"But Sam does not get wet" ~q !
-’
~ U
(1] 2 = < - : PRNSSET) | . :
Therefore, Sam does not go swimming ..a-p‘Lconclu51on
-

Example of an invalid argument form - fallacy (denying the antecedent):

o]
iy . .- PR e N\ -
If Zed is given penicillin, .
. QqQ D>QqQ;

A \ premises
/ihen Zed will die within the nour'® » P

D :
40 — - . ) . Ty ]
Zed is not given cenicillin. ~D /

e

<
"Therefore, ‘Zed will not die within the hour.™ .'.Nc_}conclusion

Note that the conclusion does not follow from the (truth of) the premises:
Zed might be hit by a truck, have a heart attack or anyone of dozens of
other things could happen to Zed that could result in his death.

To ve decisive, an argument must te toth valid and sound.

|

|

| . . . L s

| 3. Philosophers have greater problems with arguments that are 'not obviously sound."
|

]

|

.

[¢]

X3

i
)
|
{

An argument is valid if its conclusion cannot be false unless one or more of
its premises is/are false; if the premises are true, the conclusion must be
true.
An argument can be valid even if its conclusion or premises are factually
false (ref.: "a valid argument cannot nave 2 false ccnclusion unless one
or more of its premises is/are false" and il the premises are true, the
conclusion must ve true. WNote that this does not say that the premises or
conclusion ARE true butonly that IF the rremises are true, then the conclusion
must be true.)
A valid argument that has all true premises must have a true conclusion.
A sound argument is: (i) a valid argument

(ii) that has all true premises and a true conclusion
slost problems are encountered by philosophers on the zuestion of the sound-
ness of arguments, not on the question of the validity of arguments.

BEST COPY AVAILABLE
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FIRST SEMESTER 1987-88 (REX]
- [P — — e — et I_u MMMMMMM A_j
Mo. WRT S M T N Th F S
Aug. 29
30 21
Sept. ——-1 1 2 3 4 5 Classes begin for all T-1
2 6 7 8 9 10 11 12 Formal Convocation Th-10
3 13 14 15 16 17 18 19 Last Day CR/No CR - M-14
L 20 21 22 23 24 25 26
b) 27 28 29 30
Oct, ——smm 1 2 3
6 b s 6 7 8 9 10 Homecoming Sat.-10.
71 11 12 13 14 15 17 [(M=19-T-20 1st half sems exans;
8 18 19 20 21 22 24 F-%23 No classes;MIDS due !
S-24 Parents' Day
9 25 26 27 28 29 30 31 M-26 WQT, Frosh Seminars
NOV . cnmen 10 1 2 3 L 5 6 7 Sat.~ 7 Bd. Trustees Mtg.
11 8 9 10 11 12 13 14
12 15 16 17 18 19 20 l;l 16-20 Registr for 2nd Sems.
22 23 24 25 26 27 8 [F-20 @ to M-30 @ 8 a.m.
13 22: 30 Thanksgiving Vacation ]
Dec, e 1 2 3 L b)
14 6 7 8 9 10 11 12
15 13 14 Qoo m e T-15 last day of classes
16 ~~cceccccacccac=- W-16 Reading Day
- 17 18 19 ----17-19 Exams; M-21 Grades due
J-Term (Jan. 4-29)
January 25-26 Senior Comps--Writtens
27-30 Comps--=0rals
Second Semester 1987-88
Mo. WK 4 S M T ] Th F S
Feb, =1 1 2 3 4 5 6 Classes begin for all M-1
2 7 8 9 10 11 12 13 Formal Convocation Th-11
3 14 15 16 17 18 19 20 --F-12 Last Day CR/No CR
4 21 22 23 24 25 26 27
5 28 29
Mar. 1 2 3 L 5 Th-3 Founder's Day
6 6 7 8 9 10 11 12 WQT -~ Soph. & Jr.
7 13 14 15 16 17 18 Q9 F-18 Last class, 1lst half
20 21 é 23 24 25 26 ([F-18 @ 4 to M-28 @ 8 a.m.
8 27328 29 30 3 Spring Vacation] 22 ¥IDS Due!
ADL o cmee 1 2
9 3 4 5 6 7 8 9 P
10 10 11 12 13 14 15 16
11 17 18 19 20 21 22 23 Th-21 Honors Day, Convo
12 24 25 26 27 28 29 30 25-<29 Registr for l1lst Sems.
"a 30 2 8 a.m. Rdg Per. for Srs.
- y-'13 1 2 3 4 5 6 7 M-2 Grades for Srs. tkg Comps.
14 8 9 10 11 12 &2’ 14 <£9-10 Comps; 11-14 Oral Comps;>
13 Grades for Srs J-Comps
1= & Last Day of Classes
s w20 14 Alumni Day
15 15 16 12 ﬁ ---------------- 16-18 Final Exams
19— mm—=- Final Faculty 1tg
20 =====-- Trustees Mt%; Baccalaureate @ 8
@ 10 a.m.

22 @-Gndu Due 21 ---=-~Conmencenen
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Or

Jiscussion auestions: What is Philosophy?

what justification is there for saying that our age is facing unrrecedented
crotlems? Are these problems any different, except in degree and intensity,
rom the rrotlems faced by past ages? What contemporary conditions or
~rends do you consider encouraging and which discouraging?

Why dces each person need a rhilosopny? Can one really choose whether he/
she is tc nave a philosophy of life?

what justification can you give for saying that some of the great issues of
our time are vhilosophical problems? In what sense are some of these issues
timeless?

Yas your secondary and college education developed in you any set of
convictions or values regarding your versonal life, social relationships, and
the world in general? Should education be concerned with such suestions or
only with iescriptive xnowledge in specialized areas?

indicate the extent and areas of your agreement or disagreement with the
following statements:

(a) "There is no more direct way of elevating our life than by elevating
our ideas."--Ernest Dimmet.

(b) "Make it thy business to xnow thyself, which is the most difficult
lesson in the world.''--Cervantes.
(¢) '"Money zuys everything except love, rersonality, freedom, Immorality,

silence, and peace.'--Carl Sandourg.

(4) "The sreat sickness of our age is aimlessness, toredom, and .ack of
meaning."--Dr. Jana L. Faransworth.

Zow may one defend the statement that "shilosorhy is relevant to everyday
1iving" or that beliefs and convictions are importarnt for a person and a society?

what 1s meant ty the statement that "aivilization is basically a set of ideas
"t

and deals *

What are =ne crucial elements in a liberal arts education? CZiscuss the
functions and tasks of philosorhy in a libveral arts education. ’

1l

~~
v
Ve

Intro. to Philosorhy)
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Sobert E. M4yers, h.D.
Dethany College
Philosophy 100 Intro.

CONCEPTUAL GECGRAPHY
CCMAIY OF DISCCURSE

~magine that:

You are one of the few remaining ones, the elite, who have endureé the
rigorous training program and who are almost ‘within reach of the honor to wear
zroudly the symbol that means so much: <the SCS badge. You have one last, obut

erucial, test o complete successfully in order <o tecome qualified as a Special
Crder Survivor.

Your briefing informs you that, in this last and crucial phase: .

“ou will be tiindfolded and flown to an undisclosed destination. Then, without
warning, you wiil te ejected from the low flying dlane to parachute into a country
zhat is totally foreign to you. You will not know either the geograprhy of the
realm or the language of the domainj; nor will the residents know your language.
There are zreat dangers in this realm but there are pleasures and opportunities
sor fulfillment and special nourishment, also. You must devise the means to tell

+he difference between these and a means to communicate with those beings who/
+hat reside in this territory.

Your challenge: find nourishment, for you will nave no supplies of familiar food
or water; avoid the life threatening dargers that are in this domain; and
-ommunicate with the residents of the realm--they may te quite dangerous at times,
esrecially if provoked by unseemly behavior. In a word: survive!

“ou do have certain resources: your training, which includes the general rule

.postulated &@; by IEM) that most languages and <hought systems can te decoded by

iiscovering how communicating beings interrelate "IEMS (words), THOUGHTS (concepts),

and THINGS (entities, referents); your experiences of sense and reason and feeling;
an

sour wits, and, of course, your urge to survive.

tn
o
[
ot
[
w

or so it must seem to those of you who come for the first time to the realm
¢ rhilosophy, a domain that must seem totally foreigrn zo you. Zou will travel
apidly through several regions of this territory and find that each region has
:~s own stecial dialect, its specialized terminology or modification of the basic
sanguage of tze country of philosophy. 1In order to find your way around you need
-0 discover cr to develop at least a rough sketch of the geograpny oI this
sonceptual dcmain--you need to know the CONCEPTUAL SECGRAPHY. A fairly bright
resident williing to serve as a guide would be guite helpful to you, if you could
solve the troblem of how to oreak through the language carrler.

However, your rigorous training in the efficient use of time and resources is
raying off. In that triefl raracaute drop, aftar you rizped off the nlindfold, you
were able <o gilmpse the most dominant conceptual landmarks or separations of_tne

»egions and, ty the time you landed /at the end of the "Introduction" chapter/,
you realized that zhe country of philosopny was sutdivided into the regions of:
| afiiogn)
RN
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PETLCS. 100 Intro. 2

sxiology [ﬁbrmgpive Ethics, aAesthetics, Social & Political Philo;;7
Epistemology /study of, Theory of Knowledg§7

Metaphysics [E%udy of, Theory of the basic nature cf realitz7

Logic ngudy of patterns of inference, deductive & inductivg]
Metastudies, Philosophies cf [Eiscipline§7, & Applied Philosophy
distory of Philosophy

But you land-rolled just inside the border of the region known as Zpistemology
or Theory of Knowlege /Chapt. ;7 And, in order to find your way around this region,
to understand what is being said, described, discussed or evaluated, you must
discover the mode of discourse used in this realm. (Let us accept the phrase
that residents of philosophy use to refer to language peculiar to a given area:
DOMAIN OF DISCOURSE.) You will use the discourse of this domain to sketch a
general conceptual geograrhy of the area and of the operations that are rerformed
here; in this first visit you will miss many of the features of the area, but you

will discover certain conceptual mountain peaks and valleys and certain conceptual
deserts.

At this roint, let's =zssume (1) that somehow you have managed to conquer the
vasic language problem, (2] that a resident of the region of Epistemology, country
of Philosophy, has agreed to serve as your guide and mentor, and (3) that the two
of you are dealing with the conceptual problems--often more difficult than simply
learning to repeat the right words or sounds. (Although you must face certain
problems, you are more fortunate than one of your colleagues. He was blown off
course “rom his intended landing site by a Big Wind, landed outside a fertilizer
plant in a collection tank full of male bovine excrement and haprily but mistakenly
believes that he has discovered"tke territory of philosophy."

With the zentle assistance of your mentor, you discover that +the residents
of the region of Cpistemology are primarily concerned with finding logically
defensible answers to such problem questions as: What can i Xnow Ior certain?
Is xnowledge possible? Wwhat is the standard (crcriteria) for xnowledge? ror
~yuth? TJor certainty? What are the sources of xnowledge? Wnat xinds of Xnowlegge
2an I nave? How can I explain error?

Before answers to many of these questions can be posed, they must answer a
logically basic and fundamental question, namely: What Is fnowledge?

Many residents of the region of Epistemology agree that claims to know
(wnat they call "knowledge-claims"), in order to reall;y be knowledge, must
satisfy the three criteria listed below in II.A. of the generali "map® of the territory.

2ART TUE A Sough Sketch of the Territory of zZpistemolcgy

y

ange * Significance of Zpistemology

Xinds of concerns

Who has or should have epistemological concerns?

Why this area is tasic to study and action in other areas: xznowledge-
claims and erpistemic assumptions are at the tase of every other area of
study and aspect of life

[ et
. e
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Xnowledge and Criteria

A

Skep
Al
3.
c

Thre

Tl

~—

~N
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Significance and Use of Criteria (C.S.=Criteria Set)

1. What I claim to kXnow must be true.

5. I must believe that what I claim to xnow is true.

3. I must be fully justified in believing that what I clain o
know is true (there is no reason to suppose that I mignt te
wrong in believing that what I claim to know is true).

tics, Total Skeptics, Solipsism

We have no knowledge in some given area, e€.g. area X
Or, there is something that we do not know.

We have no knowledge in any area.

“here are no existents btut me, no knowledge but mine.

e Responses to Skepticism % their Relation to the Criteria Set
Foundationalism

--Certain knowledge-claims are fully justified (C.s5.3) and have <he
status of certain axioms. Zrom these certainties we can infer other
things equally certain and thus can, from these foundation tlocks,
build a system of thought that is completely Jjustified.

Fallibilism

——Criterion 3 is unrealistic and not what we mean by knowledge. "Such
certainty is not required of most, if not all, of the actual claims of
knowledge that we would call legitimate." As a matter of fact, most
of what we call xnowledge works out quite well even though it is
vossible that it might turn out to be wrong. This kind of knowledge
is fallible, not absolutely impossible of being wrong.

Direct Realism

--We nave direct xnowledge of things, physical objects; we are not,
as the skeptics insist we are, rorced to infer the existence of
objects from the shaky data of our experiences. We kKnow directly the
world around us and wnat we know it as is the way it is. There is no
croblem here, for our direct knowledge is reliable and there is no
room For skeptical doubts.

Science Fiction Short Story
"mhe Welfare Department" Tty RX. Gaines Smith.

THREE 2hilosophical =Zssay

"Nescartes' Evil Zenius" Ty 0.K. Bouwsma.

1T
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SHILOS. 100 Assignment #1 related to Chapt. 1L - Zpistemology

Your first "thought-and-writing" assignment is to analyze, to complete-a
itical evaluation of, another person's written work: a philosophical essay
cluded in the text, 0.K. Bouwsma's "Descartes' Evil Genius." SEMEMBER that
a2 "oritical evaluation" includes TWO aspects: positive (strengths) as well as
rnegative (weaknesses)! Your first writing assignment, then, is to evaluate the
written work of another person on the basis of the same criteria upon which your
written work will be assessed.

An
(o4

el
e

Zefer to the Syllabus, Section F. 3. "Usual Procedure: Minimal Guidelines
for Thought-and-Writing Assignments." There you will discover--nopefully, will
nave discovered, already--a list of definite features, and comments upon those
specific features, that a "good" essay or article should embody: a theme; a
tnesis statement, which may be one sentence or several; generalizations related
to and elaporating the theme or thesis; appropriate illustrations or examples
that provide the necessary details and support ("evidence") for the generalizations,
the essay or article should flow from a beginning through a middle to an end; and
it should close with conclusions that follow from evidence presented in the body
of the essay or article.

You should expect and be able to find these features in essays and articles
written by others, and certainly irn published articles, if these works have been
thought out well and written well. <Xeeping these features and expectations in
mind, refer to Bouwsma's article.

-+

It does have a central theme. After reading the article carefully, identify
and state what that central theme or "goint" of the essay is. What is it
that the whole article discusses and explores?

2. 3ouwsma states his thesis carefully and quite fully, although he hardly does
so in a simple sentence. ~ind and identify his thesis and state it fully in
your cwn words—-or quote it, if you must.

Z. 3Souwsma uses two detailed examples or cases to illustrate and to elaborate
sariations of his thesis; he tells the reader what the "adventures" are to
do and then uses them to show in detail what he has told us about them.
Identify and explain the use he makes of each case. (Don't simply repeat
everything he says in these cases.)

4, His article closes with a conclusion. What is that conclusion? How is it
related to the two "adventures" and to his thesis?

\n

7our conclusion: Reread the article and what you have written thus far, and
write at least a page giving a summary of the reasons and "evidence" for your
ciaim (thesis and/or conclusion) that Bouwsma's article is either well written

or poorly written, that he makes his point clearly or does not make his point
clearly.

“RB: “You should have this assignment in hand, at least iIn a legibly written first
iraft ‘orm, whils we discuss the content and structure of Bouwsma's article in
2lass. ~ollowing class discussion, you will have three calendar days to complete
2 revised {<yped!) copy. Turn in both the original draft and the revised copy

of your ccripleted assignment.

E TC :C\)
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SYILCS. 100 Assignment #2 related to Chapt. 2 - Fhilosophy oif Religion

Ref. Copy of "The Genesis War" by Isaac Asimov and “uane 3ish, from Science
Digest (Cect. 1981).

Due to ethical and legal considerations associated with ccpyr.ghted material,

please do not write or mark on the copies of this article for I will ask you %o

return them after we have completed this assignment.

This article is described as a debate tetween Asimov =n evoluticn and Gish on
creationisn.

Tasks:
3. Take the copy home and read it carefully.

2. %Write out a sketch of whc says what, Indicating poirts cr steps these
writers make in their "arguments."

3., How would you describe or explaii to anctier person what the actual issue is?

L. Jsing the rules, concepts and technigues we have studied, decide vhether Asimov
or Gish presents the strongest, moOst logically defensible argumernt.

S. Explain the basis of your decision: on what tasis do you or did you decide-
+hat Asimov or Gish makes the strongest argument in this article?

&. Which position do you or someone you know believe tc be more correct, regardless
of the strength of the argument presented in tiais article?

7. 3=f. #6: Wny? Explain why this is the case. Cor vhat ressons?

3. Cr, is there a better altzarzmative pocition cn this Issue, one caat i3 not
orasented in the "depats" in this srticie? I co, identily and =2xplain wnat
that position is.

Afta2r ou have completed this assignment individually, you «will mee*t in small groups

———

:q class to discuss your responses with others. Then we will ask ZOor group reports

concerning what happened in your work with the assignment and within your group
discussion.

G

ind <hen we will discuss what bearin; this kind of issue has on the area of
oncerns

anwes
shiloscphy of religion and iis primary o

You will have three calendar days to revize rour original wwritten work ané turn
:n voth the original draft and the revised copy {typed). ~n a separata sheet,
indicate any major conceptual or evaluative changes that lave ccourred forr you
anywhere along this process, and explain why,; in your aritical opinion, this is
~he case.

Q
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PHILCS. 100 assignment #3 related to Chapts. 4 and 5

Chapt. &
Chapt. 5

THEME of

THESIS:

"pPhilosophy of ilind: Men and Machines: Is there any difference?"

"The Problem of Perscnal Identity: What are the principles cf personal
identity?"

this paper: the issue of whether/how human beings and machines are
sigrificantly different and how the principles of personal
identity are relevant to resolve this issue area.

clearly adopt a position on the theme/topic and then move to support

that thesis by elaborating its strengths and its adequacy to solve or
resolve thne issue. Answer satisfactorily any weaknesses or objections

to which your position is open. And as your CONCLUSION (which should

be related to the thesis), draw the conclusion that is justified on the
vasis of the evidence and argument presented in the body of the paper.
Relatedly, clearly identify an opposing (alternative) position that is
inadequate to resolve the issue and elaborate that alternative position's

weaknesses. This should te dealt with relatively early in the paper, or
introduced fairly early.

TURTHER STRUCTURAL AWALYSIS:

Ref. Syllabus page listing and explaining "Minimal Guidelines ror
Thought-and-Writing Assignments." We've invested quite a bit of time

and class time elaborating these features, their meaning and significance.
For this paper, label clearly, in the left margin, THESIS, GENERALIZATION(S),
supporting EXPLANATION/ILLUSTRATIONS/EVIZENCE, CCLCLUSION, according to

the appropriate rarts of YCUR paper.

3ASIC RESCURCEZS INCLUDE:

AUDIZUCE:

The Conceptual geography of Chapts. 4 and 5

"For A Breath I Tarry" by Roger Zelazny

"Evidence" by Isaac Asimov

"with Folded Hands . . . " by Jack willliamson
"Nine Lives" by Ursula K. Le Guin

"The eeting" by Frederik Pohl and C. M. Xorntiuth
"What Is It Like to 3e a Bat?" by Thomas lagel
"will Tommy 7ladek Survive?" by John Perry

Assume--
(1) that your audience consists of the other members of <he Iantro. to
Philosophy class;
(2) that they (all) nave read all of the material listed above, including
chapter introductions, correlated SF stories and critical articles;
(3) and that they have been participants in all classes where and when
~hese materials and related issues have teen presentad and discussed.

--As you write and review your paper, consider:

can your audience understand what rosition you declare <o ve ilnadequate
and/or incorrect and why (on wnat grounds, or evidence;, you are
Justified to claim that it is inadequate or incorrect?

Zan your 2udience understand what your position is and wny (on what
zrounds or evidential sase) it is strong enougn to surrort the claims
vou make for it in your <hesis and conclusion?

«r N
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SHILOS. 100 Assignment #4 related to Chapts. 6 and T - free Will and Determinism
- Value Theory

Assume the ROLE of one of the major characters in one of these sf shor:
stories: Robinett's "The Satyr" or Godwin's "The Cold Equations." IDENTIFY
with that character, so that you take on his or her personality and think and
feel Just as does that character.

Remaining consistent with this character's personality, thought, feeling and
zehavior--which are now yours!--go beyond the stories themselves to portray how
YOU NOW deal with the troblems of "free-will and determinism" and "value-decisions

of right/wrong and good/vad" and how or whether one can "know what is right or
1"
“rong.

vlake use of any of the pcsiticns or materials that are presented and discussed
in these chapters to construct or elatorate your portrayal but do not simply
reproduce the stories prasented in these chapters.

Zere's your chance to "te creative.” Deal with the issues but instead of
writing the traditional analytic/synthetic paper, do so by developing a censistent
role vortrayal of the character you select and, for the purpose of this raper, the
character you vecome.

Zeturn this assignment sheet with your completed paper.

Completed assignment due in class within seven calendar days from the time
+his assignment is distributed.
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Syliabus and Study Guide for
English 322: American Literature, The Crack-Up of Narrative
Spring 1988

Text: Ihe Norton Anthology of Amarican Literature, Second Edition; Volume 2.
Professor: Dr. Nancy Siferd

Professor of American Studies and English
Executive Director of East Central Colleges

Office: Pfleiderer 202, 11-12 M-W-.F
College Hall 213, 1-5 M-F

Phone: Office - 2047; Home - 448-0476, before 10:00 p.m. only

Classroom: Pfleiderer 103 Hour: 10:00 a.m. M-W-F

Tests: Wednesday, February 3 in-Class Papers: Monday, February 1
Wednesday, February 24 Friday, February 12
Friday, April 8 Wednesday, April 8
Tuesday, May 10, 1-3 p.m. Friday, April 22

Goals: 1. To become familiar, as active readers, with certain American authors and

some of their works. Active readers read a text closely, with pen in hand,
making notes in the margin to summarize events, to remark on character
traits, to spot recurrent word choices reflecting authors’ deliberate or
unconscious purposes. The study questions help you notice such things.

2. To understand basic tenets of Realism, Naturalism, Iimagism, and later
contemporary schools of literary thought and practice.
3. To trace the interrelationships among these pattems of thought and then to link

with this historical base the diverse and often highly abstract patterns of
contemporary literature, where a coherent and linear progression (a story
line) is shattered.

Policies:

Attendance--Every unexcused absence over 3 will deduct 1% from the final grade. Attendance
will be taken daily. The reason for this policy is to encourage active leaming by each
individual and as a group. We need to be abie to rely on each other and on ourselves to
accomplish this end.

Makeups--There will be no makeups for in-class or out-of-class journal entries or for
individual research reports. Alternate assignments will be created for excused
absences only and only when sought very promptly by the student. Makeups for tests
will be granted only in the event of rare and true emergencies. Coursework never
compieted earns a double "F* on that component of the final grade.

Participation--Thoughtful and attentive listening, a willingness to share responses to the
reading through oral or written comments, faithful attendance, prompt compietion of
reading and writing assignments--these behaviors will factor into an impressionistic
grade for participation.

Tests--Tests will consist of about 1/3 to 1/2 “objective® questions (matching, identifications,
remarks on quotations from readings). The essay portion will consist of one or two
questions, usually both incorporating choice. The focus of thess is usually inbgra.tlvo
--ie, comparing/contrasting themes, characters, of structure. Sometimes you might
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be asked 1o comment on how a particular passage quoted is (not) typical of an author or
a period. Essays are evaluated for incisive range rather than for puffed-up verbiage.

Grades: 4 tests 40%
4 in-class papers 28
journal 20
report 4
attendance and participation _8
100%

Assignments for the Supplemental Writing Component

You will be asked to keep a journal throughout the semester. Please buy a pocket
notebook in which you can keep your entries in order, and bring the notebook to every class.
The reasons for the journal are several:

you learn most lastingly what you yourself discover;

you will feel more confident sharing your insights with classmates if you've done some
thinking before class;

interpreting literature--or the act of reading--becomes more deliberate when you also
write.

*The journal entries, to be written about every other class day, are sometimes lists,
sometimes a paragraph or two, sometimes 1-2 pages. Usually the task is to analyze the text
for the day. Occasionally you are asked to write something personal. You will be asked to
write additional entries in class, unannounced, in 5-10 minutes of class time. In the journais
regularity of reading and fullness of thinking count for more than sentence style. Joumais will

be collected periodically for written comment, but will be graded only at midterm and at the
end of the semester.

| will have abundant opportunity to note during most class periods whether you have
written the day's journal entry because you will read each other's entries or draw upon your
day's writing for class discussion. Do not procrastinate on these. Do write in ink; you may
cross out phrases you wish to change without recopying; leave margins; write on one side of
the page only; use white paper. Date the day's entry.

**The individual research report is a 1-2 page journal entrys which invoives mostly
close reading of some assigned material but occasionally of library material. This journal
entry will be due the day of your report. Feel free to talk with me about your report before
you give it. Il be happy to offer help. You should refer to your report {(but not read it) in a 5-
minute presentation to the class. The report will be evaluated for clarity, interesting delivery,
and useful information or insight. You should not overload the report with detail and should
consider using the blackboard or some other means of getting your point across with effect.

***The jn-class papers are extended journal entries and also serve as essay questions that
preface our tests. That is, because you prepare materials for the papers, we do not have to
cover so much on tests. You may revise these papers to improve the grade up to one letter.
These papers will be graded for both clarity and quality of thought, as weil as for organization.
As the course unfolds, you will have opportunity to see some model joumal entries or in-class
essays, to read some from your peers, and to discuss strengths or weaknesses in samples.
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Realists: Beneath the lllusion

January 11 Introductions

5\ January 13 Mark Twain, eberry Finn. 26-101

a. What illusions does Tom Sawyer promote?

b. Does Jim instruct Huck in illusion or truth?

c. Are Huck's parental figures purveyors of illusion (Miss Watson, Aunt Polly,
Pap, the judge)?

d. Journal: Write a page on a or b or c.

. In what illusions does Huck still believe in the early part of the novel?

January 18§ Mark Twain, 102-178

“*a. Report: Is the river a place to cultivate or to correct illusion? Note the
role of the Walter Scott in relation to this question--you might want to
check the encyciopedia.

b. Is Cairo an illusion? Where, exactly, is it? How might its geography
N \ suggest iliusion?
r‘s c. What truths of the American frontier are revealed in the tall tale of Charles
%l William Allbright?
k" d. Joumal: How do the Grangerfords and the Shepherdsons live in illusion?
FP) January 18 Mark Twain, 177-250
b 4

Write a page.

\ﬂ a. How do the duke and the dauphin take the novel deeper iato the theme of
- illusion?

b. How does the tale of Boggs reveal the stark reality of the American
frontier?

c. When Tom shows up again, does he show that he's leamed to distinguish
truth from illusion? Does Huck?

d. Joumnal: Are Uncle Silas and Aunt Sally good and wise people? List five
reasons why he or she is and five why he or she is not.

January 20 Bret Harte, “The Outcasts of Poker Flat," 269-278
William Dean Howells, "Editha,” 301-312
Ambrose Bierce, ‘Chickamauga,” 313-319

a. Report: How does Harte's story refuse to destroy sentimental illusions?

b. What sxternal resources heip Editha nurture illusions of war?

¢. Why does Bierce make the child handicapped?

d. Joumal: Imagine that somehow Editha and Bierce's young boy confront each
other just after the ending of each story. Write the remarks that Editha
might offer the boy.

BEST SUPY AVAILABLE
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January 22 Sarah Orne Jewett, "A White Heron," 462-471
Mary Wilkins Freeman, “A New England Nun,* 599-609

* a. Journal: What differing roles for women do the two animals in Jewett's
story represent? Write a page.
b. Is the young man's failure to get the heron illusionary?
* * ¢. Report: What differing sexual notions do the dog and the canary suggest in
Freeman's story?
How is Lily Dyer's name symbolic? Is Joe Dagget's name symbolic?
e. Does Louisa live a life of illusionary happiness or of realistic resignation?

o

January 25 George Washington Harris, “The Wonderful Tar-Baby Story®, i3 i
418-449
Charles Chesnutt, “The Goophered Grapevine,” 621-630

a. What illusions does Uncle Remus embody in his role as storytelier to white
children?
b. What truths do black psople perceive in the tale?
*c. Journal:Make a list of ten words in Chesnutt's tale that seem “white" and
ten others that seem "black”.
* * d. Report: Is Junius a trickster? Is Rabbit? Look up “trickster” in Leach's
Dictionary of Folkiora,

January 27 Henry James, "The Beast in the Jungle,” 394-430

a. What is Marcher's illusion about himself? About May?

b. When does May see through John's illusion? When does he?

c. Journal: How is John the beast? How is May? Make a list of 5-10
references to "eyes,” “fire,” "lamps,” and °stirrings” for clues as to
the presence of the beast.

* * d. Report: How aoes "The Jolly Corner® reveal that the beast is repressed

sexuality?

January 29 Henry James, Daisy Miller, 323-348

a. What illusions about Europe does Daisy have?

b. What iilusions about America do she and her brother have?

c. Journal: Write a letter from Miss Manners or Dear Abby/Ann Landers
advising Daisy on the illusions which she should shed and why.

/? ‘ d. What sort of reality does Mrs. Costello represent? Eugenio? Gi ovanelli?

February 1 Henry James, Daisy Miller, 349-373

® a. Is Winterbourne a romantic fool? A cowardly wimp? A mature man of
experience?

b. What contrasting “truths® do America and Europe represent in this story?
Why should Daisy's story end in italy, precisely where it does?

c. How is Daisy Miller like Daisy Buchanan in The Great Gatsbv? Is
Winterbourne like Nick Carraway? Would Randall grow up to be Jay
Gatz?

d. In-Class Paper:

OPY AVAILABLE
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" * " d In-Class Paper: Prepare to write an essay describing

American characters as those who prefer illusion and
European characters as those who weave networks of
reality.

February 3 Test |
1l. Naturalists: The Disappearance of the Individual

February § Hamlin Gariand, "Under the Lion's Paw,” 631-642
Jack London, *Law of Life,” 814.819

a. Journal: Make a list of all the different animals to which Gailand's story
refors.

b. Note in both stories how the land itself has enough force to become a
character--it shapes the plot.

Joumal Due

February 8 Kate Chopin, The Awakening, 481-530

a. How do the sea, the sun, the moon interact as forceful presences among the
characters?

b. What varied animals appear in the story and with what recurrent
suggestions?

¢. Report: What minor characters appear and reappear in roles that fail to
individualize them?

d. Journal: What vajues are more important to Leonce than individuality? To
Adele? Write a paragraph on each character's vaiues.

February 10  Kate Chopin, Tha Awakening, 531-588

a. Why doesn't Mlle Riesz fit into the Cajun cuiture?

b. Is Robert an individualist? Is Arobin? Is Mariequita?

c. Joumai: Write a page analyzing why Edna enjoys going to the horse races.
d. Is Edna’s end a victory? A tragedy? For the individual? For the culture?

February 12 Charlotte Perkins Gilman, "“The Yellow Wallpaper,” 644-658

a. How are the problems of the women in this story very like Edna's problems?
b. Note the descriptions of the patterns in the wallpaper. Why is the main
character so fascinated by the repetitive, flat pattern? What forces
are represented in the wallpaper?
*** c. In-Class Paper: Prepare to write an in-class paper comparing
the image clusters in The Awakening and in "The Yellow
Wallpaper” for their suggestions of deadening routine.

February 15 Edith Wharton, "Summer® (90-minute video) and "Edith
Wharton's Life® (60-minute video), on reserve

a. What forces prevented Wharton from pursuing happiness in her own life?
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* * b. Report: How does Charity make outer Edith's own inner drives?
* * ¢. Report: The landscape of North Dormer conisasts in what sort of
appropriate ways with Edith's house? With the European scenes?

February 17  Stephen Crane, "An Experiment in Misery,” 713-722, and
*The Open Boat," 722-741

a. Why co none of the men in Crane's story have names?
* b. Journal: The sea, the land, the shark, the tower--what sort of cosmos do
these suggest? Write a page.
¢. The glowing descriptions that end the story temper its pessir. 'sm. In what €5
exactly does Crane place his hope?
d. Does "An Experiment on Misery® offer any reason to hope?
February 19 Ellen Glasgow, “The Difference,” 891-909 TH
Sherwood Anderson, “I'm a Fool® (50-minute video), on
resarve

a. How does Glasgow's story seem old-fashioned to you--more realistic than
naturalistic?
b. Are these characters and their lives uiterly inconsequential?
* * c. Report: How does Anderson’s “I'm a Fool" contrast a black world of
seasoned experience with a white world of naive dreams?

February 22  Willa Cather, "Neighbour Rosickey,” 946-971

a. What pleasures of the cily are known to Rosickey's family?

b. What are the pleasures of the countryside?

c. How is Rosickey's hand both a naturalistic symbol and a mark of his
truimph? Is it the triumph of an individual?

d. Journal: Draw a picture of his hand on one-quarter of a page. Draw a
picture in each of the othe- quadrants illustrating other characters

Februsry 24 Test 2

imagists: To Things Alone v

February 26 Ezra Pound, "High Selwyn Mauberly,® 1129-1137 -
H.D., "Oread,” "Heat,” *Leda,” 1157-1158 \

a. How do HD's poems embody the doctrines of imagism?

b. Journal: Describe H.S.M. in terms of his job, his interests, his friends, the
times. Write a page.

c. Report: Consider the shattered form of Pound's poem--how is it like a
Cubist painting?

Journal Due

February 29 T.S. Eliot "The Love Song of J. Alfred Prufrock,® 1196-1200
*The Waste Land®, 1210-1215

BEST COPY AVAILABLE
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Journal: What things surround J. Alfred Prufrock? Make a list; then. write
2-3 summary sentences describing his world.

How are people reduced to objects, in Prufrock’s experience?

in *The Wasteland" were people of the past similarly reduced?

Trace the poem's geographic movement--from one scene to another.

Trace the poem'’s movements-—from youth to age, from high class to low,
from tawdry to romantic, and so on.
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March 2 T.S. Eliot, "The Waste Land®, 1215-1225

a. Journai: Trace the poem's repetition of the same story--again and again the
fall.

b. Does the poem end with a promise of redemption?

March 4 Robert Frost, "A Sarvant to Servants,” 1014-1018; other
poems, 1004-1007,1018-1020

a. In which poems does Frost seem the imagist who values absoiutely concreta . 21
depiction of things and beings? :

b. Journal: In which poems does Frost characteristically shift from the
familiar and concrete object to recognition o/ the object agstrange
avenue to insight? Write a page, focussing on one poem.

¢. Report: Try reading aloud some portion of one of Frost's long poems.

March 21 Robert Frost, poems on 1021-1031

* a. Journal: What sorts of animals recur in Frost's pcems and why? Write a £
page, focussing on two poems.

March 23 Wallace Stevens, poems, 1074-1076,1073-1081

* a. Journal: Why does Stevens reject Christianity in "A High-Toned Olid
Christian Woman®? Write a page making exact connections between
your remarks and lines of the pcem.
b. Report: What non-Christian view of the cosmos does "The Snow-Man® or
"The Emperor of ice Cream® present?

c. ‘What is the role of art for Stevens, as shown in "Anecdote of the Jar® or
*The ldea of Order at Key West® or "Study of Two Pears® or *Of
Modern Poetry™?

March 25 William Carlos Williams, poems on 1086-1088. 1030, 1092-

Eéog:ﬁmings. poems on 1391-1396 1{ Qﬁl’l RT L“.RQ ~

a. How is Williams' training as a doctor manifest in “Queen-Ann’s-Lace,”
*Spring and All," “The Dead Baby"?
b. By what exact means do the imagist poems accumulate power and pleasure--
*This Is Just to Say,” "Classic Scene,” “The Term"?
* ¢. Journal: Make a list of the oddities in punctuation, speiling, indentation, and
so on in one of E.E Cummings' poems. Then comment in a paragraph on
whether these are truly functionai or gimmicky.
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MARIANNE MOORE

* d. Journal: Find among the assigned poems a satiric one. Explain exactly how
you know it's satiric.

March 28 Edna St. Vincent Millay, poems on 1373-1376
Marianne Moore, poems on 1182-1189

* a. Joumal: How does the content of Millay's poems express the Jazz Age?
b. How does the form deny the Jazz Age?
¢. How does the form of Moore's poems express the imagist movement?

March 30 Zora Neale Hurston, "The Eatonville Anthology,® 1641-1657
Langston Hughes, “Dear Dr. Butts,” 1661-1665
Countee Cullen, poems on 1678-1679

a. In what ways are Cullen’'s poems utterly conventional? P
b. Report: What exact devices account for the humor of “Letter to Dr-"Gutts"
and what links with the humor of earlier writers do ou see?

c. How is Zora Neale Hurston's voice utterly new in American literature?

April 6 Jean Toomer, Cane, 1414-1420
Richard Wright, "Almost a Man,” 1747-1758

a. Toomer can be linked with the Jazz Age in what formal characteristic of his
writing?

b. Wright's story continues the naturalistic strain in American fiction. How is
this evident in the role of Jenny in the story?

ZORA

*** c. In-Ciass Paper: Prepare to write an essay explaining how NEALE
Toomer's jazz-llke form and Wrights's naturaiistic story HURSTO\
; L

both de-individualize characters, separating them from
their historic communities.

Aprll 8 Test 3

IV. Root Origins: Reconstructing the Context for Narrative in
Historic Community

April 11 F. Scott Fitzgerald, "May Day,” 1447-1489

* a. Joumal: What exact places make the geographic setting very real? What
exact historical events make the chronological setting very real? List
5 of each with a brief description of each item.
* * b. Report: How do Edith and Jewel contrast with each other? Compare? Why
is neither an appealing partner?
c. What is the impact of ethnic origins as sketched in this story?
Journal Due

April 13 William Fauikner, *Dry September® and “That Evening Sun.”
1507-1531
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*** {. In-Class Paper: Prepare to write an essay which shows

worened 13 rinnthone lws tort sahin® (The AMansinn :m\_
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do they differ from black women and why? L
b. How are white men (including boys) in the two stories similar? How do they
differ from black men and why?
¢. Journal: Examine closely how the 5/6-part division of each story causes
one segment to comment on another. Write a page on the relationship
between at least two parts.

Aprit 15 Ernest Hemingway, “The Snows of Kilimanjaro,” 1538-1561

a. In what varied ways is Harry's failed career as a ‘vriter represented in the
story?

b. Report: Read the entry in The Encyclopedia of Philosphy on Heidegger as a
gloss analizing Harry's inablity to become.

Aprll 18 Eugene O'Neill, Long Day's Journey into Night, 1237-1322

a. How is Mary itke women in other novels or stories we have read?

b. Joumai: What is each character's ant? What has spoiled the art of each?
Write a page.

¢. What physical props externalize the characters' inner emotions?

d. What similarities to a Shakespearean tragedy does this play have? To a
Greek tragedy? How is it different from either?

April 20 Tennessee Williams, A _Streetcar Named Desire, 1774-1841

a. Journal: Describe the qualities that make Eunice and Stella *normal.” Is
Mitch's mother also normal? What qualities make Blanche "abnormal®?
Write a page on one or two of these women.

b. Describe the qualities that make Stanley "normai.” Is Mitch "abnormal®? |g
Steve?

c. What thematic function do you see in references to French or Poiish
waritage? To Spanish phrases?

d. Report: What are the funcitons of music throughout the play?

April 22 Arthur Miller, Death of a Salesman, 1981-2053

a. How are the father/son relationships in this play like /unlike those in
O'Neill? How do Charley, Stanley, or Uncle Ben extend the scope of
Miller's play?

b. How do Bernard and Wagner?

¢. How do Miss Forsythe and the woman?

d. What are Linda's strengths?

e. Willy's car, the refrigerator, the garden--how do these objects resonate in
the play?

Willle's failure to be the failure of the larger community,
not of the Individual.

Toccoria id ARTHUR MILLE
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April 25 Flannery O'Connor, “Good Country People,” 2138-2154
a. Journal: How do names, remarks, descriptions, and events prevent us from

beiieving ihis story to be true-to-life?
b. In what ways is Hulga "saved® over the course of the story?
April

27 John Barth, "Life-Story®™ 2156-2166

Alice Walker, "Everyday Use,” 2237-2247

a. Barth writes the story of a writer who can't write a story. Describe what
the problems are by considering part 1 as description of the teller, part
2 as the tale, and part 3 as an attack on the reader.

b. Walker's story unwrites the sophisticated story which she wouid make of
her life and replaces it with the “natural narrative® that Maggie and her
mother live. Expiain in a page.

April 29 Theodore Roethke, poems on 2268-2270
Robert Lowell, poems on 2350-2352
a. Joumal: Roethke's poems and Lowell's reflect autobiographical
confessions--the circumstances of their lives are woven in the tapestry
of their poems. Describe the life of each in a paragraph and link each
lifesketch with 2-3 poems.
May 2 Anne Sexton, poems on 2517-2519
Adrienne Rich, poems on 2529-2534, 2536-2540. 2543-
2545
Syivia Plath, poems on 2563-2568, 2569-2571, 2572-
2573

* * a. Report: Given the long, cumulative history of women's iives as reflected in

the literature we've read, why do Sexton, Rich, and Piath have trouble
creating life-stories for themselves?

b. Journal: Look closely at one pcem and explain how/why the persona makes
conicrete her struggie to be.

May 4 Richard Wilbur, poems on 2370-2374
Denise Levertoy, poems on 2401-2405
a. Journal: Comment on how one poem by Levertov or Wilbur solves a probiem
that some earliar writer in this course could not.
—".';_".‘.:‘.’ ':.‘:.-4....-::— .?';': :.\.;"?" " 4 TJ’ m{g TN
May 10 Test 4 (Tu., 1-3) ViR T ST TR
Journal Due Ftctlon for Print, Tape, Live Voice
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The Value-Focused Freshman Writing Course

William R. Reyer
Assistant Professor of English
Heidelberg College

January 31, 1989




Course Outline

The Value-Focused Freshman Writing Course

Writing Sample:

Unit I:

Unit II:

Loyalty and Its Limits

Aesop’s “The Birds The Beasts, and the Bat"

Family Loyalty

Genesis, "Joseph and His Brothers”
narrative summary
analysis

Jackson's “The Lottery”
narrative summary
analysis

Faulkner's "Barn Burning”
narrative summary
analysis

Synthesis Essay

Racial Loyalty

Rodgers and Hammerstein's “You've
Got to Be Taught”

coniceptual summary
«nalysis

King's "Love, Law, and Civil Disobedience"

conceptual summary
analysis

Lee's TOKILL A MOCKINGBIRD
narrative summary
analysis

Wiesel's NIGHT




Unit I1I:

Writing Sample:

narrative summary
analysis

Synthesis Essay

Religious Loyalty

Review of Materials:
Jackson
King
Wiesel

Sophocles’ ANTIGONE
narrative cummary
analysis

Synthesis Essay

Fable on Loyaity




The Values-Focused Fre_shman Writing Course

I may as well state at the outset that what follows is a brief confession of
faith as well as a description of one approach to teaching the often required
freshman writing course. I believe that our first-year students come to our
introductory writing courses--the ENG 101, Expository Writing I, course at
Heidelberg College, for example--with a set of traditional values which are
more or less completely formulated. I believe that our students hold these
values to be important and are even willing to reflect upon them. [ believe
that the values which our students hold dear to them are also those values
which the surrounding culture holds dear as well: thus, our students are
ready, at least in part, to enter into the dialogue of their culture. If such a
view is viewed by the few, or the many, as overly optimistic, perhaps these
reflections which constitute a very personal approach to the critical task of
teaching introductory may not be for them. For me, [ am grateful for this
pedagogical naivete. It allows me to think of my students as moral beings--if
not the best of writers. If this were not disclaimer enough, I must also
confess that--aithough these reflections and the syllabus which proceeds
from them are the products of an NEH workshop on the incorporation of
classic texts in introductory-level courses and a FIPSE f aculty development
program promoting critical thinking--my approach is largely intuitive, rather
than based on many of the advances which have occurred in the field of
rhetoric and composition over the past two decades.

A major concern for me, as for many who teach the required course in
freshman writing, is the content around which to structure such a course. |
have long wondered about the extent to which I should depend on my
students’ personal experience as content about which to write, depending
upon them to recall from memory material rich enough to create an essay
deserving of the claim. I have struggled over whether I should fall back
upon structuring a syllabus around the traditional rhetorical modes of
discourse, an approach which all too often emphasizes structure to the
detriment of content and personal expression. I have at times attempted to
make use of one the several process-centered writing strategems, such as
the immensely useful work of Linda Flower. As I repeatedly have taught
the introductory writing course I have come to realize the limited value of
all these approaches, yet I could not help but feel the loss of a type of
spirituality which--when writing courses are functioning well--seems to be a
by-product of the process of learning to write. Because I firmly believe in
my students’ ability to not only reflect upon their values, but aiso to
articulate them, entering into dialogue with their culture, | several years ago
started structuring the ENG 101 course around a value-focused theme.
Additionally, because classic texts--again, my view of what may be termed a
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“classic’ may seem too intuitive to some faculty--have always been used as
tools to explore values, I have chosen a number of such works for partial
content of the course. Like many of my colleagues, I find that a combination
of the appraoches mentioned above best suits the needs of my students, and
such a combination of approaches is condusive to the use of a variety of
“literary” texts.

I believe that--while on some grounds 1 disagree with the cultural
conservatism which seems to be one of the hallmarks of intellectual life of
the 1980's and 90's--the integration of classic texts and values exploration
into my freshman writing course can only better prepare my students to
enter such an inteilectual environment and better facilitate their ethical and
moral development as well. There is currently a voice crying in the

wilderness of higher education that looks for a richer substance in courses
like the first-year writing course.

While my approach to teaching writing is intuitive for the most part, there
are certain methods I follow in the creation of such a course. I believe in the
sequencing of assignments. Sequencing occurs in two ways. First, | believe
in moving from simpler to more challenging assignments. This, of course,
makes simple sense. Yet I am often surprised at instructors of writing who
do not do this--either from lack of early planning or lack o understanding of
their students. Secondly, I believe that assignments can be “linked”, one to
another, for the students' benefit. For example, one literary text can supply
material for a narrative summary which can then be integrated into a later
comparative analysis. The use of a specific theme clearly lends itself to this
type of assignment sequencing. I carefully chose classic texts with this
sequencing of assignments in mind.

The texts [ gathered for the course ranged from Aesop to ANTIGONE, from
the Genesis narrative of Joseph and his Brothers to Rogers and
Hammerstein's "You've Got to Be Taught", from Martin Luther King's "Love,
Law, and Civil Disobedience" to Faulkner's “Barn Burning", from Harper Lee’s
TO KILL A MOCKINGBIRD to Elie Wiesel's NIGHT--a diverse anthology. I then
devised reading, discussion, and writing activities in three units based on
these and other texts which centered on the single over-arching value theme
of loyalty: loyalty to one's family, loyalty to one's race, and loyalty to one's
religion. The creation of an anthology of works like those mentioned above
aids in solving the "content problem" of the freshman writing course. It
allows for considerable variety of material, and, as [ was happy to discover,
it provided entry for students to make use of their own experience as the
center for written exploration of the the value of loyalty. By choosing
disparate texts which devclop a common theme, I was able to link all the
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reading and writing assignments into a cohesive pattern which--though
students toward the end of the course rolled their eyes at the word
“loyaity”--gave a sense of wholeness to the course.

The first activity that students completed in the course was to compose a
brief narrative summary of an Aesop fable which develops a tale of divided
loyalties, “The Birds, the Beasts, and the Bat,” which I read aloud to them,
and to write a brief comment on the moral of the fable. I used this as a
writing sample to get a feel for the level of ability of the students and to give
them a feel for the content of the course. After the writing sample, the
course assignments became inter-related and sequencially arranged.

I sequenced assignments in the following manner. The first of the three
course units explored the value of family loyaity and its limits. The three
texts that I chose to examine with my students for this unit were "Joseph
and His Brothers,” Shirley Jackson's short story “The Lottery,” and Faulkner's
short story "Barn Burning.” First, the class read the Genesis narrative of
“Joseph and His Brothers'(Genesis 37-45). For most students in the class, the
biblical narrative had the benefit of famliarity.

After reading the narrative, the students were asked to complete a narrative
summary of the tale, condensing the several chapters from Genesis into a
single formal summary paragraph, the characteristics of which we reviewed
before they began their narrative summaries. [ believe that appreciation for
narrative and the ability to use narrative is so much a part of the human
cognitive process that students approach the writing task which is based on
narration with far less anxiety than other writing tasks. I read the
narrative summaries and commented on their demonstration of weak or
solid writing skills. While the narrative summaries were “required” and
their fluency commented upon, they were not “graded” in the sense that a a
a student’s performance on them did not have any effect on his or her couise
grade. Their major purpose was to help develop fluency. In this, I suspect
that [ treated the narrative summaries as many teachers of writing treat
journal entries. They were a "safe place” for students to test their
understanding of the narratives which they were exploring without the
anxiety of evaluation. Addtionally, composing a solid narrative summary on
the narrative of “Joseph and His Brothers,” for example, strengthened
students’ confidence as they went on to write an analysis of the limits of
family loyalty in the Genesis narrative.

After I had read and reiurned the narrative summaries on “Joseph and His
Brothers” and we had read representative examples in class so that all
students had a clear basic understanding of the sequence of events in the
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biblical tale, we went on to explore, in formal thesis-centered analyses, what
the story says about the nature of family loyalty. The formal analyses which
students write on the topic “What does the narrative of ‘Joseph and His
Brothers' say about the nature and limits of family loyalty” are graded for
such things as logic and use of illustrating material as weil and syntax and
usage. Students considered such aspects of the story as whether or not
Joseph was partially to blame for his being sold into slavery in Egypt, the
role that Jacob plays in the narrative, and the outcome of the separation of
the sons of Jacob. Generally, students see that family loyaity overcomes such
obstacles as sibling rivalry, poverty, even near fratrieide. The generally
positive conclusions about the unlimited nature of family loyalty which occur
in this essay were tested in the later texts in the unit on family loyaity.

The process of reading a text, discussing it, composing a narrative summary,
reviewing the summaries, and composing a formal analysis was a consistent
pattern in the three units. The process is repeated in the unit on family
loyalty as the class considered two more narratives: Jackson's "The Loitery”
and Faulkner's "Barn Burning.' The narratives become both more difficult in
reading level--this is especially true with the Faulkner--and, more
interestingly, morally more ambiguous. Students have no trouble
summarizing the plot of Jackson's grim little fable. They become
uncomfortable when they are faced with the Hitchinson family's
participation in the ritual stoning of Tessie Hutchinson--an act which has its
basis in the culture (one could say the religion) of Jackson's fictional world.
Students are then faced with the question of which demands their greater
loyalty, their family or their faith. In their analyses on the nature and limits
of family loyalty in "The Lottery” gonhe is the optimistic certainty that family
loyalty conquers all as in “Joseph and His Brothers.” What is present is more
heartening: an admission that one loyaity often conflicts with another, that
our loyalties, therefore, need contirual reevaluation.

If Jackson's story suggests to students that there are conditions which cause
family loyalty to be questioned, Faulkner's "Barn Burning” presents the bleak
truth that there are conditions which cause family loyalty to be rejected.
These conditions are clearly demonstrated to students as they complete their
narrative summaries of Faulkner's challenging narrative. Young Sarty is
brutalized by a paranoid father and made an accessory to the father's acts of
arson. As he comes to realize his place in the world as moral human being,
Sarty must choose either to remain with his father and family or to abandon
their life based as it is on continual dislocation, fear, and paternal tyranny.
As Sarty is initiated into a moral adulthood, he abondons his family.
Students see the young protagonist as making the correct moral choice--
clearly there is 2 limit on family loyalty in cases like Sarty’s. In place of an
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analysis based on the question “What is the nature and what are the limits of
family loyalty in ‘Barn Burning.” I asked students to do some written role-
playing in its place. Inan effort to discuss the concept of audience
awareness with the class, I asked them to pretend that they were Sarty--10
use his language, his image patterns, his “yvoice"--and to write a letter to
Abner explaining to the father the reasons for the son's flight from father
and family. Students found this assignment to be a welcome change from
the previously assigned analyses. They found, too, that they could tap into
their emotional response to the abusive Abner Snobes in their first-person

justifications of why Sarty should completely reject the notion of family
loyaity.

After we explored three very different narratives which develop the value
of family loyalty in very different ways, the class wrote a synthesis essay on
the question of whether there are limits on family loyalty using these three
narratives, their narrative summaries, analyses, as well as pertinent
incidents from personal experience as material from which they could draw.
By the time students composed this culminating essay for the unit, they had
acquired a substantial body of material from which to work and had
reflected, perhaps, on the importance of or limits of family loyalty in their
own lives. While the use of personal experience detail in this essay is not
required, | found that by the point in the semester when we write this
synthesis students often wished to use the assignment to draw connections
with a world outside of the texts--their own.

The synthesis essay marked the end of the unit on value of family loyalty.
The second unit proceeded generally in a manner similar to that described
above. The focus of the unit was racial loyaity and its limits. The texts
were Rodgers and Hammerstein's song You've Got to Be Taught,” King's
address "Love, Law, and Civil Disobedience,” Lee’s nove!l TOKILL A
MOCKINGBIRD, and Wiesel's autobiographical novel NIGHT.

| again requested that students compose summaries of the works which they
read before they wrote formal analyses of what the four works have to say
about the value of racial loyalty. There was a slight variation in the
summaries, however. In the previous unit all the sumaries were narrative
summaries. In our discussion of the Rodgers and Hammerstein song and the
King address, the students wrote conceptual summaries--a slight variation
on a form With which they were by now very familiar. This was, of course,
demanded by the content of the two pieces, and it allowed us to discuss
generic differences of the two forms. Student summaries of "You've Got to
Be Taught" were one of the highlights of the class. The message of bigotry

and racial hatred is so obvious and ludicrously presented that even the most




unsubtle students could not keep themselves from commenting on the
negative view of racial loyalty presented in the lyric. The problem with this
summary assignment was that students could hardly keep from presenting
their opinions in their summaries, content which they were to reserve for
the later analysis, which occaisioned a good deal of summary revision.

The activities of reading, discussing, and writing followed the pattern set in
the unit on family loyalty. The reading assignments became progressively
longer, and more time was devoted to class discussion, particularly of the
novels. After four conceptual or narrative summaries and four analyses, the
students wrote a synthesis essay drawing from all four works and from their
personal experience and opinion to assess their own perspective on the value
and limits of racial loyalty.

The final unit, the value and limits of loyalty to one’s religion, drew from
earlier course reading and included only one new text, Sophocles’ ANTIGONE.
I asked that students review their summaries and analyses of Jackson's “The
Lottery,” King's “Love, Law, and Civil Disobedience,” and Wiesei's NIGHT and
asked them tc come to grips with what these works said about religious
loyalty before we approached Sophocles’ drama.

After discussion of ANTIGONE, they composed their final narrative summary
on the tragedy. Their examination of the play focused on the relationship
between commitmerni to one's religious beliefs and one’s commitment to the
state--a problem developed to some extent in the works by Jackson, King,
and Wiesel. After the single-work analysis was completed, the students

completed their final synthesis essay on the value and limits of loyalty to
one’s religion.

The final writing activity of the course, although rather whimsical, provided
an appropriate sense of closure. I asked students to refer back to their
summaries of the first narrative we explored which developed the value of
loyality, Aesop's fable “The Birds, The Beasts, and the Bat.” Their final
writing assignment was to compose a brief fable on some aspect of the value
of loyalty. Like the writing sample and like the narrative summaries, this
assignment was required, but it did not receive a grade. The fables were
due at our final examination period and were read aloud.

The benefits of a value-focused writing course with a highly sequential
structure such as this one are obvious. Students are encouraged to reflect
upon their values, one of the aims of a liberal arts education. They learnina
manner which provides them with challenge after they have the support of
an acquired skill, as in the use the narrative summary writing. There is a
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strong “"content base" for the course which. though focused. includes works of
great variety. Finally, it causes students to realize that they are part of a
cultural dialogue--that their values have a genuine validity and that
education is more than vocational preparation.




An Attempt to Foster Critical Thinking:
Reflections and Reactions
by
Marilyn Schultz
Department of Education
Heidelberg College
Tiffin, OH 44883

As a teacher educator for more than a decade, | have become
more and more aware that the act of teaching is a complex process
invoiving repeated attempts at extemporaneous, often instantaneous
oroblem solving. Teachers often make a series of decisions about
how to act or what to say many of which may be simultaneous, with
littte or no "lead time." | have repeatedly asked myself how can |
best help my students handle important classroom decisions.

Lists of skills, abilities and personal qualities that should be
in the possession of effective teacher abound. In fact, during the
last decade, the data base in teacher education has expanded
astoundingly, leaving a solid research foundation on which to
formulate the teacher education curriculum. Assuming that teacher
education programs do indeed reflect the research, why then do
beginning teachers have so much difficulty making the correct, or
most correct, responses during the act of teaching?

It is this very question that prompted me to become one of the
participants in the Fund for Post-Secondary Education Critical
Thinking Grant. It would seem that teachers who possess good
critical thinking skills will act more effectively in dealing with the
daily problem situations that arise in their classrooms.

Human Growth and Development was the course which | chose
as the vehicle for increasing my students' critical thinking skills. A
requirement for both secondary and elementary education majors,
and generally taken during the freshman or sophomore year, this
course has been taught primarily as a lecture-discussion course
with emphasis on acquiring knowledge about learning theories and

developmental theories that students will then use during the junior
field experience.
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My goals in changing the course to increase students' critical
thinking skills were three-fold. The primary change was to
encourage critical analysis of the theories and issues and discourage
the acceptance of the printed page and/or the words of the professor
as "absolute truth." The second goal was to promote immediate
application of the content through direct concrete experiences. It
should be noted that the majority of the students enrolling in Human
Growth and Development are still in the concrete operational stage.
Joanne Kurfiss (1972) has stated that only about one-fourth of
freshman entering college are formal thinkers. The third goal was
to increase the personal atmosphere of the classroom.

What strategies did | use to meet these goals?

To accomplish the first goal | began the very first day by

reading the following John Stuart Mill quote from page one of the
syllabus.

". .. since the general or prevailing opinion on any
object is rarely or never the whole truth it is only
by the collision of adverse opinions that the
remainder of the truth has any chance of being
supplied.” (John Stuart Mill, On Liberty, 1859.)

Then the students were informed that the class would be
conducted on an informal, personal basis, that their opinions and
ideas were valued and that they would be encouraged to express and
defend their position through critical analysis.

Only 20-30 minutes of one class period each week were used
for teacher input or lecture (the class meets for two 75 minute
periods each week). It was emphasized that disagreement with me
and class peers about theories and issues was not only acceptable
but expected.

In the lecture portion of the class | stressed that the theorists
we were studying disagreed and there is often no one "right” theory
or principle to use in a given situation in the classroom. Students in
small groups were often asked to choose a theoretical position after
comparing several (never more than 3) and then defend that position
to the total class.
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Because my experiences with freshman and sophomore student
sin the past have shown them to most generally be in the concrete
operational stage or in transition, my aim was to provide some form
of concrete experience for the majority of the major concepts to be
learned. Examples of these experiences follow:

1. Role playing the major theorists and presenting
a debate to the class.

2. Experimenting with young children to see if they can
conserve substance.

3. Role playing a handicapping condition.

4. Doing 2 case studies of sixth graders to compare
their physical, social, emotional and cognitive
characteristics.

5. Spending a week as a camp counselor with sixth
graders and writing a reaction paper pointing
out the developmental stage, age-level
characteristics and learning theory application(s)
that they observed.

6. Developing a "map" of the interrelationship among
the concepts of information processing.

7. Demonstrating motivational techniques by changing
atmosphere (different location, mood music)
rewards, using colored transparencies, etc.

8. During a lecture in a college class, deciding
what the professor's instructional objectives
are and writing them in correct form.

9. Writing a test to demonstrate the relative merit
of various kinds of test items.

10. Critiquing a variety of standardized tests.

Although several of these activities had been used in prior
years, the emphasis this time was clearly on expansion of the
concept of concrete experiential learning.

To increase the personal atmosphere of the classroom |
attempted to involve each class member (18) in the discussion
and/or classroom activities every class period. To accomplish this |
learned about the interests, needs, activities, place of employment,
and class schedules of the students through an information card
which they completed on the first day of class. By asking questions
regarding the students' out-of-class time, | was able to become
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knowledgeable and show interest in their lives outside of the 300
minutes a week that they spent in my class. For example, | might
ask Suzette how the softball team did last Thursday, or compliment
Lioyd on the choir's performance Sunday afternoon It seemed that
they relaxed and became anxious to share information about their
interests and activities with me and their classmates. By the end of

the semester a most positive informal classroom climate had
emerged.

How successful was my attempt to increase their critical
thinking skills? Although | have no pre- and post-testing data, from
my subjective observation it would appear that this group of
students made some movement from a staunch dualistic position
characterized by wanting me to give them the "right” position or the
"tacts” of the matter to a transitional position, perhaps between
Perry's (1970) second and third positions. Their reactions indicated
that they were aware that at least in the areas we had been
studying, there were no absolutes and they quite begrudgingly
acknowledged the need to defend their own opinions. The class
developed the ability to tolerate dissension and disagreement as the
semester progressed. In small groups they became less inclined to

react hostilely or negatively and more apt to expect that positions
be defended and explained.

In final evaluation of this experience | am generally
encouraged that a deliberate attempt to develop critical thinking
skills and, more generally, move college students to a higher level of
cognitive development can be accomplished. However, in the future

there are several areas which | need to address to improve my
efforts. '

There is definitely a need to alter my testing/evaluation
procedures to better reflect the goals of the course. More emphasis
must be placed on rewarding students for analyzing issues and
defending their ideas. |f interpersonal skills are stressed such as

cooperative learning in small groups, then again this must be
evaluated.

Another area of concern is the fact that in an effort to bring
all students into the discussion, a small percentage did not become

comfortable with the expectation that they would participate each
class period.




On occasion there was not adequate structure to satisfy the
safety and security needs of some of the students. There will be a
need in the future to keep more closely to time and content
constraints during open discussions.

In summary, the entire grant experience was an exciting
opportunity to learn more about the nature of college students’
cognitive development, evaluate my own teaching techniques, try
new strategies and interact with colleagues from my own and other
institutions. It has been one of the most productive workshop
experiences in which | have participated in the last few years.

Kurfiss, J. Sequentiality and Structure in a Cognitive Model of
College Student Development. velopmental P
1977, 13 (6), 565-571.

Perry, William G., Jr. Forms of Intellectual and Ethical Development
in the College Years. New York: Holt, Rinehard & Winston,
1970.
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Model for Critical Thinking AR
Across the Curriculum L

Instructors of critical thinking courses who have felt happy
with changes they made and the progress of students are
continuing to revise courses, To date five instructors from the
first team have revigced other courses in light of eritical
thinking techniques.

Particularly successful this year has been the revision of
the syllabus and method of delivery of College 161, a multi-
section Freshman year course. The successful revision of that
course has spurred interest in promoting the revision of all
FPreshman year courses both disciplinary and interdisciplinary.
Such revision will involve traditional courses offered for
Preshmén as well as those courses offered under the umbrella of
special Freshman vyear programs such as College 101, Liberal
Studies 101, Leadership 101 and 102 under sponsorships of the
McDonough Center for Leadership and Business and the Preshman
Honors Courses. Paculty who may be teaching these courses will
be encouraged to participate in critical thinking workshops to be

sponsored by the Preshman Year Program as an aid to faculty
developrment.

In addition, the newly established McDonough Center for
Leadership and Business has begun sponsoring the development of

- new courses in all areas which will be designated as leadership

courses such as Unheralded Leaders in History, lLeadership and the
Presidency, The Political Novel, Women As Leaders, Industrial
Leadership Dialogues; etc. Paculty wishing to develop and teach
such courses will aiso be encouraged to develop them according t¢o
critical thinking guidelines and will be orffered atipends for
participating in critical thinking workshops.

It is hoped, too, that funding from a proposed Lily grant
for faculty development will help spur further faculty
participation in future criticel thinking programe,
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Plans to Promote Critical Thinking Across the Curriculum
at Muskingum

I. Long-term Plan

' As we engage in long-range planning for the College entering
the 1990°'s and beyond, we intend to redefine the place of critical
. thinking in our total curriculum. In particular, our current
effort to revamp the core curriculum, Liberal Arts Essentials,
presents an excellent opportunity to undertake this task. Enhance-
ment of critical thinking will be an important element in our
l deliberations of goals, contents, timing of introduction, staffing,
and other issues facing the LAE program.
We are also attempting tc find alternatives -— not necessarily
l an Honors Program —- to our current curriculum that will challenge
our brighter, more creative and highly motivated students.
We are reviewing course offerings and programs designed to enrich
the freshmen experience. We are examining new avenues such
as the establishment of academic exchange programs in broadening
perspectives of our faculty and students. As we review and
redirect these and other programs, we will again have the oppor-
tunities to determine how the promotion of critical thinking
will fit into the overall plan. .

II. Interim Plan

Before the current review of the long-range plan for Muskingum
is completed, we plan to do the following to augment our efforts
in fostering critical thinking the across—curriculum:

1. As part of the new faculty orientation program, present
the experience of faculty members who participated in the critical
thinking project.

2. Support cost-sharing arrangements with all or selected
ECC colleges in offering workshops on critical thinking for
interested faculty members.

colleagues insights and problems about teaching.

4. Countinue to fund participation in selected workshops
and conferences sponsored by non-ECC institutions.

5. Continue to stress capstone and interdisciplinary courses
in curriculum deliberations.

6. Continue to seek grants that support research as well
as teaching.

7. Provide funds to create computer files to record results
of critical thinking tests (Perry Essay and Watson-Glaser Critical
Thinking Appraisal) and personality and learning profiles (Myers-

l 3. Offer forums for faculty members to share with their
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Briggs Type Indicator) given to all freshmen since summer 1986.
Such files will greatly facilitate easier access for teaching,
advising, and research purposes.




INSTITUTIONALIZATION STATEMENT

Larry--

As 1 recall, you already have a list of ways Otterbein was
institutionalizing the Thinking Across the Curriculum Project. What follows
1s a list of how Otterbein continues to institutionalize the project and
how it will do so in the future.

Presently

-- Five new team members (Team 3) are currently revising courses that they
will implement in the winter

-~ Discussions with the new Academic Dean continue to take place about
extending the project for two more years at Otterbein, with plans
for four new team members a year; when surveyed last spring, several
faculty members expressed interest in the teams for 1989 and 1990.

-~ Tentative plans are underway to conduct two interterm activities: one
for the benefit of Team 3, using past ECC team members as resources;
one for the benefit of the whole faculty to follow up on the successful
Faculty Conference in the fall (Faith Gabelnick held two workshops on
Sept. 7-8: Thinking Critically About Teaching and Designing Assignments
for Diverse Learners. All faculty members received the Kolb Learning
Style Inventory and William Perry's "Cognitive and Ethical Growth:
The Making of Meaning" before the session, whose overall title was
Creating a Competent Learning Environment.)

-~ Past team members continue to tinker with courses, discuss ideas from the

el project with colleagues, and thus, slowly spread the word. 1 sense
M)ﬁf -~ continued interest in the project at Otterbein, and what is especially
)| i ) noteworthy, interest from areas such as student personnel and the
Z" ww_fu" library. '
o~

In the future

-- Three past team members (John Hinton, Larry Cox, and myself) are members
of the Faculty Development Committee; that committee is clearly and
strongly supportive of the project and will work to include ideas
from the project within its own goals and projects

-~ The Faculty Development Committee is currently drafting a grant proposal
to the Lilly Foundation; at least three concepts from the project are
being folded in to that grant proposal: the idea of faculty working
together, talking about mutual concerns, and teaching each other
(groups of 5, peer mentoring); a focus on teaching, including the
study of learning styles and the development of innovative methods
and assignments (one content strand open to groups will be teaching);.
a focus on classroom research, including observation of and by peers
(one content strand open to groups will be research).

-~ Also part of the Lilly Foundation grant proposal is the expectation that
faculty tfembers will continue to share any expertise they gain from
the experience with workshops arranged for other faculty members.

-~ The project's ideas were incorporated in the planning of Freshman Studies
1 (Growing Up in America, a new Integrative Studies course); this
course is being offered in nine sections this fall. Revision of
Integrative Studies 270 (sophomore level composition and literature
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course) is currently underway and three experimental sections will
be offered this coming winter--I am working with two other faculty
members to prepare assignments, syllabi, etc. and will be teaching
one of the sections. (NEH Challenge Grant funds were allocated to
revise the course, and I was named consultant to the revision.)
A proposal to the Ohio Board of Regents for the creation of
Freshman Studies II (history, social scienced) is currently being
. prepared by the I1.S. Advisory Committee, chaired by Alison Prindle.
‘ If plans for that course go forward, project ideas will again be
incorporated in the course. Alison Prindle, L:hairperson of the
Integrative Studies Dept., is strongly committed to the project

and will do all she can to see that the project spreads throughout
the Integrative Studies curriculum.

-- Tentative plans to encourage more past team members to share their

ideas through public forums on campus: Soup Group; Faculty Topics;
Mini-workshops, etc. t
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TO: Larry Grimes
FROM: Ken Porada
RE: Plans for Institutionalization of
ECC Critical Thinking Grant at Heidelberg College

1. Campus Workshops and Presentations. The Heidelberg College critical
thinking grant participants have made every effort to familiarize our faculty with
grant activities, and most particularly, with our most effective efforts at enhancing
students” higher-order reasoning skills. For example, during the fall semester of
1987 the grant teams participated in three major campus activities: a workshop on
teaching for faculty prior to the start of classes. a "facultv forum” specifically aimed
at critical thinking issues. and a presentation/discussion sponsored jointly by
several student honor societies.

We plan to continue developing periodic workshops for faculty. Since the
overall goals and outcomes of the grant already have achieved high visibility on
our campus, future workshops will be practical and focused toward the application
of specific pedagogic techniques to diverse courses throughout the curricuium.

2. Workshops for New Faculty. Steadily rising enrollments, retirements. and
program developments have led to a significant number of faculty hirings at
Heidelberg in recent years. Faculty who are new to the college are, of course, likely
to be unfamiliar with many of the ideas developed and implemented hy grant
participants. Each year, the Dean of the College organizes a one week orientation
for new faculty. Included among the varied orientation se:sions are several
dealing with effective teaching techniques. Beginning with the 1988-89 academic
vear. a session within the orientation schedule is to be devoted to teaching
strategies which more effectively enhance students’ thinking abilities. In addition,
a related external grant proposal to FIPSE by Robert Murray, one of Heidelberg's
Critical Thinking participants, has recently been funded. The project, which is
titled "The TACT-Mentor Program: A Dual Introduction Into College Teaching”
includes material on cognitive development and critical thinking in its college
teaching seminars.

3. Presentations, Grants. etc.

Presentations related to the grant

Nancv Siferd Council for Interinstitutional Leadership, Boston. October. 1987.
Nancv Siferd & Larry Grimes. National Conference on Nontraditional and
Interdisciplinary Learning, Virginia Beach, April, 1988, tAbstract Proceedings have
been published.!
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Nancy Siferd & Faith Gabelnick. Northeast Region Directors of Honors Colleges
Workshop. University of Rhode Island, April 1988.

Nancy Siferd. National Conference on Intellectual Skills, Western Michigan
University, November, 1988. (Abstract Proceedings have been published.}

ela ants, funded w ]

‘Workshops in Humanistic Narrative”, 2 four-week workshops for 16 facultv each.
funded by NEH, at Princeton Universitv, summer 1987.

“The TACT-Mentor Program: A Dual Introduction Into College Teaching", funded by
FIPSE, Robert Murray, Professor of Biology, Heidelberg College, beginning fall 1988.

“Epistomology and the Liberal Arts”, a 6 week workshop to be held at Western
Michigan University, funding pending.
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A PROPOSAL:

HOW TO INSTITUTIONALIZE THE FIPSE PROJECT
ON "CRITICAL THINKING" AT BETHANY COLLEGE

SKETCH OF THE PROPOSAL & INFORMATION ATTACHED

I. The Proposal
A. What is being proposed & specific goals
B. Why a wider involvement at Bethany is being proposed
1. To fulfill our commitment
2. To assure more benefits for Bethany students
C. Why this particular focus
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II. Opportunities for Faculty & Staff - Training, Assistance
A. Team III - some $ incentive from Bethany College
B. Possible intensive week workshop - expenses only
C. Assistance from members of Teams I & II (& III)

I1II. Information: What is this FIPSE Project
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I. THE PROPOSAL
A. What is being proposed?

That Bethany College "institutionalize" the FIPSE Project
by integrating within the majority of the Perspective
Courses most of the principles, skills and techniques of
"critical thinking" or "higher order reasoning" that are
at the center of emphasis of this project.

Specific goals for such integration into the curriculum
are:

1. That fifty percent (50%) of the Perspective Courses
qualify by the Spring of 1989.

2. That seventy-five percent (75%) of those courses
qualify by the Spring of 1990.

3. Plus there is the hope that the contagion of the
rethinking, reassessment and revision processes
involved in reaching 50 to 75% of the Perspective
Courses will result in additional "spin-off" impact
that will reach further into the curriculum.

The factor of realism in this hope is based on what
seems to be a spin-off effect taking place in the
curricular work of those faculty members who have
studied in and worked through the project already.

B. Why is a wider involvement at Bethany being proposed?
1. To fulfill our commitment

Agreement to participate in the FIPSE Project carried
with it the commitment by each East Central College
in the consortium to enact the "institutionalization"
phase. Bethany has participated in the project with
benefit, notably the training-learning achievements
of Teams I & II and the resultant course and teaching
modifications made by these members of our faculty.

2. To assure more benefits for Bethany students .
A major goal of this project is to enable our faculty
members, by working together from a base of common
knowledge and skills and commitment to a common goal,
to assist our students to develop through stages of
higher order reasoning more effectively and consistently
than they would be able to do otherwise. Multiple
exposure to these critical thinking skills and learning
models is especially important, since progress or
growth through developmental stages appears to take
place at a much slower rate than most of us want to
believe--and reverting to earlier stages frequently
occurs.
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Why this particular focus in Bethany's curriculum?

This focus seems to provide greater assurance that almost
all of our students will have several contacts with courses
that deliberately embody principles of "higher order
reasoning” or "critical thinking." However, a two-step
response is required to explain the basis of this claim:
the first is related to Bethany's Perspective Program;

the second is an extension of B2, above.

1. The Perspective Program - Quotations and Comments

a.

Ref. BC Catalog description and affirmation:

"All Bethany graduates will develop eight perspec-
tives on their world, each of which is, in appro-
priate ways, systematic, ethical and integrative.

“"All courses within the Program address three
overarching concerns of liberal learning:

1) systematic issues of critical thinking about
the basic assumptions, methodologies and frames of
reference of the subject field, 2) ethical issues
within the disciplines studied, and 3) integrative
issues designed to assist the student in gaining a
personal perspective or point of view about the
world as seen through the examined perspective.

"To this end, each student must complete at least
four hours chosen among the courses listed in each
of the perspective categories . . . plus at least
eight additional hours for a total of forty hours
in the .program."

Comments:

(1) It seems that few, if any, of us have been
certain that we knew what was meant by the
phrase "critical thinking" that appears in the
first of the "three overarching concerns of
liberal learning" but which was supposed to
serve as one of the criteria for admitting
all courses to the listing in the eight
perspective categorics.

A o TSR U RCE T AR VA DDA T 33 LML 5. hamw o v B L 0 v XU miese .

(2) Intensive work with "crltlcal thlnklng"/
*higher order reasoning" in the FIPSE Project
provides us with a better base for interpreting
this phrase or criterion and for assuring that
most of the Perspective Courses embody
identifiable critical thinking skills and
principles. (At least fifteen of our faculty
colleagues at Bethany have a common fund of
studies that may serve as such a base.)
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2. An area of the curriculum that involves all students

The Perspective Program constitutes a finite collection
of courses from which each student at Bethany must com-
plete at least ten (10) courses for a total of forty
(40) hours.

This means that the Perspective Program provides one
of the best sets of courses—one of the best sub-sets
in our total curricular construct—upon which to
concentrate the critical thinking institutionalization
effort.

When seventy-five percent (75%) or more of these courses
(plus the Origins courses) embody the principles of
"higher order reasoning“"/“critical thinking,” it becomes
almost assured that almost all Bethany students will
have several contacts with these principles and, being
spread over a longer period of time, this should assist
them in progressing through developmental stages by
continued reenforcement.: (Complementary to this: each
student must complete Origins III and several students
are to complete Origins I and II; the professors con-
ducting these courses have been involved in the FIPSE
program and have included aspects of the Project in
these courses already.)

II. Opportunities for Faculty and Staff - Training, Assistance

Question (objection):

But, wait a minute! How can those faculty members who have
not yet participated in the FIPSE "Critical Thinking"
Project be expected to embody the essence of that program
in the Perspective Courses they will conduct?

Answer

Given the willingness and motivation to work together to
achieve the "across-the-curriculum" status of this project,

a wide range of opportunities for training in and familiarity
with the principal features of this project are available.

1.  Team III - some $ incentive.frcm Bethany College . .

One means is the 3%#-4 week program of training, study

and syllabus-course revision that would constitute the
work of Team III - this would be quite similar to the

sessions for Teams I & II. Bethany College would pro-
vide some financial incentive for the time and effort

invested by team members. The most likely time would

be June or July of 1988, although there is some degree
of flexibility in this schedule.

2. Possible intensive week workshop - expenses only

Although not yet precisely set, there are plans for
the possibility of a week-long, quite intensive work-
shop in August, probably at Bethany, in which the
basic principles of the project would be highlighted.
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Enrollment per ECCC institution would be limited and
colleges would cover expenses only, not provide
additional financial incentives.

3. Assistance from members of Teams I & II (& III)

Most members of Teams I & II would be willing, within
the limits of their time, to assist others in becoming
familiar with the basic ideas and principles of the
project and in the process of progressively integrating
these into the syllabus and structure of a course.

Information: What is this FIPSE Project?

Brief statements & rationale from original grant proposal

"9. Proposal Title: Training Faculty Members at Small
Liberal Arts Colleges to Teach Higher
Order Reasoning Skills to Their
Students"”

[(By the first year Report, the heading was "East Central
College Consortium Cross-Curriculum Critical Thinking
Project: Report . . . ."]

“10. Brief Abstract of Proposal:

Problem: The faculty and administration of the East Central
College consortium are concerned with the problem of the
inability of their students to think critically, to synthe-
size information and to integrate knowledge.

Project: The Consortium requests funding got a period of
three years [only two years were granted for a faculty
development project directly affecting 15-30 percent of

all faculty from each of eight institutions. A total of
120 Consortium-faculty across all disciplines will be
trained in understanding William Perry's model of cognitive
developrment, become familiar with the present theories and
practices lor teaching higher order reasoning and, finally,
incorporate this information into practical application in
their classrooms. Simulianeously, a long range longitudinal
study will be initiated by testing student reasoning skills.
Data and results will be networked to other colleges and
research persons; it is anticipated that daza generated
will be particularly valuable to those interested in small,
private, liberal arts colleges."

*"I. Identification of the Problem

The recent report of the Study Group on the Condition
of excellence in Higher Education suggests that American
college students have considerable trouble when asked to
think critically, to synthesize information, and to inte-
grate knowledge. Studies of cognitive develcpment among
college students by William Perry and others bear this out.
Nevertheless, in assignment after assignment, college pro-
fessors continue to assume that students have mastered
these and other higher order reasoning skills. The result
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is either dibilitating anxiety, negative dissonance, and
defeat on the student's part (Reed Larson) or gradual
erosion of expectation on the part of the instructor
(implied in the Study Group report). Since graduate
schools have taught professors to teach a disciplinary
content rather than higher order reasoning skills, the
problem is not easily overcome and seems, most often, to
be resolved either by student attrition or by a tacit
agreement between student and professor to lower expecta-
tions and pretend to engage in higher order reasoning.

The problem is double-edged since both students and faculty
lack certain basic skills necessary to insure that higher
order reasoning takes place in the undergraduate classroom.

"What we had discovered [through a funded "cross-curricu-
lum writing project"] was that not only did students have

a problem with higher order reasoning, but so did faculty.
Our faculty members, most often self-assured master teachers
of the content of a discipline, were less certain and less
effective when trying to teach students mechanisms for
understanding, manipulating, and creating ideas and informa-
tion within the disciplines. Therefore, the result of
attempts to improve the teaching of thinking in the colleges
too often resulted in the following situation: students
unable to complete assignments satisfactorily and faculty
unable to help students identify and acquire the skills
necessary to do those assignments.

"It is our assumption that by addressing the problem of
faculty skill deficiencies in the area of teaching higher
order reasoning we can do much to solve both sides of the
problem. We make this assumption because of the nature
of our member institutions. All are small, private colleges
staffed by faculty who make excellence in teachlng their
primary activity and concern. Therefore, this problem is
one that we faculty members ourselves have chosen to address
and in which we have both a personal and professional stake—
it stands between us and the excellence to which we aspire

Who and what involved at Bethany

Ref. the following two pages for names, and areas of the
members of Teams I and II (1986-87 & 1987-88),and also

for further description of the structure of the project

and of the study and training activities of the Teams.
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FROM: Robert E. Myers, Bethany Campus Coordinator
DATE: Januery 1987
RE: Orientation information, phases of project, game plan

TO: Members of the Bethany Team for the Higher Order feasoning Project

Welcome to the Bethany Team for this special FIPSE/ECCC program.
You are one of fifteen members of the faculty/staff selected by the
Dean of the Faculty for primary participation in the project. Our
Bethany Team will be divided into two groups: one group will be
formally involved in the study-training activities during 1986-87
and a second group will be formally involved in these activities
during 1987-88.

The 1986-87 group ("First Year Team") includes:
W. Randolph Cooey (Economics/Business)
Katherine Coram (Social Work)
John U. Davis (Education)
Larry E. Grimes (English/Liberal Studies) (Origins III)
Hiram J. Lester (Religious Studies/Origins I)
Anthony Mitch (English)
Robert E. Myers (Philosophy)
Harold C. Shaver (Communications)

and Francesca Giordano (Counseling, Career Development/Testing)

The 1987-88 group ("Second Year Team") includes:
- Lynn Adkins (Sociology/Social Work)
Jonas Barciauskas (Library/ Religious Studies)

John D. Davis (Economics/Business)

Edwin Goldin (Physics/Computer Science)

David J. Judy (Fine & Applied Arts/Theatre/Origins II)

T. Gale Thompson (Psychology)

Robyn Cole (Engl J.sh)y

The full title on the proposal for the grant reads: “Training
Faculty Members at Small Liberal Arts Colleges to Teach Higher Order
Reasoning Skills to Their Students." Less cumbersome and equally
effective for our purposes is an identifying phrase such as "Critical
Thinking Project" or "Higher Order Reasoning Project." The Fund for
Improvement of Postsecondary Education awarded the grant to the East
Central College Consortium. (For reasons that made sense at the
time of application, the grant was "headquartered" at Hiram College.
Some changes have taken place since then.) Dr. Larry Grimes was
appointed Director of the grant at the Consortium level; the
Director's tasks include working with FIPSE and the Consortium, with
consultants and campus coordinators, arranging meeting times and

places, working with the evaluation team, and many other grant-related
administrative matters.

Each college has a Campus Coordinator. The Campus Coordinator's
tasks include working directly with the campus team and its members,
with the Director and other Campus Coordinators, with the third year
evaluation team, with the campus team and others to "institutionalize"
the higher order reasoning skills on her/his particular college
campus, and other campus and consortium oriented aspects of the project.

U (continued)




Myers to Bethany Team, FIPSE Orientation Information, cont‘d, page ¢

The original grant prorosal indicates that: "Consortium faculty
across all disciplines will be trained in understanding William
Perry's model of cognitive development, become familiar with the
present theories and practices for teaching higher order reasoning
and, finally, incorporate this information into practical application
in their classrooms."

“During the first year e'%ht [& second year, seven] members of
each consortium college will 1) attend a two-day workshop designed
to acquaint them with both Perry‘'s model and with the teaching of
higher order reasoning, 2) spend one month of the summer studying
Perry and other cognitive theorists while reading in literature on
teaching higher order reasoning, 3) confer with a consultant as they
study and read, and 4) revise, on their own time, and teach a course
designed to emphasize the teaching of higher order reasoning along
with course content."

After reading the first set of materials, attending a two day
workshop and studying the appropriate literature in the summer, each
member of the team will focus on the application phase by selecting
one course he or she plans to teach the first semester (that‘'s of the
academic year 1986-87 for the "First Year Teamy 1987-88 for the
"Second Year Team"), teach the revised course, and then, during the
second semester, assess the resulting in-class experlence and be
prepared to “"share" insights and aspects of that experience with
others.

By the spring of 1988 our Team of fifteen (or so) should be able
to make a significant impact on and contribution to the Bethany College
community. The word in the proposal for this phase is "institutionalize":
the Campus Coordinator and the full Team will work toward revising
additional courses and work with other members of the faculty and
staff to increase the level of conscious incolvement and organized
effort to teach "higher order reasoning skills" to more of our
students. We can do much to assist in this permeating activity.

We are a team, a group of people joining together in a cooperative .
effort to learn and to apply effectively the principles of higher
order reasoning in our classes for the benefit of Bethany's students.
Individually we should benefit, too, for each of us wants to become
a more effective teacher. However, we are not competing with one
another—we are working together for a common goal. Welcome to the
Bethany Team for the Higher Order Reasoning Project.

REM
Bethany Campus Coordinator
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Abstract:
Faculty Development at East Central Colleges
in Ways of Knowing

The astonishing best-seller success of Ailen Bloom's Ihg&lgsmg_oj_mg_Amgmau_Mmg reflects
vague public uneasiness about the foundaticas of knowledge.

In East Central Colleges, a consortium of eight liberal arts coileges in three states--Bethany
College (WV), Heidelberg (OH), Hiram (OH), Marietta (OH), Mount Union (OH),Muskingum (OH),
Otterbein (OH), and Westminster (PA)--two major funded projects have enabled 150 faculty to explore
intensively current theories of knowledge in cognitive psychology and in narrative. The projects have
resulted in sophisticated awareness of critical thinking throughout the curriculum and of narrative as
used in history and literature. The awareness has been implemented in the classroom.

The consortium's project in critical thinking chose as its base William G. Perry's *Essay on
Cognitive and Intellectual Growth." The essay describes nine stages through which an individual must
pass to reach mature ethical deveiopment. Other psychologists describe variant pattems of growth or
learning styles; Koib, Kohiberg, Myers-Briggs were aiso studied. ECC facuity now understand where
these descriptions overlap and also how Carol Gilligan, Mary Belenkey, Lee Knefeicamp offer alternate
descriptions of ways of knowing. Comparative summary of such theories will be offgred.

Larger issues are at stake than which cognitive psychologist's theory to adopt. Is critical
thinking a universal process across the disciplines, or does each broad set of disciplines develop its
own theoretical base and primary methodology? The question is epistemological; ECC's response was
pluralistic. No college established a generic critical thinking course as a result of the funded project.
Over 120 faculty at eight campuses spent a month reading intensively and then revising a course so as
to make explicit the teaching of critical thinking. At seven weekend conferences these faculty
conducted workshops for each other and shared their syliabi. Examples of successful implamentation
strategies will be presented. T

The critical thinking project was funded for $246,000 by FIPSE for three years (1985-88). |t
was supplemented by $120,000 from NEH to take thirty-two ECC humanists to Princeton in the summer
of 1987 to study current theories of narrative. Again, the focus was uitimately epistemology.
Participants considered problematic definitions of truth in relation to history and fiction. They
investigated the linguistic basis for structuraiist approaches to history and literature. Understanding
words as signs and texts as codes, they saw how the found-tions of knowiedge in history and literature
have shifted. No longer do certain current scholars assume that a historical or literary narrative
presents knowledge which corresponds to a universal reality. Rather, truth may be approached only
through reiationships, coherence, consensus-- or through anarchic responses from individual readers.
Or communities may construct their own modes of narrative--ECC looked at Zora Neale Hurston as
cultural anthropologist choosing to report her findings in anthology of tales presented within an
overarching novelistic frame. Is Mules and Men science or art, truth or fiction? And how might such

questions of narrative be raised in the undergraduate classroom? Examples here aiso will be
presented.

The next project which ECC will pursue confronts epistemoiogy directly. in the first year on
each campus a series of faculty seminars on representative theories about the foundations of knowiedge
{Plato, Kant, Hegel, Nietzsche, Heidegger, Wittgenstein) will be staged. In the second year twenty-two
facuity will focus for six weeks on six living American philosophers in relation to epistemology. In the
third year curricular implementation and disseminations will follow. Unless faculty examine straight-
on the epistemological questions, their ability to read and under:tand the best scholarship in their own
disciplines and their ability to respond to the public outcry about education are at risk. Especially
faculty in liberal arts institutions need to consider foundations of knowiedge across the curriculum to
assure that they prepare students for the continuing debate about epistemology.
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FACULTY DEVELOPMENT IN EAST CENTRAL COLLEGES 1IN
WAYS OF KNOWING

Larry E. Grimes and Nancy Siferd

East Central Colleges (ECC) 1is a consortium of eight private
liberal arts colleges in three states: Bethany College (WV),
Heidelberg College (OH), Hiram College (OH), Marietta College
(on), Mount Union College (OH), Muskingum College (OH),
Otterbein College (OH), and Westminster College (PA). The
consortium, founded in 1968, is active particularly in pursuing
faculty development, facilitating cooperative ventures and
informational meetings among administrators and others,
grantseeking, and assessing of portfolios documenting college-
level 1learning from life- and work-experience. Two particular
faculty development projects, set against the context of
previous projects, reflect pragmatic, philosophic, and highly
successful cooperation in improving teaching and in clarifying
ways of knowing. The projects may be examined both as effective
emphases or strategies for faculty development and as important
manifestations of shifting assumptions about knowledge.

Thinking Across the Curriculum. The FIPSE-funded thinking
across the curriculum project which I am about to describe began
when faculty members of the East Central Colleges stopped to
reflect on the results of a very successful consortium venture
into writing across the curriculum. After much pondering, we
discovered what was both obvious and problematic: our efforts at
teaching writing had succeeded to the point where we could see
clearly that most flawed writing was, in fact, flawed thinking,
To solve problems raised by our writing project, we decided to
design a plan to facilitate thinking across the curriculum.

Several basic assumptions shaped the plan we adopted and
implemented., First, we assumed that thinking, like writing, was
a complex process and not merely a neat set of definabie skills.
Second, we assumed that students come to understand this process
slowly and after repeated exposure and experience with the
process, Third, we assumed that students entered into the
process at different stages of cognitive development, carrying
with them different understandings of what it meant to think, to

learn, to know. Finally, we assumed that lively thought was
Nancy Siferd Larry E. Grimes
Executive Director Project Director for
East Central Colleges Thinking Across the Curriculum
Heidelberg College P.O., Box C
Tiffin OH 44883 Bethany WV 26032
419-448-2047 304-829-7921
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always <contextual and relational; therefore, it is  Vbest
understood in particular disciplinary contexts and in specific
thinking environments,

Because of our assumptions, we rejected the notion that students
take a course in "critical thinking" or choose from among a list
of courses a single course with a special "critical thinking
component," Rather, consistent with our process model, ve
elected to saturate the curriculum with courses conscivusly
designed to foster lively thinking among our students. Our hope
was that students would have a variety of experiences with
"thinking" in various ccntexts, under different conditions, and
even by different names.

To that end, we applied to FIPSE in 1985-86 for funding to
develop a thinking across the curriculum program on each of the
eight East Central College campuses.

FIPSE support allowed us to:

-~hire consultants

--hold workshops on course revision and the teaching of
thinking

--support 120 faculty as they worked in interdisciplinary

groups to redesign "regular" courses so as to emphasize the
teaching of thinking in those courses

~--develop and teach 120 courses, within the various
college curricula, which foster higher order reasoning
~-undertake a longitudinal study of the effectiveness of a
cross~curriculum approach to the teaching of thinking

More 1interesting than what we have done (design a program for
teaching thinking across the curriculum), I think, 1is how we

have done it. We have done it by paying careful attention to
three things:

--how students think and learn
-~how we as faculty think, learn, and teach

--how people within our area of study learn, think, and know.

To fix this firmly in mind, I have designed what I call "a
mantra for the teaching of critical thinking.," It goes as
follows (and should be chanted with a full breath drawn deep-
down, diaphragm deep--repeat five times, each time emphasizing a
different aspect of the process for teaching thinking):

TEACH STUDENTS TO THINK ABOUT AND THROUGH (SUBJECT/COURSE)
TEACH STUDENTS TO THINK ABOUT AND THROUGH (SUBJECT/COURSE)
TEACH STUDENTS TO THINK ABOUT AND THROUGH (SUBJECT/COURSE)
TEACH STUDENTS TO THINK ABOUT AND THROUGH (SUBJECT/COURSE)
TEACH STUDENTS TO THINK ABOUT ARD THROUGH (SUBJECT/COURSE)

e N e B

An explication of this mantra will do much to explain the "hcw"
of our project. To begin with the obvious, it is "I" who teach
my students. And "I have been trained to think in the
discourse of a particular discipline: "1" have definite learning
style preferences: "I" approach the task of thinking and knowing

with a lifestyle shaped by years of experience and experiment.
"I" do not come neutral or neutered into the classroom. "I" am
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a presence and a power in the classroom capable of facilitating
or frustrating the thought processes of my students, My
awareness of how "I" prefer to think and know, and my ability to
articlate how "I" prefer to think and know, will greatly
%nfluence whether or not thinking is facilitated or frustrated
in my class. To help faculty come to terms with the "I" yho
teaches, we have used both David A, Kolb's Learning Style
Inventory and the Myers-Briggs Type Inventory. From this
experience, faculty have come to see how deeply the preferences
of this "I" influence teaching style, assignments, and classroom
activities (or inactivities, as the case may be).

I TEACH. At all of the ECC colleges, that is the center of
faculty life, And if the center does not hold .... But hold it
can, so long as I take pedagogy as seriously as I take the

subject matter that I teach. In our proposal teo FIPSE
admitted that our graduate education did not adequately prepare
most of us to be teachers. So our project has provided faculty
with an opportunity to learn more about teaching techmniques and
to discuss and share teaching strategies with <colleagues from
various disciplines, Again we have discovered the obvious:
faculty become energized and empowered when and as they find an
audience enthusiastic about the nuts and bolts of teaching.

we

STUDENTS. I teach students. How often I hear colleagues say,
"I teach English" or "I teach Physics." Sad sentences those.
Empty perhaps? Selfish ev:n? But common. Very common. Yet I
do not know very many faculty members who really want to think

and know in a room empty of students, however frustrating
teaching can be when the learners are present as dense and solid

mass. For most of the ECC faculty, graduate school was not a
place where "the student"” was a topic for discussion. ldeas
were at the center of that world. But in any good class, the
student must be the center around which thinking, knowing, and
learning turn. So, we have tried hard in our project to know
more about how students think and learn. To that end, we heve
explored the work of Jean Piaget, David Kolb, William Perry,
Carol Gilligan, and others; and we have used information
gathered on such instruments as Kolb's Learning Style Inventory,
the Myers-Briggs Type Inventory, and Widick and Knefelkamp's
Measure of Intellectual Development, While many models have
helped us to better understand our students, the project was
focused on the work of William Perry in particular.

The mantra sentence is a very complex one. It deliberately
stretches out the sentence so commonly uttered by academics when
asked what they do, And because it does so, the last half of
the mantra makes clear three very important things about the
teaching of thinking. First, thinking occurs in a very complex
context: a teacher/learner context, a teaching/learning context,
and a thinking/discourse context that is discipline-specific
(sometimes even course-specific). TO THIRK IS TO THIRK 1IN
CONTEXT. Different skill sets, different frames of reference,
different methodologies, different domains of discourse take
center stage as thinking is played out in first one arema of
thought and then another.

Indeed, as one moves to the lastz phrase in the mantra it 1is

possible to consider THINKING AS CONTEXT. When I try to lead
students into the intricate process of thinking about a poem, I
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am forced to admit with Marshall McLuhan that the medium is the
message. Good thinking in biology will not do over here in a
lit class. Neither will good thinking from sociology. The
context has changed and my students and I must come to grips
with thinking in and as this new context. This is where
constant and vigorous study within our disciplines pays off for
us as teachers. We are the experts we need when it comes time
to articulate for our students the nature of thinking in and as
the context and contour of our field. Sometimes, however, we
discovered in our project, we neglect to build into our courses
both the time and the strategies needed to insure that students
learn to "think about and through'" our discipline, Lather,

ve
short-circuit matters and just teach "chemistry" or
"mathematics." The result is frustration as too few students
come to know and appreciate the theory of the discipline that so
excites us. Too many students memorize and forget the

"materials" we teach. Here our project suggests that, at least
in soem key courses in every department, the exploration of the
process of thinking in the field must be central to the course,
And if we expect very high order thinking in our field, one
"methods" course won't do it. Thinking across the curriculum is
not only an agenda for the curriculum as a whole, it would
appear to be an important item on departmental agendas as well.

I'd like to share some results from our nearly three years of
experiment., First, journal abstracts submitted by faculty bear
constant testimony to their renewal as teachers and to the
empowerment they have been given now that they do more than
"teach a subject.," Many say that it is by far the best faculty
reneval experience they have had to date. Second, the emphasis
on who teachers and learners are, and on how they teach and
learn has significantly altered the environment in which we
teach. When teaching becomes contextual and relational, rather
than content-bound, affection touches the learning and thinking
process. The result 1is 1love: love for each other, 1love for

learning, a love of thinking, and love of the subject matter
itself.

Finally, our grasp has exceeded our reach. The goal of the
project was to have 120 faculty generate 120 courses carefully
redesigned to foster lively thinking. We have not done that.
Instead, we have redesigned 200 or 300 courses, Almost all
faculty report serious revision of nearly every course they
teach. Further, they report serious revision of nearly every
course they teach. They report acts of tree-stump evangelism,
even in alien fields. Converts have been made. So courses
fostering lively thinking are now deeply embedded in the
curricula of the East Central Colleges. With them have come
significant faculty renewal. From renewal have come new modes
of teaching, both affective and effective. And we regularly

observe thinking of a livelier sort than we saw before we began
our venture.

History of ECC faculty Development and Ways of Knowing. As

preceding description has suggested, the thinking across the
curriculum project led faculty in East Central Colleges to an
epistemological question. We had verged on the question before,
though without realizing it in 1973 when through participation
in an early FIPSE project on “guided design," faculty discussed
the wisdom in giving students room to discover knowledge. The
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professor was to provide a mapping structure, then move out of
the way so that students in groups or as individuals might find
their own way to knowledge. We did not question that knowledge

was out there, like a pot at the end of the rainbow, and the

finder would recognize and appreciate the value of the lode if
allowed the thrill of prospecting.

In the mid-70s a Mellon grant helped faculty learn how to advisge
nontraditional students. When Art Chickering described patterns
of development in adult learners for us, we began to think in
new ways about students as real people, maybe even about
ourselves as real people going tlrough similar patterns of adult
growth. Follow-up " sessions at the Gestalt Institute in
Cleveland invited us to consider the role of perception in the
educational exchange, the role of shifting background and
€oreground. If we had stopped to think about the
epistemological implications of the project, we might

have
realized a blur in the definition of knowledge as a fixed
treasure somewhere out there at the end of our course. We were

no longer regarding the student as an empty vehicle to be fueled
by the transfer of content, nor were we mapping the route for
some novice traveller toward a predetermined end. We were
journeying with our students as fellow travellers in a mutually
negotiated process of communication. Student and teacher were
both receivers and senders of filtered and filtering messages
that would co-direct the <conversation, moving us into
experiences that would constitute knowing.

We didn't say all these things to ourselves then. It was later
that we became able to describe these new ways of knowing.

Similarly, in the writing across the curriculum project, funded
by the Gund Foundation in the late 70s, we verged on
epistemological issues but didn't fully articulate them. We
knew that if we wanted students truly to know how to write, they
needed reinforcement of their skills beyond an introductory

writing course, Varied member institutions chose varying means
of accomplishing this end: designating courses with a
significant writing component, requiring so many such courses

for graduation, and so on. In training workshops for faculty in
the teaching and grading of writing, we saw some of our
colleagues' writing assignments and their sometimes quirky
judgments in grading. It was clear that some faculty were
better able and willing to make explicit what they considered
good writing to be; some could also model that behavior better
than others; and some of us knew the eternal and true standards
for good writing and others did not. We wished our colleagues
the good sense to listen to those of us who knew where these
eternal verities were to be found.

We did acknowledge the importance of writing as process--the
stages of brainstorming, freewriting, defining focus, gathering

data, drafting, revising, getting feedback, and revising. We
did not fully explore the possible inseparability of language
from knowledge, the community of learners in different

classrooms who establish, share, and pass on conventions of
language. We did not say that knowledge in une field might be
sufficiently distinctive so that one might need to abandon the
notion of a gloriously integrated body of knowledge at the end
of four years' journey through a curriculum loaded with writing
2 B
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assignments, general studies, majors, and electives. In valuing

process and varied contexts, we were nonetheless giving up the
definition of knowledge as cohesive object out there; we

vere
conceiving of it as the construct of a community.

Surely, if we were going to give up knowledge as content--
knowledge as a product--we should teach the essence of process
in context then. That would be--well, maybe problemsolving.
But cognitive psychology was calling it "critical thinking." We
struggled more directly with epistemological notions now.
Instead of ideas, facts, and content, we focused on the context
of the classroom and the people in there. When we pressed

harder for definition of the essential steps of «critical
thinking, ECC decided--not without difficulty-- that knowledge
had to be further defined only within varied disciplines.

ECC's response to the ultimate epistemological question built
into the critical thinking project was pluralistic: no generic
and wuniversal process of critical thinking underlies all
disciplines. The responsibility for defining critical thinking
resides in individual disciplines, or within broad sets of
disciplines. For a graying faculty twenty years out of graduate
shcool and teaching in small private liberal arts colleges, the
problems in identifying such ways of knowing were multiple.

Our teaching 1loads are heavy. We may teach four different
preparations each semester, with independent studies, honors
projects, supervision of off-campus internships, Weekend
College, advising, committee work, and occasioral travel to
conferences on top. To publish or to present papers requires
heroic effort beyond normal classroom preparation. One is doing

well to read current scholarship now and then. Add to these
burdens the necessity (and the temptation) to teach as
generalists, We venture to '"profess" in courses sometimes

afield from our graduate school training, as a means of escaping
teaching the introductory western civ or the freshman comp
course for the fifteenth semester in a row. Scurrying to
educate ourselves ahead of the class in the new field, we may or
may not come upon the best scholarship to help us prepare
lectures, discussions and activities.

Such circumstances lead us to search out course-related
schclarship that is readily comprehensible--in terms of our
prior training and in terms of tomorrow's or next week's
classroom application. They do not incline us toward unfamiliar
systems of thought and alien language. Since such ingredients
characterize some of the best humanistic thinkers of the 70s and
80s, we may not read them, but rather suspect them of seeking to
undermine, even destroy, the fields we love.

Historians probably didn't become historians because they wished
to do statistics. Literature and writing profs didn't enter
their field intending to do hermeneutics or deconstruction.
Some of us hadn't even gotten around to reading Northrop Frye,
and we began to glimpse the word "post-structuralism" on an
occasional title. Glancing at an article or book on
deconstruction, we confirmed nasty rumors about the
unreadability and the nihilism of this school of humanistic

thinking. We excused ourselves and went on being traditional
New Critics (a school several generations old, not "new") and
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classic storytelling historians.

Humanistic Narrative, The purpose in taking 32 ECC humanists to
Princeton for "Dual Workshops in Humanistic Narrative" for four
weeks, sponsored by NEH, was to gather some coherent sense of
the furor in current scholarship. In the moments when ye
dropped defensive posturing, we admitted that our own self-
respect required basic grounding in new ways of knowing about
narrative in history and 1literature,  We hoped to apply
appropriate insights and methods in one course per participant,

In the first week the focus was on philosophic orientation to
the debate about narrative, A classic text by Herodotus
provided a lens for our study, with Robert Scholes from Brown
University and Rufus Fears from Boston University leading the
literature and history institutes, Fictional technique makes
the difference between a chronicle and a history, we learned.
Nobody much values the chronicle's mere facts: "a" happened, "b"
happened, "c¢" happened, "d" happened. Instead, a historian
groups such events, embellishes them with description and
character and interpretation--with meaning. The reader helps
create these meanings, too, because words carry associations
from other contexts, and the writer uses those associations,

often consciously. Reading and writing history are mutually
creative processes,

In the second week, with Jerrold Seigel of Princeton University
and Wallace Martin of the University of Toledo, we glimpsed the
parallel structuralist assumptions of Ferdinand de Saussure's
work 1in linguistics and Claude Levi-Strauss's anthropology.
Later that week we read Michel Foucault, Hayden White, Teodor
Todorov, and Roland Barthes. This extrememly challenging and
unsettling week was the crux of the institute. As words became
signs and texts became codes, we began to wonder what we knew
through literature or history and how we knew we knew it.

During the third week psychoanalytic narrative and its relation
to history and literature were presented by Claire Kahane of
SUNY's Center for the Psychological Study of the Arts at Buffalo
and Peter Loewenberg of UCLA, with special attention to Freud's
Dora. We explored a multitude of storymaking psyches-—Freud,
Dora, the Victorian culture, contemporary psychoanalysts, and
ourselves. We considered new foci for stories of the psyche--
the mother rather than the father, the shaping influence of
experiences beyond those within the family, the psychological
makeup of historic individuals, language as the center of
identity. We considered the historian's or the liferary
critic's obligation to confess the nature of his or her own
psyche as coloring the interpretation either might write.

In the fourth week we considered Afro-American oral tales,
recognizing the complex six-part structure that patterns most
natural narratives, Focussing on performative context for the
tales in 7ora Neale Hurston's Mules and Men, we discovered once
again blurred boundaries between science and art, history and
fiction, anthropological document and novel. Patrick Mullen of
Ohio State University and Trudier Harris of the University of
North Carolina closed the dual workshops.

Assorted applications to the undergraduate classroom followed.
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Because the workshops in narrative examined writers'  uses of
time--where does it slow down? speed up? and what is thereby
emphasized or omitted? how does the reader fill in the missing
content?--the seminars began to talk about "ghost chapters" (the
phrase was Robert Scholes'). Several participants went back to
campus asking their students to write missing background
incidents or outcomes for a givemn short story. Imaginative
responses gave students permission to enter the works,’ to make
them theirs. Discussion of the ghost chapters gave students and
professors new ways to compare their sense of characters, their
preferred types of storyline. Several participants in the
workshops had their students write journal entries while reading

before class or had them "talk aloud" in diads during class
discussion.

Professors recognized, more than ever before, that to comprehend
the story being told by author or filmmaker, a reader/viewer
must anticipate incidents about to unfold. A reader predicts,
then tests and adjusts that preconstructed storyline against the

one the writer writes. The writer has perhaps experienced some
like process--forecasting in the mind, then drafting and
revising, Whether writer and reader ever exactly meet in the

text is probably unknowable--a given text is multiple, taking on
different meanings for different readers or even for the same
reader. The reader makes her own story from the one the writer
wrote. Having students write, talk about, compare the stories
they are making from "the" story helps jostle the interpretive
process into some reasonable parameters.

Other professors found applications of the six-part structure of

natural narrative in a Hemingway story, for example. One found
a new approach to Huckleberry Finn--how would the story be
different told from his point of view? What has been omitted

that he would include? Another found a similar focus on what is
usually omitted--the woman's point of view in Between the Acts
by Virginia Wolff. Other faculty began to see howv and what they
might teach in Jorge Borges, John Barth, Don Quixote. One
restructured the second half of a two-semester survey of
American literature--subtitling it "The Crack-Up of Narrative."
Historians began to recognize their own storytelling role in the
classroom. They considered using classics from Herodotus or
Tocqueville, the 1likes of which they ha¢ previously thought
unteachable for today's students.

Collegiality within the consortium was enhanced because faculty
exchanged inter~campus lectures. Nearly all scheduled visits to
lecture in a colleague's classes or to meet in an all-college

forum. To date, two-thirds of these lectures have actually
happened. The pleasure of being hosted is unusual for most ECC
professors--they are more accustomed to hosting. A boost in
morale and real friendships have followed. The evaluative
weekend workshop, scheduled for April 1988, was fondly described
as a "reunion" as well as a serious working session on

deconstructionist theory of narrative in history and literature.

Additional impact from the workshops was scholarly. One
participant was researching a biography while at Princeton and
appreciated the heightened consciousness of his combined role as
novelistic dramatist and historian. Another decided to
undertake a major life-review oral history project, 1in part,
nd
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bec .s8e of comnsultation with Patrick Mullen.  ~—~Several took
sabbaticals in the vyear following the workshops and found the
narrative study relevant, A music professor constructing an
interactive text in appreciation of world music saw parallels
between the structuralist approach to literature and the cross-
cultural/ahistorical analysis of aspects of music she was
attempting. Another intends to utilize Geertz's technique of
"thick description" in research and teaching of theatre history,

A poet reconsidered his usual habit of excising autobiographical
references in his poems,

Even consultants indicated impact on their scholarship. Claire

Kahane now teaches a graduate couvzrs: on psychoanalysis and
narrative, Patrick Mullen intends to write on narrative
structures in Mules and Men, Wallace Martin 1is continuing to
work with East Central Colleges 1in developing subsequent
activities explicitly addressing ways of knowing. A series of

programs, each repeated on several of the ECC campuses, in being
discussed for 88-89, to be calied "The Opening of the American
Mind." Bloom's The Closing of the American Mind 1is the
beginning point for each program, particularly Bloom's complaint
that American educators are not teaching the life of reason, the
life of the soul. The life of reason--as described by Plato,
Kant, Nietzsche, and Dewey--will be examined to see how Bloom's
reading of the holds up. The concern for study of philosophers
emerged from the study of narrative theory when ECC faculty

realized the necessity to know especially the continental
tradition better.

A further aim is to bring together 20-25 cross-disciplinary
faculty to study current anti-epistemological ophilosophers,
Richard Rorty being chief among them. Like much of the American
public who have bought Bloom's book and Hirsch's Cultural
Literacy and who follow Bill Bennett's well publicized attacks
on educators, the faculty of East Central Colleges are concerned

about ways of knowing. They actively seek to make themselves
well informed discussants and teachers of ways of knowing within
their fields.
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THINKING ACROSS THE CURRICULUM: A Project of the East Central
Celleges*

Larry E. Grimes
Professor of Eaglish

In 1984 FIPSE {Fund for the Improvement of Postsecondary Education] funded a
thinking acress the curriculem project proposed by faculty members of the East
Central Colleges. That three year project has just come to an end and our present data
suggests that our project assumptions, the implications of those assumptions, and the
translation of those implications into practical applications encoursges and supports
seif-conscious thinking in the classroom. Our basic assumptions were, first, that
thinking, like writing, was a complex process and not merely a neat set of definable
skills. Second, that students came to understand this process slowly and only after
repeated exposure and experience with the process. Third. that students entered into
the process at different stages of cognitive development and carried with them
different understandings of what it meant to think. to learn. and to know. Finally, that
lively, seif-conscious thought was ulways contextual and reiational; therefore, it is best
understood in particular disciplinary contexts and in specific thinking environments.

Consistent with our process model. we elected to saturate the curriculum with
courses consciously designed to foster self-conscious thinking among our students. In
such a setting, we thought students would have a variety of experiences with
"thinking" in various contexts. under different conditions, and even by different
names.

To accomplish this end. the ECC colleges selected 15 faculty {from each of eight
campuses (representing 15-30% of the full-time faculty) and asked them to attend
workshops on teaching, learning, and cognitive development and to spend most of one
summer revising a traditional discipline-based course so that course could and would
foster self-conscious thinking. FIPSE supported us generously in this effort. 120
courses in more than 20 disciplines have been revised as a result of the project.

More interesting, perhaps. than what we have done (design a program for
teaching thinking across the curriculum) is how we have done it. We have done it by
paying careful attention to three things:

--how students think and learn

--how we as faculty think. learn, and teach

--how people within our area of study learn, think, and know.

To give shape to this process, | have designed what [ call “a mantra for the
teaching of thinking.” It goesas follows:

I TEACH STUDENTS TO THINK ABOUT AN THROUGH (SUB JECT/COURSE).
An explication of this mantra will do much to explain the “how" of our project.

To begin with the obvious. it is “I° who teach my students. And "[" have been
trained to think in the discourse of a particular discipline; "I” have definite learning
style preferences: “I" approach the task of thinking and knowing with a life style
shaped by years of experience and experiment. "[” do not come neutral or neutered
into the classroom. “I" am a presence and a power in the classroom capable of
facilitating or frustrating the thought processes of my students. My awareness of how
"I" prefer to think and know, and my ability to articulate how "I" prefer to think and
know, will greatly influence whether or not thinking is facilitated or frustrated in my
class. To help faculty come to terms with the "I” who teaches. we have used both David
A.Kolb's Learning Style Inventory and the Myers-Briggs Type Inventory.

[ TEACH. Atall of the ECC colleges. that is the center of faculty life.
nevertheless we thought that our graduate 2d) cations had not adequately prepared
most of us to be teachers. Therefore, our pegidct has provided faculty with an
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opportunity to learn more about teaching techniques and to discuss and share teaching
strategies with colleagues from various disciplines.

STUDENTS. Often I hear colleagues say, "I teach English” or "] teach Physics.”
Yet I do not know sny dedicated teachers who really want to think and know in a room
empty of students. Still. for most of the ECC faculty, graduate school was not a place
where "the student” was a topic for discussion. [deas were at the cznter of that world.
But in any good class, the student must be the center around which thinking. knowing,
and learning turn. So. we have tried hard in our project to know more about how
students think and learn. To that end. we have explored the work of Jean Piaget. David
Kolb, William Perry, Carol Gilligan, and others; and we have used information gathered
on such instruments as Kolb's Learning Style Inventory, the Myers-Briggs Type
Inventory, and Widick and Knefelkamp's Measure of Intellectual Development.

The mantra sentence is a very complex one. It deliberately stretchesouta
commonplace academic response to the question, "what do you do?” And because it does
so, the last half of the mantra makes clear three very important things about the
teaching of thinking. First, thinking occurs in a very complex context. A
teacher/learner context. A teaching/learning context. And a thinking/discourse
context that is discipline specific (sometime even course specific). TO THINK IS TO
THINK IN CONTEXT. Different skill sets, different frames of reference. different
methodologies, different domains of discourse take center stage as thinking is played
out in first one arena of thought and then another. Indeed, as one moves to the last
phrase in the mantra. it is possible to consider THINKING AS CONTEXT.

To speak personally for a moment, when I try to lead students into the intricate
process of thinking about a poem, [ am forced to admit with Marshall McLuhan that the
medium is the message. Good thinking in biology will not do over here. Neither will
good thinking is sociology. The context has changed and my students and I must come
to grips with thinking in and as this new context. This is where constant and vigorous
study within our disciplines pays off for us as teachers. We are the experts we need
when it comes time to articulate for our students the nature of thinking in and as the
context and contour of our field. Sometimes, however, as we discovered in our project.
we neglect to build into our courses both the time and the strategies needed to insure
that students learn to “think about aand threugh” our discipline. Rather, we short-
circuit matters and just teach “"chemistry” or “mathematics.” The result is frustration.
frustration as too few students come to know and appreciate the theory of the discipline
that so excites us; further frustration as many students memorize and forget the
"materials’ we teach. Here our project suggests that, at least in some key courses in
every department, the exploration of the process of thinking in the field must be
central to the course. If we expect a very high order of thinking in our field, one
“methods” course won't do it. For this reason, thinking across the curriculum is not
only an agenda for the curriculum as a whole, it would appear to be an important item
to put on departmental agendas as well.

*Members of the consortium of East Central Colleges are: Heidelberg College. Hiram
College, Marietta College, Mount Union College, Muskingum College, Otterbein College

(all in Ohio). Bethany College (WV) and Westminster College (PA).
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Shared Course, Shared Community, Shared Knowledge: /| Model

for integrity in the Humanities Curriculum

[n the few minutes that are mine this morning ['d like to advocate a
cause, engage you in controversy, make a very modest proposal. To wit:
Let's design and place courses in the coiiege curriculum which
require that a sizeable percentage of the facuity [(30-40%] and
stndent body [30-100%] of a specified learning community engage
in the study of a common set of text-based issues. Let's do this in
an efficient large lecture, interdisciplinary format with weekiy
small group discussion sessions focused on primary texts. And
let’s do this so that our teaching models connections,
connectedness, coherence, and the empowerment of the learned
generalist, rather than fragmentation, specialization and the
priesthood of the specialist.

I make this pitch in the context.of the curriculum debate begun by
such reports on higher education as “Integrity in the College Curricutlum,” “To
Reclaim a Legacy,” and mweﬂence 1n America; a
debate amplified for public consumption in best seilers such as Cultural
Literacy and Closing of the American Mind, then returned to the academy in
such recent studies as Lynn Chaney's "Humanities in America” and the ACLS
response, “Speaking for the Humanities.” However, [ hope that my pitch wll

P
put 2 new spin on the ball.

At the center of most of these works is a debate over what student’s
should know and how we should go about teaching them what we should BEST COPY AVAILABLE

know. We hear a lot about core curriculums, literary canons [those that bang
- l{fC‘ and those that whimper), a cultural tradition, a pluralistic nation, WASPs and
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WEMPSs, great ideas, great books, specialization vs. cross-disciplinary study, .
As | read the above [Boyer, I think is a notable exception], the focus seems to
be nn THEM, on students: what they don't know, what they should know,
and how we can insure that they know it. When the analysis becomes
jeremiad, as it does most astringently in Bloom, the ¢ry is long and loud:
"Woe is THEM, for they dwell in great darkness.”

times there in the oily clump of hair behind the ear, resin-up our fingers and
et set to put a different spin on the ball. I suggest that we look in the
misror, I 100k at our colleagues in the teaching profession, and I cry out,
“Woe is me, Woe is us.” ..

-l f

Quite often in academe professors wearing elabontc bﬂnders of the
discipline lead students on a search through the dark rooms academy in a
quest for the black cat of wisdom.” The Philosophy professor who never had
Calc and has forgotten the aigebra she once knew; the Chemist who couldn't
work art history into her lab schedule and still can't quite make room for a
night at the symphony or aitemoon at the ganery in her busy schedule; the
newty minted Economtstvmo blushes tosay that reading Smith and Marx
weren't really a part of his quanﬁtative training in the field; the music
theorist who reads elaborate counterpoint but kfiows nothing of modern
physics; these folks and their kind éit on the faculty curriculum committee
which, after long debate, requires all undergraduates at Veritas College to
take courses in a variety of areas: courses essential to the good life, courses
necessary for the common good, courses vital to the national interest.
Courses which we professors have forgotien, which we professors have not

taken, courses without which we earn our bread, without which we cast our
f-KCrotos smile our smiles, and ¢ry our tears. Courses essential for them,

Right in the middle of the “who is thems,” [ suggest we tug a couple of




unnecessary for us. Courses without which they will remain culturaily
illiterate and without which we pass judgment on their moral and
intellectual accomplishment and worth. Perhaps this approach % curriculum
development and revision will lead us to coherence in the curricutum, but
integrity in the curricufum? Let’s not sully that good word. To have
integrity in the curriculum we need to look at both us and them.

At Bethany College up in the northern panhandle of West Virginia we
have made some progress toward integrating ourselves as professors into
the general education curriculum we require of students. Three courses are
in place which foster this sort of integrity in learning. A farger discussion
has also begun about ways in which the facuity might go abbut
demonstrating, modeling, and acquiring all aspects of general learning
mandated for students by our distribution requirement. That much integrity
we may not be ready for, but at least an inquest into the matter is under.
way. .

Right now [ want to share with you something of the data base which
fuels the debate about inugn’ty in the curriculum on our campus. [ waat to
share with you a model course which encourages me and some of my
colleagues as we argue thata college curriculum will truly cohere when we
who profess it are coherent with it, knowledgeable of it, and passionately
involved in the learning that lies at its core. Presently, as I've indicated
above, [ fear that we ask more of our stidents than we ask of ourseives.
The result is a dis-integration of the curriculum which is fundamentaliy
moral in character. What we do lacks coherence because we lack the
integrity to model what we mandate. No wonder there 1S a crisis of
authority in higher education today.
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But this need not be so and [ will sight one smail example of what
happens when it is not so. In 1934 Bethany College, with funding from the
National Endowment for the Humanities, Bethany offered the first of three
courses which operate under the general banner of “Origins of Western
Thought.” The three courses cover the development of Western thought
from the Greeks to the present and are all developed around primary texts.
Presently we are sketching out a fourth text-based course in non- We@n

thought to complete the sequence. All of these courses are interdisciplis ;
in nature and required of Humanities majors. The one wtuch deals wml

issues in modern thought is required of all first year stnd‘nnts Itis m focns
of my presentation today. e S8 3 s
‘b. K .i'-;-_-.'

In this large lecture course cailed Origins of Western Thoughit: The -

Modern World we have done considerable assessment. Qur data suggestt me
following hypetheses:

1) large lecture courses can be effective, as well as efficient,
mediums for instruction; ...

2) they can be 9o IF they are supplemented by weekly small

group discussion sessions and 1F they are taught by persons well
aware of student cognitive development models and teaching/learning
styles;

3) a great advantage accrues to the whole curriculum if you can
assume that several hundred students and 30% or so of your faculty
have heard the same lectures and read the same texts - connections
can and will be made because there has been shared learning;

4) because connections are made again and again across the
curriculum, because the knowledge from such a course is knowledge
shared by a community, student learning in the course area continues
after the course has ended (we can demonstrate that students actually
have greater knowledge of the course content of “‘Modern World"

at the end of the senior year than they had at the end of the course
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in their first year],
5) Finally, faculty report both a sense of professional renewal and
’ a satisfying sense of shared community as a result of participating
| in this shared learning experience.
} “Origins of Western Thought: The Modern World" was first offered in
| 1983-84. This 4 credit course employs a lecture/discussion format. Three
lectures are given each Week tisections ot about 130. students: Onckiegch:.
week students meet in smail groups for discusaoq m,% Y. oﬁefﬁ i .
‘hematic, issue-oriented, intnrdisdplmary and' s o) *; ;:‘:l
oontompouxy issu0s are Wuch yoar fifcﬁ js8 .00 »...f:w

thought (beginnmg\mnnymmhto lmltoitsprosﬁmpo '
Considerable athntton is gwo‘n‘to pmnary texts. Backg‘onnd material is

and specialists.
Most important to the success of this course is the nature of the
wookly discussion groups. These groupe are led by faculty [14-16 por
semester] who attend lectures, read the common texts, and supervise al
writing done in the course. Participation of the facuity in lecture, reading,
and discussion lies at the heart of the success of this course as we shall see
when I turn to assessment data. BEST COPY AVAILABLE

Simply put, through the "Origins" sequence, Bethany College has tried
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Assessment to date shows two remarkably happy resuits and raises up
certain tough and prickly issues.

The good news first. In May of 1987 a study of seniors who took the
"Modern World™ course in 1984 was completed. The results were as follows:
_ Content Knowled

ge Profile: Bethany College Class of 1987

1984 pre-test average 7 of 26
1984 post-test average 14 of 26

Among other things, this study showed that the Class of 1987 had a slightty
better command of the actual content of "Modern World® in their senior year
than they had possessed at the end of the course itseif. They had moved
from average freshman scores of 14 of 26 to average senior scores of 16 of
26. Few of us expected such positive resuits. Most of us-hypothesize that
the rising learning curve resuited from the constant reinforcement of content
explored in "Modern World" and deliberately repeated and reexamined by
the army of faculty who have also shared in the readings, lectures, and
discussions which make up the course.

A survey of faculty who have participated in the "Origins” sequence
reinforces the hypothesis set forth above. The survey was made of ail
faculty members presently on campus who had participated in the "Origins”
sequence. 15 of 16 forms were returned. The results are as follows:
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Impact of Origins Sequence on Faculty Development and Renewal:
15 responses from 16 Origins facuity on campus

total full-time facuity = 40
I 00 acquired new basic knowledge....5.1 on scale of 7 = Strongly Agree l

r 00 refreshed basic knowledge............ 6.6 on scale of 7 = Strongly Agree
00 use in other classes [ teach............ 5.6 on scale of 7 = Strongly Agree
00 enhanced the sense that [ teach in a community of shared

knowledge. ... 5.3 on scale of 7 = Strongly Agree

00 important/useful renewal ........... 6.1 on scale of 7 = Strongly Agree

Although Bethany reports an FTE faculty of 55, I count 49 fuff-time bodies
as [ read the directory, and only full-time facuity are invited to parudpate
in the "Origins” sequence. This means that about 308 of the facuity has
participated in the sequence to date. Three facuity members are
participating as discussion leaders for the first time this semester, so our
percentage of faculty is rapidly approaching 40%.

That's the good news. The bad news is that the pull of specialization is
felt very strongly against the tug of connection even in our small, rather
idyllic, setting. This negative tension, I think, mirrors those things we so
properly call “divisions" in higher education. In this instance the "negative”
point of view comes from those in the Sciences toward a course sequence
originating out of the Humanities. Were the shoe on the other foot, there
would probably be a shift in the pinch. Much more sharing must go on
before full community is achieved across our own “divisions.”

This also appears true of our students. While most the Class of 1987,
our guinea pigs for this experiment in shared learning, became slowly

E KQC reconciled to the "Modern World" course and jts purposes over their four
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vears, a good number remained aliened from it. This was particularly true
of our male students. Though no break-down is available of student
response by major, it is quite clear at Bethany that the Humanities majors
are much more likely to be female than male. [t should also be noted that no
facuity from the Economics, Business, Accounting program [our largest] has
participated in the “Origins” sequence, nor have members of the Computer
Science facuity.

Finally, a teaching/learning style problem seems aiso to emerge from
our bank of data. Preliminary analysis of Myers-Briggs Type Indicator
Scores suggests that students with strong “S” (sensory) preferences do not
seek out or do as well in the “Origins” sequence. These persons seem to
share much in common with those learners identified by David Kolb as
“convergers” and “accomodators.” Much, [ suspect, needs to be done to
bridge a learning/cuiture/type preference gap between those of us Who are
“text” oriented, who are intutitive learners, and who would think and live
another way. Maybe it is here, ag well as at the level of basic knowledge,
that much sharing must occur if meaningful and lasting connections are to be
made within a liberal arts curriculim.

In conclusion, [ ask that we begin the serious business of
practicing what we preach as we attempt to bring coherence and integrity to
the undergraduate curriculum. We must be concerned with what our
students don't know, what they should know, and how they can come to
learn these these things. But in a world where the center wants not to hold,
the matter of common knowledge, coherent education, shared values, and an
integrated self is not just their problem. It is ours as well. We have much
learning to do along with them. Our presence in their classrooms as ¢o-

o “Marners is a powerful thing. As students watch us struggle to obtain the

LYY




general knowledge we require of them, education is both democratized and
demystified. As they watch us attempt to integrate cross-disciplinary
knowledge into our specializations we model the integrity [and the difficuity
which attends the quest for it} in our teaching.

I have met the enemy and it is us. [ have also seen something beyond
the chaos. And it comes from shared courses, shared learning, shared
community, whether this is achieved at the departmental level, the
divisionat lewel, or college wide.
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Humspities on The SewlA

Doing the Text
Mark Clark
Larry Grimes
Roger Johnson

Studying the humanities is not a spec-
tator sport. Neither is the teaching
of humanities a priestly function. The
purpose of this note is briefly to present
three teaching strategies that encourage
students to work actively with texts and
to demystify the process of thinking
about them. We developed these stra-
tegies in quite different humanities pro-
grams at Bethany College (WV) and the
University of Southern Mississippi, each
program sponsored by the Fund for the
Improvement of Post-secondary Educa-
tion. A second purpose of this note is to
encourage cdlleagues to share strategies
in like manner.

In teaching Cicero’s work on duties,
Clark (USM) encourages ethical think-
ing through focus on the third book,
which deals with the distinction between
action that is morally correct and action
that is expedient. An aim is to bring the
students to encounter the same dif-
ficulties Cicero had in finding a solu-
tion. Through lecture Clark provides the
intellectual and historical context of the
ethical problem. Although passive, this
phase of learning is necessary so that
students have a context for understand-
ing Cicero’s task. The active phase
begins when students find examples
from their own experience in order to
recast and personalize the moral dilem-
ma. Activity continues to the stage of
writing as students compare their solu-
tions to Cicero’s solution. On this basis
they may evaluate the degree to which
Cicero was successful in formulating a
solution.

When teaching introduction to
poetry, Grimes (Bethany C) proceeds to
teach ‘‘from the inside out,” in order to
provoke esthetic thinking. While in-
troducing students to a variety of poems
in a rather traditional lecture fashion, he
also asks students to create their own

, Y]
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poetic texts. Students are given a pro-
cedure for creating the germ of a poem,
then asked—stage by stage—to modify
the diction and to incorporate images,
similes, and finally metaphors. During
the process they maintain journals in
which they record daily reflections on
the changes they make in their emerging
poems. The result of this active reflec-
tion on the way in which poetic elements
interact enables students to engage in the
analysis and discussion of poetry written
both by their peers and by established
poets. Poetry is therefore studied as
human activity rather than as printed

page.

Johnson’s (USM) course on the cul-
ture of Ancient Egypt includes readings
from a variety of texts. One aim of the
course is to cause students to think ac-
tively about the process of interpreta-
tion. The strategy is to- teach very
elementary ancient Egyptian language in
hieroglyphs so that students can trans-
late selected phrases into English. In-
dividuals’ translations will vary con-
siderably and validly, reflecting the am-
biguity of scholarly knowledge about
tense and mood. By design, students
later encounter the same sentences inthe
transiated texts that constitute their
primary readings. At that point they are
able to bring their own interpretations to
bear within a literary context.

Through these and similar strategies,
students are provided with skills
necessary for engaging actively in
ethical, esthetic, and interpretive think-
ing. The resuit is that students do not
just passively receive texts; they *‘do”’
them. They interact with texts and trans-
form them, apply the texts and extend
their meaning.

Bethany College (WV)
University of Southern Mississippi

DEADLINES

May 1: Humanities and Technology. Abstracts of
papers for possible presentations at a conference
on the humanities and technology, to be held in
October in Marietta, Ga. Contact: Charles Weeks,

t of Humanities and Social Sciences,
Southern College of Technology, 1112 Clay Street,
Marietta, GA 30060.
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ECC TOPICS

Bill Perry in Person
*We haven't seen anything like this.®

So said Bill and Mary Perry at the wrap-up
of the Fipse project on March 12-13 at
Mohican. They have traveiled to 70-80
colleges, many of them eiite, and remarked
on ECC participants' spirited sharing of
exact details about teaching.

William Perry's essay on cognitive and
ethical development served as the anchor
for the consortium's three-year $246,000
project in critical thinking.

He narrated several anecdotes during his
own two-hour Saturday evening talkk. One
of them acknowiedged, ironically, the need
to “trust the professionals you don't trust.”
He described his own book as "so much
obviousness...set forth in such order.”

In discussion of a case study, Perry urged
ECC facuity not to over-vdiue studerits’
*progress,” but rather tc heip them
celebrate a vivid sense of the present, even
if now is full of disappointment. The
student alive to the present, he explained,
is open to uncertainty whereas the student
who learns to conceptualize has closed the
‘?resent by turning it into the past.

ECC NEWS

EAST CENTRAL COLLEGES AP 88
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College by College

The showstopper from Bethany at the
Mohican wrap-up was Bob Myers
(philosophy) who recounted through dozens
of overheads “The Evolution of a Syllabus.”
in the innocent age before Chicago and
Fipse, his perfectly fine syllabus was three
pages long. It grew to fifteen pages--
inciuding instructions on six major writing
assignments, explicit policies, quotes from
philosophers, a cartoon, and a table of
contents.

From Muskingum Bob Burk (history) exuited
in having broken from a stock lecture
course to providing students with
sociological data and asking them to write a
capsule social history. Other exercises
prodded students to assume the actual role
of historian.

Muskingum's Al Chaffee (English) intrigued
colleagues with his creative use of
metaphor as a tool for critical thinking. He
said he cuts up sonnets, distributing lines
and asking students to re-assemble the
poems. He asks them, literally, to bounce
one poem off another and to describe what
happens.

Larry Normansell (biology) broke down the
division between lab and lecture by stopping
lab to explain ideas or techniques at criticai
junctures and by inviting students to bring
their iab experiences as ongoing probiems
into the lectures.

The Hiram team offered a report by Matt
Hills (biology) on encouraging discussion.




He gave students an explicit structure for
reading and discussion and also asked
students to evaluate their group as to
members' positive and dysfunctional roles
in discussion.

Sigrid Anderson (German) reported using
creative writing exercises.

Susan Schroeder (art) climaxed her report
on requiring students to go to art exhibits
with the story of three footbali players. On
the night before the big game, they fell into
an extended discussion of the artwork in
their Holiday Inn room.

Rea Knight (biology) emphasized his wish to
have students understand the uncertainty of
lab measurements. Or: “"The answer is
maybe, and that's final."

The Marietta team was unusual in having
six scientists on it this past year. They
reported extraordinary success through
soveral strategies. Whit Hancock (physics)
organized students into teams, seated in
rows that rotated forward weekly. He
called on a group rather than on individuals
in class discussion. He aiso observed the
need to shift activities every 8-10 minutes
as short-term memory fills up.

Bill Homan (chemistry) handed out lists of
key terms for students to look up, graded
homework for every class day, gave
students time to work problems in class,
and told students where he was going in his
lectures instead of holding back answers.
Students’ averages improved by 10 points.

From Otterbein Earl Hassenpfiug (art) gave
a slide-illustrated report on students'
articulated awareness of the creative
process through doing sculptures.

From Heidelberg Denise Marshall (English)
demonstrated the classroom use of Back o

the Future as a means of getting students to .

observe and to notice what they obsarve.

John Bing (political science) demonstrated

how to encourage students to consider the <

same current event from a sociologist’'s
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perspective or from a psychologist's
perspective.

For Mount Union Art Murdoch (chemistry)
confessed that his urge to operationalize
the teaching of critical thinking skills had
endangered his awareness of more abstract
goals.

Westminster was not represented at the
conference.

Remarks from Larry and Faith

In closing remarks at the Mohican weekend,
Faith Gabelnick observed that the muititude
of sometimes small changes made by ECC
faculty during the Fipse project were really
*sea-changes." She disavowed having
entered the project with any intent to
emphasize the syllabus--that focus
emerged through a question-answer pericd
at one of the early meetings and from some
impromptu notes thrown onto the
blackboard. She thanked participants for
their courageous joy and trepidation in
sharing their syllabi and for discovering in
the climate of learning a love for colleagues
and for students--even those whose
presence is troublesome.

Larry Grimes (Bethany) recited a list of
disseminators in critical thinking within the
consortium--himself, Steve Blume, Phyllis
Kitzerow, Nancy Siferd, and Ken Porada.
He contrasted the uncertainty of the first-
year teams and the ease of second-year
people in valuing the first-year
groundwork--"We are the experts we were
trying to find." He also acknowledged that
grantwriting is a fabulation by which we
have lived--that Perry was not intended as
a gospel but as a departure point for the
project.




2
1
1
i
i
i
1
i
1
i
i
1
1
|

Fipse Dissemination

The consortium has scheduled a week-long .
workshop at Bethany in critical thinking,
June 12-17. Paticipants who have not been
members of the critical thinking teams are
invited. Faculty who were on teams
already will serve as consultants. See
your dean. .

Larry Grimes has applied for a grant from

Fipse to fund a more lavish week--with
outside consultants and more external

consultants. Word on funding wil come in
mid-April--chances are steep (8:1). The
week being tentatively considered is August
185.

Deans have received a flyer from a
colleague of Faith Gabelnick at Western
Michigan. Lynne McCauley is organizing a
conference on *ContentSkills: A Time for
Synthesis.” Faith encourages ECC critical
thinking participants to send a 500 word

summary and a 50-word abstract by May
1.

The conference is responding to E. D.
Hirsch's challenge in Cultural Literacy:

There is no insurmountable reason
why those who advocate the teaching
of higher order skills and those who
advocate the teaching of common
traditional content should not join
forces.

Send your summary and abstract by May 1
to: Dr. Lynne McCauley, Intellectual Skills
Development Program, WMU, Kalamazoo,

Ml 49008-5035. (Phone: 616-383-
8062).
Q
ERIC
L)

An OHC Proposal in the Works

The Ohio Humanities Council has received a

preliminary proposal from ECC, called "The
Opening of the American Mind."

The project would present Allan Bloom's
book and readings from four philosophers
for intertextual discussion. Bloom
complains in The Closing of the American
Mind that educators aren't doing the job.
We've abandoned the Waestern tradition’s
emphasis on the life of reason, he says,
having sold out to job skills, to critical
thinking, and to pragmatics or popularity.

The five programs in the series, each to be
repeated on four ECC campuses, would
examine Plato, Kant, Nietzsche and Dewey
to see what tums of thought they represent

in the Western tradition. Can Bloom's grief
be laid at the feet of educators, or does it

reside in the Western philosophic tradition?
Do the philosophers say what Bloom says
they say?

Wallace Martin, Professor of English at the
University of Toledo and consultant to ECC
at Princeton, will keynote the series at
each designated site, if the project is
funded.

OHC's feedback on the draft is encouraging.
The duedate for the final proposal is May 6.

By the way, Robert Scholes of Brown
University (also a consultant to ECC at
Princeton) has reviewed Bloom and Hirsch
in the March issue of Callege English. PEN




An ECC Week on DNA

Signs are strong that NSF will fund ECC for
a2 $25,000 week for 20-25 ECC chemists
and biologists who want a week of training
in laboratory techniques in molecular
biology. Cold Spring Harbor's mobile van
will come to Bethany in the summar of 89,

Lecture Series Expands

For 1988-89 each college will sponsor four
appearances by the following lecturers or
performing artists on campuses other than
their own:

Bethany

Larry Grimes (English)
*The Religious Odyssey of Ernest
Hemingway"

Staniey Becker (computer science)
_"Global Energy: The Misunderstood
Child"*
*Patently Absurd: The New Era of
Genetic Determination in Food"
*The Great Butterfat Debate:
Propagation of the Vitamin
Craze"
*Creative Problem-Soving:
Provisional and Probable”

Al Ossman (politics and public policy)
*Contemporary Public Policy-
Making in Washington: Iron
Triangles, Issue Networks and
Garbage Cans”

Heidelberg

Woodwind Quintet
{Susan Schultz, flute; Ed
Bloedow, oboe; Barb Specht,
clarinet; Jeff Snedecker, horn;
Cynthia Ciofarri, bassoon)

Hiram

Tom Hellie (theatre)
*White Man on a Horse: Myth of the
Lonely Hero in Amaerican Life"
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Jim O'Donnell (history)
"Writing Native American Indian
History®

Val Garoza (art)
*Painting The Amazon"

Mouynt Union
Lyle Crist (English)

"Ain't They Teaching English No
More?®

Muakingum

Robert Jones (music)
“The Art of The Arts Song®

Qtterbein
Phil Barnhart (astronomy/physics)

"The Limits of Science: Why
Everything We Know Is Wrong"

Norm Chaney (English)
"How We Can Talk About Human
Nature"”

Westminster

Jim Perkins (English)
*A Poetry Reading"

Alex Starr (theatre)
"Readings and Commentary”

Nancy James (English)
*A Poetry Reading"

Peggy Cox (art)
*The Process of Painting”

]




Bethany Grants

Kent Clinger (chemistry) has been awarded
$50,000 to co-direct with Robert Paysen a
6-week NSF Young Scholars program this
summer. About 25 high-ability high school
students will come to Bethany to work on a
"Northern Appalachian Water Quality
Study.” The project may be renewable for
the following summer as well.

Hiram Grants

Througih an annual grant from Louise and
Kenneth Deemer, Hiram presented an all-
day series of lectures and discussions
entitied "AIDS and Socjety." A luncheon of
bread and soup enabled attendees to
contribute to the Western Heserve AIDS
Foundation.

An alum and former trustee, Hap Pritchard,
recently completed the second phase of
donating 10Q acres of land to the college as
an addition to the 140-acre Barrow
Biological Field Station.

Hiram's Lectures in Religion Series
continues for its eighth year this April,
now fully endowed after friends matched
challenge grants from the Oreon E. Scott
Foundation.

This year's speaker is Dr. William Baird of
Brite Divinity School at Texas Christian.
He will give three lectures over two days
on "Reason vs. Experience: Diests and
Pietists® and “Science vs. Dogma:
Grammarians and Historians.”

Mount Union Grants

Gerald Ford and Edward Heath (former
prime minister of Great Britain) will
headline the inaugural program in the
Schooler Lecture Series next year. The
Schooler Foundation has underwritten the
series.

ECC GRANTS -

Muskingum Grants

Bob Burk (history) has received a Summer
Stipend award from the National Endowment
for the Humanities. The $3,500 grant will
provide funding to assist Bob in researching
primary documents for his upcoming book,
The Corporate State and the Broker State:
the dy Ponts and American National
litics. 1920-1840.

GTE North has awarded $10,000 in support
of the Appalachian Children's Theatre
Series. The series, designed to bring
professonal children’s touring theatre to
primarily elementary and secondary
schools in southeastern Ohio, is a
collaborative project designed by
Muskingum and Rio Grande Colleges. The
proposz: was prepared by Jerry Martin.

Otterbein Grants

Chrysler Caorporation has matched the
personal gift of alums Frank and Mary Jane
Kline Van Sickle to purchase $20,000
worth of new publications equipment for the
Kline-Van Sickle Student Publications
Laboratory.
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Bethany Faculty

James E. Allison (mathematics) was
selected as 1986-87 Professor of the Year
by Bethany students.

Robyn R. Cole (English) was appointed a
regional judge for 1987 Achievement
Awards in Writing, competitions sponsored
by the National Council of Teachers of
English.

Dr. Lynn Adkins (sociology) is liaison for
the state of West Virginia for the national
Association of Social Workers' campaign to
raise $10 million to establish the national
Center for Social Policy and Practice, to be
located in Washington, D.C.

Dr. Ann Shelly (education) has been
reappointed for another term on the
Committee on Accreditatior of the
American Association of Colleges for
Teacher Education.

Al Ossman (politics and public policy)
serves on an advisory group to an Intemal
Revenue Service Commissioner.

Larry Grimes (English) and Nancy Siferd
(ECC/Heidelberg) have co-authored "ECC
Faculty Development in Ways of Knowing,”
to be published in proceedings from the
A~nual Conference on Nontraditional/

lilc‘irdisciplinary Learning at George Mason

amrem iVersity  (April 1988).

P g,

Heldelberg Faculty

Philip Harner (religion) will publish a book,
Grace and Law in Second lsaiah. in the fall.
He aiso had an article published in
Interpretation (April 87), analyzing the
relationship between divine grace and
human activity in the Lord’s prayer.

Pat Guitteau (librarian) has been chosen
Library Supportive Staff Member by the
Ohio Library Association. She works in
three Tiffin libraries (city-county, Tiffin
University, and Heidelberg).

Jay Mann (music) directed the Heidelberg
College Concert Choir at the Ohio Music
Education Association's state convention
last year.

Norm and Pam Wurgler (music) performed
as guest artists at the Allegheny Summer
Music Festival.

Jeremy Cripps (accounting) completed a
research report for the National Council on
Public Works Improvement. The report
involved earmarking government revenues.

Mark Gridley (psychology) published
*Trends in Description of Saxophone

Timbre® for the journal Perceptual and
Motor Skills.

Susan Schultz and Nancy Lendrim (music)
presented a recital in Perrysburg last fall.

Ken Davison (American Studies) is a
consultant for the Ohio Studies Task Force
on a series of instructional television
programs on Ohio history. He has aiso won
a grant to study in Canada this coming
summer.

Bob Joyce (lifelong learning) published a
paper on the ECC assessment process in
proceedings from George Mason
University’'s Annual Conference on
Nontraditional/interdisciplinary Learning
(1988).




Poto Rlchards (water quahty) has pubhshod
*Pesticides in rainwater in the North
lEastorn United States,” in Nature. The
article has been reprinted in 19 foreign
countries and in 27 states. He has aiso
published "Pyrite Crystals from the Duff
Quarry" in The Mineralogical Becord. A
third article has been published in Water
| . Besources Research on sampling strategies.

Hiram Faculity

Russ Aiuto (president) has been named by
Gov. Celeste to an eight-year term on the
Ohio Higher Education Facility Commission.
The group oversees acquisitions and
operations for the state's educational
facilities and properties.

Marietta Faculty

Owen Hawley (English) published *Two from
Marietta’s Mound Cemetery" in The Tailow
Light (July-September, 1987).

l Charles Pridgeon (English) wrote “The
Written Word® for The Civil War in the
I North: A Selective Annotated Bibliography.

Rick Shriver {mass media) published
"Atmosound: A Construction Story® in The

Sound of Enagineerina Magazine (September-
October, 1987).

William Buelow (music) published Psalm of
David with G. Schirmer inc., New Yoik. He
l gave a lecture-demonstration on

songwriting for the New York City Council
of the Arts "Meet the Composer Series"
and several performances, Adirondack
Festival of American Music (NY), July 4-
August 4, 1987. He also went on a five-
college tour, performing with Rosalind Rees
at Marietta, Ohio University, Wittenberg,
Cincinnati, and Duquesne. In addition, he
performed at the Charles Ives Center for
American Music (New Mitford, CT).

Mark Davis (music) was guest artist with
the N.Y. Festival Orchestra on the Hudson,
July 4, 1987.

Fraser MacHaffie (economics) published
*Union Navy® in Ihe Civil War in the the
Nonh: A Selective Annotated Bibliography.
QO wrote “Summer of '40: Plans Gang
EKCV for Clyde Steamers (Spring 1987).




E:“Ei‘l —Osborne (accountmg)W"Busmess
Start-up Model Lotus 1-2-3 Template® and
"Business Comparison Mode! Lotus 1-2-3
Template®, small business planning
software currently being used by 125
colleges and universities throughout the
U.S. and Canada, 1987. He also wrote
“Ohio Food Stamp Data Management
System®, and "Ohio Work Program Data
Management System®, designed for seven
county departments of human services in
Ohio, 1987. Last September he completed
his term as president of Keystone Mountain
States Council of the National Assocuatmn
of Accountants.

Forrest Keesbury (education) contributed

“The Hagge, Kirk, and Kirk Approach® and
"The Forstig Remedial Program® for
ja cial jon;

Beference for the Education of the
Handi | and Other E ional Child
and_Aduits. He served on a review team
for the National Association of Trade and
Technical Schools at Lawton Schooi,
Columbus, OH, last September.

Dave Brandt (HPE) wrote "A Survey of
Leadership Styles of High School Head
Coaches in E! Paso County" for Texas Coach
(September 1987).

Robert Hill (history) contributed °“David
June® for the third edition of History of
Political] Philosophy. He also wrote “This
Year's Other Bicentennial," distributed by
Public Research Syndicated. He lectured
"Was Lincolin Right About the Northwest
Ordinance?", in a conference on “Free Soil
and the Constitution® sponsored by NEH at
Ripon College last fall.

James O'Donnell (history) is represented in
G L - 5 "
Commonwealth Series under “Jeremy
Bentham®; "Guy Carleton, Lord
Dorchester®; "Thomas Gage"; "Willlam
Howe".

George Banziger published "Pets and Aging®
in Encyclopedia of Aging and "When Jack
and Jill Go Up the Hill: Vicissitudes of the
Generalist Social Psychologist at a Small
College® in Contemporary _ Social
Psychalogy (1987). Until 1988 he is vice
president of Ohio Network of Educational
Consultants in Aging. He consuited on
Q } in aging in Marietta, Parkersburg,
EMCRochostor, NY; he consulted on jail
TSWCSis in Marietta.
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Aimuth T. Schunko (biology) published
"Genomic Organization and Developmental
Fate of Adjacent Repeated Sequences in a
Foldback DNA Clone of Tetrahymena
Thermophila,” Genetics (November, 1987).

Bob Cayton (library) edited Ihe City of
Marietta, Ohio: 1788-1087, A
Bibliographv (1987). He also edited
Kathleen L. Clark's Reflections of the Past:
The First Hundred Y A_Bi ial
Collecti f Hi - Pt
Marietta, Ohio, 1787-1987 (1987).

Jeanne Tasse (art) instructed a class in
calligraphy, Cedar Lakes Craft Center
Waeekend, Riply, WV, last November.

Deb Lazorik (HPE) completed her term as
president of Ohio Athletic Conference
Women's Basketbail Coaches in 1987. She
also chaired Primary Women
Administrators, Ohio Athletic Conference,
into 1987.

Phillip Roach (HPE) is president,
Athletic Conference, 1987-1889.

Ohio

David Boyer (sociology) attended an NSF-
Chautaugua short course on forensic
anthropology in Memphis last spring.

William Brown (biology) attended a short
course on "Computers in Biology" at Notre
Dame last summer.

Hans Gilde (chemistry) took an ACS short
course on "Near Infarared Spectroscopy: at
Atlantic City last spring. He took another
ACS short course on "Synthetic Organic
Chemistry: Modern Methods and Strategy®
in New Orleans in August.

Larrie Hutton (computer science and
psychology) is vice president of the
‘Southeast Ohio Psychological Association
until 1988.

John Michel (mathematics) completed his
term as Secretary-Treasurer of Ohio
Section of Mathematical Association of
America. He consulted on problems in
trajectory optimization for interplanetary
space missions at Jet Propulsion
Laboratory, Pasadena, CA, last summer.

Sherrill Cleland (president) chaired the
Association of Independent Coilege and
Universities of Ohio until 1987. He was

l




I also- secretary, Ohio Foundation ’o“f“r

Independent Colieges, in 1987; he chaired
the Independent College Advisory Council to
the Chancaellor of the Ohio Board of Regents
in 1987; he was treasurer of the Board of
Trustees and Executive Committee of the
Student Loan Funding Corporation in
Cincinnati, OH, in 1987. Cleland and
Gwendolyn Jensen (dean) were evaluators
for North Central Association of College and
Schools.

Steven Blume (English) served as
consultant to departments of English and
Speech and Business at Parkersburg
Community College, Parkersburg, WV.

Gerald Evans (English) was a summer
consultant for Knopf in the proposed
revision of the Borzoi Handbook for
Writers.

Rick Shriver (mass media) consulted on
*The Backbone of Pennzoil," a Pennzoil
videotape on occupational safety, in 1987.

Ronald Loreman and Kent Neison (speech and
theatre) adjudicated for one-act plays and
individual college-bound auditionees for
one-ac. plays and individual college-bound
auditionses at the State High School
Thespian Festival, Ashland College, last
April.

Wayne Wall (speech) was consuitant to
three corporations, Marietta, OH and
Parkersburg, WV. last fall.

LEKCIIlam Hartel (history) was Visiting

“Humanist for the Redbrush Project at Rio
Cranda Callana 128t Octobar

7 "Waiter Ullrich (education) for study of
smail groups as used in teacher education.
* Angela Zumbar (education and Spanish)
for attending an education seminar in
Argentina, Paraguay, and Brazil.

Gloria Malone (English) is now a consultant.
evaluator for NCA. She is also table leader
for essay reading of the National Teachers’
Examination (NTE).

James Walton (English) serves as reader
for Educational Testing Service.
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Perry Honaker (library) serves on the
Computer Committee for the Ohio
Educational Library/Media Association.

A play by Lyle Crist (English) was selected
for formal reading and critique by the Ohio
Theatre Alliance. The play is a stage
adaptation of Crist's biography of a 'S4
alum who was the third person in the world
to earn a college degree while deaf-blind.

A piece by Lewis Phelps (music) was
performed at Arizona State. °“Epitaphs® is
for voice, oboe, and harpsichord.

Gary Funk (music) recently sang in
Distler's "Totentanz® and Bach's “Cantata
106" in Canton.

Jim Dillon (mathematics) was the college’s
Great Teacher for 86-87.

Ferald Bryan (speech and theatre) published
*Vico on Metaphor: Implications for
Thetorical Criticism® in Philosophy and
Bhatoric. He authored a chapter on Henry
Grady for American Orators before 1990:
Critical Studi | S .

Kathy Piker King (sociology) has been
reappointed to the development committee
of the North Central Sociological
Association. She has co-authored °“The
Differential Perceptions of Male and Female

Deviants® for Saciclogical Focus.

Carl Kandel (music) adjudicated for the
Akron All-City Band-O-Rama and for
Toronto (OH) High School Invitational Band
Competition. He guest-conducted bands for
the Portsmouth (OH) All-City Music
Festival. His brass choir returned to the
National Cathedral in Washington, D. C., to
perform on Easter Sunday. For 19 years
the group has performed there on either
Palm Sunday or Easter Sunday. 4

rd

(S

tJ

Bob Wiese (geology) co-wrote *Spontaneous
formation of hydrated iron sulfates on
laboratory samples of pyrite- and
marcasite-bearing coals® in Chamical
Geology. He published *Waelisville Hell:
Exposures in the Pennsyivanian Allegheny
and Conemaugh Groups of Eastern Ohio® in

Eield Guide.

Richard Doyle (history) wrote °"A
Comparison of Economic Development and
Wealith Mobility in the Dutch Colonies of
Pella, lowa, and Holland, Michigan, 1850 to
1880° in j ies.

Commentaries (1976) by George Thomas

(philosophy) has been reprinted by Garland.
It concerns George Berkeley.

Art Murdoch (chemistry) attended an ACS
short course in infarared spectroscopy in
New Orieans.

Muskingum Faculty
Bob Jones, Steve Kokovich, and Bill

Schlacks (all in music) served as NCA
evaluators.

Judith Knight (chemistry) attended an ACS

short course in polymer chemistry last
May.

Bob Munkres (political science) published
ten newspaper articles in heroes, Memorial
Day, SMU, honor, liberty, and the
Constitution. The newspapers are in Ohio
and Nebraska. He also rsviewed the
California_ Trail, Yesterday and Today, for
Journaj of the Wast, by William Hill.

Kathy Miller (English) has published three
stories: “The Boys from this School® in
Ihe Missouri Review; "Substituting® in The
Nebraska Review: and "Shopping® in
Lactuca. Her video "Rootwings: For the
Children® has been distributed via Vermont
Women's Television Public Access Network.
She has also recently published on "Anti-
War Tax Tips,” °Telling ‘Her-Stories,”
“Overcoming Obstacles in Tech Education,”
and "Notes from an Interview® (Yanguard

Prass, Yermont Woman, and Kingfishar).




Ed -Barrett (religion) has written “The
Contributions of Charles Hartshorne to
American Philosophical Theology® for
Beligion and Philsophy in America. He aiso
wrote “"Macquarrie® and “Moitmann® for

Charles Neison (sociology) wrote "Some
Thoughts on the Dynamics of Cultural
Transformation® for Swedish-American
Historical Quarterly.

Herbert Thomson (economics) contributed
the chapter "The Scottish Enlightenment®
forEm_QIassmaLEcnnnmm_Ihnuqm -

-

“Frank T riplctt*(fofcigri-* language-s)mhasW‘ —

published his translation of "On The Critical
Fortunes of Francisco de Zurbaran:
Reflections and Inquiries® in Zurbaran by
Yues Bottineau.

Vishnu Saksena (biology) contributed to
L i n j

Atlantic.

Javad Habibi (mathematics) will appear in
conference proceedings for MTNS. The
paper was “P-reflexivity of Finite-
Dimensional Algebras.”

Gaile Gallatin (art) exhibited watercolors,
gouaches, and drawings in Zanesville.

Ralph Hollingsworth (computer) reviewed
software for the US Air Force.




Otterbein Faculty

Brent DeVore (president) now serves as
president of the Ohio College Association.

Harold Hancock (emeritus--history) has
received the 1987 Stephen Taylor Award
for writings on the Revolution. Hancock's
book is The Delaware State During The
American Revolytion.

Charles Dodrill (theatrs) has won the JFK
Center Medallion for his contributions to
the American College Theatre Festival.
Dodrill has chaired the theatre department
at Otterbein for 30 years, bringing it to
national recognition.

Paul Laughlin (religion) has published
Lecti i ids: i |
C and B jial Christianity: What E
Beli Should K Al he Faith, |
Probably Doesnt. Laughlin also leads the

Liturgical Jazz-Arts Ensemble.

Elizabeth Stull (education) has co-authored
Science and Math Enarichment and
Kindergarten Teachers' Month-by Month
Activities Program., Prentice Hall, the
publisher, will also issue a book by Stull on
teaching children's literature.

Tammy Griffin was Otterbein's NCR
Computer Scholar for 1987.

Mary Beth Kennedy (HPE) has been named
the OAC Coach of the Year.

Dick Reynolds (HPE) has been selected
District 4 Coach of the Year by the National
Association of Basketball Coaches.

12
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Westminster Faculty
Jim Perkins (English) made two
presentations of prose and poetry at a Day
of Poetry in Titusville (PA). The featured
presentation was "What | Wish | had Known
about Poetry When | was Growing Up." The
Titusville Council of the Arts, the
University of Pittsburgh, Titusville
schools, and the Pennsylvania Council on
the Arts sponsored the day.

Dr. Irene Sample (music) was recently
honored as a "Distinguished Alumna® by her
alma mater, Tabor College.

Waestminster's Mock Democratic National
Convention, now recognized as the second-
oldest continuing mock political convention,
was featured with a front-page story in
Ihe Chronicle of Higher Education recently.
Westminster students chose Michael
Dukakis for their presidential nominee and
Albert Gore for vice-president.

Eva Cadwallader (philosophy) has been
chosen to deliver the Henderson Lecture for
1988. Her topic is "The Machine Magic
Fallacy and Other Philosophical Mistakes."

Nancy Mandlove (Spanish) has been named
recipient of the Henderson Lectureship for
1988-89. Her research will focus on
cultural differences which inhibit or distort
North American understanding of Latin
American life. The program was endowed
by Dr. and Mrs. Joseph R. Henderson,
Professor of Education Emeritus, to
recognize and encourage on-going faculty
research.

Ms. Peggy Cox (art) was accepted to show
one painting in the Pittsburgh Watercolor
Society and took second-place award.
Another painting was accepted for The
"Landscape at Creative Arts Workshop in
New Haven, Conn. A work was aiso
featured in an article in the watercolor
issue of American Artist in March 1988.

Mary Hill (education) is president of the
conference of the Center for the Expansion
of Language and Thinking (CELT).




ECC EVENTS

March 9

' March 10

March 18
March 27
March 29
April 8-9
April 15
April
15-16
April 18 '
April 19

The director visited
Westminster and Mount Union.

The director visited Hiram and
Marietta.

A preliminary proposal to the
Ohio Humanities Council was
mailed from ECC.

Flora Harper visited Hiram.

Flora Harper visited Mount
Union.

The wrap-up for the NEH/ECC
Princeton Project will be held
at Otterbein.

At Providence R, the ECC
director will co-direct with
Faith Gabelnick a workshop on
interinstitutional cooperation
for directors of honors
colleges in the Northeast.
Critical thinking and narrative
will be discussed.

Wooster's "Conference on
Independent Learning and The
Liberal Arts” features Art
Chickering, Lee Knefelkamp,
Robert Tignor, and Ernest
Boyer.

The Assessment Board will
meet at Mount Union to
consider seven portfolios.

Advisors to student literary
publications will meet at Mount
Union.

Directors of academic
computing will meet at Mount
Union.

Librarians will meet at
Otterbein.

I:D
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April

The University of Chicago's

24-27 conference on critical thinking

April 26

May 1

is held early this year. The
title is "Teaching Critical
Thinking: Campus Practice,
Emerging Connections.”

Two presentations on ECC (one
on facuity development
projects and one on
assessment) are set for a
national conference at George
Mason University.

Abstract for ECC presenters on
critical thinking and/or
narrative is due. See news
story on p. 3.




May 6

May 9

May 27

June

June
12-17

August 15 A Fipse-funded week in

September- Lectures and panels on Allan

November

October 1

o March 1 disciplinary institute for 1990

" This is the duedate for ECC's October Westminster will host the
proposal to OHC for “The annual ECC conference on
Opening of the American Mind.” gender.

Flora Harper will visit November National Conference on
Otterbein. 11-12 Intellectual Skilis Development

14

conference at Grand Rapids, MI
shouid feature a member of

ECC presenters. See related
news story on p. 3.

Deans and presidents wiil meet
at Heidelberg. :

A bonanza issue of this
newsletter will feature
reports and lectures

resulting from the NEH
project on narrative.

A week at Bethany is planned
at the expense of ECC colleges
for disseminating the critical
thinking project. Three to four
participants per campus are
sought.

disseminating the critical
thinking project may be staged.

Bloom's book and assorted
philosophers will be held at
four ECC sites (Heidelberg,
Hiram, Marietta, and
Otterbein), if OHC funds are
awarded.

The ECC proposal for a cross-

on modern philosophy will be “°
submitted to NEH.




ECC TOPICS

From Thersodypemics to
Supernova

Scientists whe met at Salt Fork
on Oct, 2324 saw fall colors
just barely past their peak on
the rolling hillsides of south-
eastern (hio. And inside the
mazelike lcodge that invited
wandering exploration, just as
the outdoors did, the 33
ocnferees discussed a  wide
variety of topics.

In the evening, scientists
described their own means of
teaching scientific method or
the advantages of (not) segre-
gating majors frem non=science
majors in intreductory courses.
They also exchanged ideas on
likely scurces and likely
prejects  for grantseeiding,
enpnasizing recent successess
ECC oolleges have enjoyed.

n Saturday Sonja Krause of
Rensselaer Pelytech Institute
explained the Second law of
Therrmdynemics  through peewry,
slides, equations, and sci-
entific narrative., Her “hesis
was that in states far from
equilibrium, a certain order in
dissipative structures emerges
in the prccess of increasing
entropy. Life, the appearance
of crcer, dces not therefcre
ocontragict the Second Law,

EAST CENTRAL COLLEGES

BETHANY o HEIDELBERC © HIRAM o MARIETTA © MOUNT UNION ¢ MUSKINCUM o OTTERBEIN WESTMINSTER

Nancy Morrison of Ritter Coser-

vatory at Toledo University .

described the life history of a
blue supergiant star like
Supernova 1987A in the large
Magellanic Cloud. The galactic

. explosion is a major event for

astronomy, illustrating the
aptness of mathematical models
for the behavior of stars.

A pael of ECC scientists

of femle role models, the
significant encouragement  or
neglect they received from male
role mdels, the influence that
marriage and family (or the
possibility thereof) have had
upon their careers, and their
own iack of oonfidence or
assertiveness at  varying
peints, Then the axdience
assured panelists that males
can experience significant lack
of confidence, too.

A good many oonversations no
doubt persisted during the
rides home through the autum
landscape. All chairs of
science departments will
receive a ncw occupiled survey
of EcC scientists and
equipment, already distributed
to ocnferees, . Participants
will receive in the near future
a modest sumary of the
oonference proceedings.
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Criless Qultre & Novels
Stutied at Otterbein

198738 is the year for
Otterbein's campus-wide focus
on Latin American literature
ax culture. Accordingly, the
interterm faculty seminar fram
Dec. T-11 will ooncentrate cn
Chilean literature.

Jom Hassett, Chair of Modern
Laguages at SwWartimre, will
direct the week's study, Par-
ticipats will read Ariel
Dorfmeni's Widows and Isabel
Allende's The House of the
Spirits on December 10 ad 11,
after leamnirg about recert
Chilean regirmes on December 7,
8’ a‘d 90

Varied wirter-term clasrzes will
read Latin American literature,
In February, Ariel Dorflian, who
is cwrently a  visitirg
profeszor at Duke University
ad who has written 16 books in
Spanish, will visit Otterbein.
He has held posts as research
scholar at Berkely, the
Sorborne, the University of
Amsterdan, ad the thiverszity
of Marylard,

Readers of EC New e
particulary irnvited to atterd
the February 18 lecture by
Dorfina, His topic willi be

"Findirg a Way Homes Exile Seen
fran a Latinamerican Percpec—
tive,"
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In arecent U.S. News & World

Report, awrvey on higher edu-
cation, Muskirgum placed ninth
in the category of best liberal
arts colleges in the Midwestern
ax Western states, Heidelberg
was listed as "notewortty" in
the same category; Bethay
ax Westminster are also noted
in the report; Otterbein tied
far eighth place in the
category of best  smaller
comprehensive colleges in the
ocontry.

The survey results are based on
respenses fram 764 of 1,329
college presidents, who were
as%ked to choose ten schools
providing the "best® education
in institutions categorized in
the samwe way as their own
institutions,

The Oct. 26, 1987 issue of U.S.
News carries the full report.

Dynemic Talk an Minorities

Franklyn Jenifer, Chancellor of
the Massachusetts Camnission of
Regents, was featured as the
luncheont speaker at the recent
rational meeting in Bosten of
the Couxil for Irterinsti-
tutional Leadership (CIL, far
cncortius  directors). He
received a stading ovatim
fram 40 academics, axd here's

canpete with black or hispanic
populations. The wrld i=
already more black, rown, o
yellow then white, Ina few
years, one of every o S
citizens will be black, or
hispanic.

The challenge for education,
govertment, and business is not
moral but ecerxamic. Already in
Bostan, there are not encugh
censtruction worieers to keep up
with contracted building pro-
grans, The shortage will
worsen, Jenifer urged his
listeners to cosider thet in
too many global oontroversies
ad even in its ow educatiomal
curriculum the US has "sjded
with the loserfethe white
hold-ank . "What ae we gama
d eeay e a8 ~iwm

At the +d of the CIL oo~
ference a lialson represen~
tative fraw the ¢ imerican
Concil on Education amounced
that in Jawary 1988 presidents
Carter ad Ford will release
ae of several caming rational
reports that will put minority
affairs on the national agenda.

Jenifer's talk was a dynamic
introduction to reneved empha-
sis on women, blacks, hispenics
ax Asians,

Gander Conference Capoelled

n Wednesday, MNov.4, Bernice
Sendler's father died. Sandler
was the major spesker for the
gender conference, scheduled
for Friday, Nov. 6, at
Iwm.

By the eveningof Nov. 4 a
possible replacement responded
that she could mot come. The
decision by planners was W
cancel .

Oxr apologies to those of you
wio, by the time word reached
you, had already cancelled
Firday classes so that you
oould come. The ECC Gender
Steering Coumittee will
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The Water Quality La:oratory

has received $85,000
federal granmts for its wce
Erie  Tributaries Loading
Studies, The Office of
Pesticide Programs is a first-
time funding source for WQ.,
ad the Great Lakes National
Program Office is alw
contributing, Both are part of
the Envircemental Protection
Agercy,

Ken Davison (American Studies

ax Histary) received a grat
fram the Canadian Consulate

General for maps of Canada W
be uced in coursework in
Caadian studies.

Brian  Bevelander (Music),
Denize Marshall (English), ad
Ken Davism (American Studies
ad English) received Aigler
Research Grants for the past
aymer, Brian campleted a
scare called "Synthecisms,”
written for piao. electrenics,
ad pre-recorded tape. British
pianist Philip Mead will
perform the piece, Ken has
begun work on an  Encyclopedia
of the Aperican Presidency,

Denice ocontinued her work m
feminist canedy.

Hiram

Hiram College ad the North-
eastern  Chio  Universities
College of Medicine (NEOUCOM)
have been granted $162,000 by
NEH to explore the relation of
nmpanities axd the sciences in
tinstitute for Hpanities and

Medicine "

Caol Donley, (English) oo-
arthor of Einstein as Myth ad
Muse, will co-direct the 1988-
Y progras with Martin Kehn of
NEOVOOM.  The theme will be
"iterary Texts in Medical
Catexts” ax will address the
medical profession's usually
narow concentration on science
axd techrology in  clinical
training. Topics for discus-
sion will include literature as
a vehicle for explorirg medical
issues in their human context,
madical ethics axd theology,
morality and medicine,

ECC GRANTS 75 .. v o

offer an Elderhostel, that will
take pa'ticlpmts to the Ohio
River's Blemnerhassett Island
for birdirg, for o-site ar-
chaeological visits to ancient
Indian village sites axd the
islad's frontier Eden, axd for
a towr of Birdwatcher's Digest
publication headquarters.

Mot Union

President Harold Kolenbrander,
has been named the first
recipient of the prestigious
Deatts Award, inititated this
year by the Concil of
Independent Colleges (CIC), an

arganization of 50 independent
liberal arts colleges, Kolen-

trander i= being horored for
his deeniship at Central College
(Towa) fram 1975-86.

Neminations were selected from
deans throughout the cowntry.
Allen Splete, president of CIC
ad former president of
Westminster, presertted the
avard in Boston in October.
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Mant Udon's Elderhostel nuns
May 22-28 ad examines via
videotape "Great Speakers in
Recent American History," "The
Fuxtions of the Human Body:
Normal and Abnormal®  (eg, car-
diovascular diseace ad Alz~
heimer's), and "Stories of the
Spirit® (stories by Wiesel,
Endo, and Sartre).

The Department of Chemistry at
Mount Union has received
$15,000 fram the Lubrizol

The Cansortium for the Advance-
ment of Private Higher Educa-
tion CARE) has awarded Mot
Uaion a $13,8% matching grant
to help the college develop ad
implement a long-range stra-
tegic plan , focusing on issues
of recruitment, enyollment,
finaces ad curicula,
Natiowide, 28 colleges are
included in CAFHE's $2 million
initiative %o develop educa-
tional programs to meet today's
changing student needs,

Mrsidngm

Rn Mazeyoski (Assiztant Dean
of Studert Life) has received
350 fram * the  National
Association of College
Activities-Great Lakes Region.
Rn's project will aseist in
developirg a ocow2e
encourage  the development of
leadership =ill® in ctudemts,
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Musldrngm will offer two Elder: - -
lostels this sumer., June 19—
5 will feature the study of
Russia with Mirco Mitrovich
(Frexh, German axd Russian),
David Slean (Art), and Taylor
Stults (Histary). Fram July
10-16 Jon Adams (HPE), Andy
Frey, ax Jom Kolpitcke will
offer minicowrses in law,
physical fitness, ad music.

A Mews MEH Froposal

Many disciplines have changed
significantly in theory and
methodology, since levi
Strauss., If you're aware of
that but haven't quite mastered
the changes, read on.

(A2

An NEH proposal to take two ECC
faculty per campus to0 a major
research campus is in the
works., Wallace Martin, Pro-
fessor of English at the
University of Tolede and
oconsultant on last smer's ECC
Princeton project on narrative,
is working with Nancy Siferd,
ECC director, to develop this
project, a 6-weekk institute for
the sumer of '89. The |
institute would be ocpen to
faculty in any discipline,

To gather crucial and early
faculty input, a dimer meeting
for potential participents is
being scheduled for Wed., Dec,.
2, 53 pm.  An altemate date
being considered for a luncheon
meeting is Sat., Dec. 5, 10am=-
pm. Mownt Union will be the
site on either date. If you're
interested, talk with your
dean, w0 has oopies for the
curent U-page cutlined draft.
April 1 is the desdline for
sutmission

: l
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PROJECT

Exchenge at Otterbein

The October weekend meeting of
Fipse participants showcased a
mmber of courses revised t
meke the teaching of oritical
thinking explicit.

Aong  these were At Murdoch's
basic chemistry course at Mount
Undon.,  Art asks students to
write essays that invite
exploration of why the tem
fchemicals" has gone pejorative
and Wy it should ameliorate.

Peter Macky in Religion at
Westminster showed the last ten
minutes of The Cuclkoo's Nest on
videotape and explained how he
uses and provekes discussion of
specific actions in the movie
and their oonsequences as a
means of helping students
articulate values.

Kathy Feather in education at
Hiram presented the formatted
pages  she distributes to
students in order to help them
grasp all the facets of
plaming a lesson,

Ruth Wahlsttcm in English at
Heidelberg described varied
handouts of questicns and the
diverse writing assigments she
uses (write a rock video based
on  an Elizabethan pcem c¢r
marrate a pilgimege to a

CC/FIPSE

Md Patricia lamb of VWest-
minster advocated the recon—
nection of auditory and visual
imeges with the printed text.
For example, bring in a
recording of a locn's song when
teaching Thoreau or of a
nightingale when  teaching
Keats., Se recommended an
offbeat source—Cornell's re-
oording from Sapsucier Woods of
a whole range of birdscngs that
correlate with English peetry.

Desrr Pat. and Joyoe

[Editor's Note: I met Patricia
Lab of Westminster at the
Fipse oonference at Otterbein
in October and was prompted the
next weekend to read her
published letters. NS}

All through their twenties and
thirties (1953-1964), Patricia
Lamb and Joyce Hohlwein ex-
changed soul-eearching letters.
In 1983 Pat Lamb (English at
Westminster) edited and
published with Harper and Row
one-third of that correspon-
dence.

It's a moving chronicle of deep
friendship, deeper than most
pecple know in or out of
marriage, in or out of family.
The title Touchstones, Latters
Between Two Women is thus apt.
For years both wmen shared
details of their daily lives,
their passion for btooks and
culture, their relationships
with  their bhusbaxds and
children, their friendships and
affairs,
their work, their responses to
gichal o¢r national trams.
Nething, no cne sustained each
like the other, even when seven

yoars lapsed between in-perscon
visits.

their travels and .

If you saw ard loved 84 Graring

caoss Road, if you mervelled
that Alice Walker oould
sucoessfully revive the epis-
tolary novel in The Color
Rrple, if you admired the
friendship between Reuben the
organizer and the cotton mill
worieer in Norma Ree, if you
were struck by the parallel
lives of two very different
wamen in the The Tuming Peint,
if you want to ocmpare the
depth of a friendship in your
own life to that of Pat and
Joyce, read Touchstones.

The book did appear in
paperback, and a subsequent
oollection of letters was
printed as well, Pat reports
that she and Joyoe o longer
write, in part because both ncw
live in the S; during the 50s
and 60s cne cr both of them
lived abrcad. The two friends
do still phone each other.
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ws  FOC EVENTS

Flora Harper visited Hei

delberg. In September she
visited Westminster and
Marietta.

November 2
February

Financial aid officers met - AR
at Mount Union, Presidents will meet durfng
the NAICU conference

soLem in .

November 6

Librarians met at
Heidelberg.

November 18
Deans met at Bethany.

November 19
ECC Board met at Bethany:~"ﬁ

December 1-3

Some convo chairs will
attend the ORACLE meeting in
Toledo to pursue block-
booking.

December 5

Potential participants in 3p
NEH institute on "Philosophy
and the Disciplines" will
meet at Mount Union, Wed.,
Dec. 2 (5-8 pm) is an
alternate date,

December 7

Directors of career serv-
ices will meet at Muskingum.

January 3

Grants liaisons will meet in
Washington, D.C.

Q Jaouary 3-5

ERIC

mJSZm% Harper's workshop on
arantesalking 2ill ha held in




