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EXECUTIVE SUMMARY

“Taking Teaching Seriously™ is drawn from a celebrated
address by K. Patricia Cross at the 1980 AAHE National
Conference on Higher Education in Washington, D.C. In her
address, Cross emphasized the importance of efforts to
increase the quality of college teaching. This report uses a
model that views various strategies for improving instruction
as helping motivate individual faculty members o improve
their teaching by changing (and maintaining) certain of their
instructional attitudes and practices (through the process of
unfreezing, changing, and refreezing certain attitudes and
behaviors). This model focuses on the varieties of informa-
tive feedback—trom such sources as colleagues and consul-
tants, chairs, students, and oneself—that are facititated by
supportive teaching culture and that drive the process of
instructional improvement.

What Are the Primary Characteristics of a

Supportive Teaching Culture?

The presence of a culare that is supportive of teaching
clearly enlunces the effectiveness of ali strategics for
improving instruction. The literture consistently identifies
the following characteristics of cultures that support teaching
and its improvement: unambiguous commitiment to and
support of teaching and its improvement from senior admin-
istrators; shared vajues about the importance of teaching
between administrators and faculty, with widespread
involvement of faculty in planning and implementing activi-
tics and programs to improve teaching. thus creating a sense
of faculty “ownership™ of these activities and programs: the
presence of effective department chairs who are supportive
of teaching and its improvement; frequent interaction and
collaboration among faculty and a sense of community
among faculty regarding teaching-refated issues: a faculty
development program or campus teaching center: a broad,
expanded view of scholarship and scholarly activities; deci-
sions about tenure and promotion connected to rigorous
evaluations of teaching; and a requirement that some
demonstration of effective teaching be part of interviewing
and hiring new faculty (Massy, Wilger, and Golbeck 1994
Rice and Austin 1990).

Taking Teaching Sertously
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What Strategies to Improve Instruction Help Teachers
Provide Informative Feedback to Themselves?

Because college teachers often have a strong need to seek
self-determined competence by continuously scanning the
instructional environment for informative feedback, their
behavior can be examined and the source of changes in
their behavior understood by viewing them as “reflective
practitioners.” Activities that constitute such practice-
centered inquiry have been shown to be useful strategies for
improving instruction (Amundsen, Gryspeerdt, and Moxness
1993). The ultimate foundation of all reflective practice or
self-reflection is the ability and opportunity to engage in
self-evaluation or self-assessment. Two common methods of
collecting self-evaluation feedback at universities involve the
use of self-rating forms and self-reports. At some colleges
and universities, for example, faculty are asked to complete
the same (or slightly reworded) questionnaires to evaluate
teaching as their students. This procedure enables faculty to
analyze their teaching and to reflect on their teaching behav-
iors along the same dimensions their students use to evalu-
ate them. A second method, self-reports completed by
college professors, has traditionally been limited to vitae and
reports of activitics; recently, however, the idea of self-
reports has been conceptually and functionally expanded
into 2 medium, compendium, and showease for reflective
practice—namely, the teaching portfolio. which is essentially
an elaborate and reflective form of self-evaluation (Edgerton,
Hutchings, and Quinlan 1991).

How Can Students Make Their Voices Heard?

Students hardly need to be “silent partners” in the enterprise
of improving teaching. One way their voices can be b oard is
through their completing teacher and course evaluations.
Research has shown persistently that feedback from student
ratings is of value in improving teaching, particularly if this
feedback is accompanied by the teacher's consulting with a
colleague or a teaching consultant (L'Hommedicu, Menges,
and Brinko 1990). Several different ways of using student
interviews for giving feedback to teachers have also been
reported as successful strategies for improving instruction,
including group discussions, small-group instructional diag-
nosis, the class interview, and quality-control circles. A par-
ticularly distinctive way of receiving feedback from students
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is for a professor to invite students into his or her classroom
who are not “official” members of the class but who are
trained in classroom ohservation. A student-visitor program
primarily provides confidential observations to increase the
instructor’s effectiveness in helping students learn. Another
strategy for “listening” to students has been called “class-
room assessment,” which consists of a wide range of meth-
ods college teachers can use to obtain useful feedback on
what, how much, and how well their students are learning
(Angelo and Cross 1993).

How Can Colleagues, Consultants, and Chairs

Be Helpful in Improving Teaching?

Faculty seminars, workshops, and colloquia about teaching
are traditional (but still effective) practices for encouraging
interaction and collaboration among faculty regarding teach-
ing. Recent developments in a variety of areas—action sci-
ence, reflective practice, adult learning theory, and the
like—have encouraged an expanded range of strategies
using colleagues to help improve teaching. One important
set of activities, programs, and projects in this expansion is
the renewed use of team teaching (Baldwin and Austin
1995). Faculty collaboration through team teaching benefits
professors by developing their teaching abilities, intellectually
stimulating them, engaging them as self-directed learners,
and more closely connecting them to the university or col-
lege as a community. A second set of programs and practices
is collegial coaching (Keig and Waggoner 1994). Two prima-
ry activities involved in collegial coaching are observation of
classroom teaching and instructional consultation (the review
of course materials and discussions about classroom prac-
tices). Based on descriptions and analyses of coaching pro-
jects at colleges and universities, effective programs have all
or most of the following characteristics: an underlying philos-
ophy; a procedure for selecting participants; a training pro-
gram for collegial coaches; a preobservation conference; one
or more classroom visits and observations; a postobservation
conference; and a chance for participants to evaluate their
effectiveness.

Many of the informal processes of consultation carried
out in collegial coaching projects have been formalized in a
comprehensive set of more routine services provided by the
trained consultants who constitute the staff of campus teach-

Tuking Teaching Seriously
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ing centers. Instructional consultation is usually based on a
comprehensive model that includes data collection and
anudysis by the consultant, strategies for improvement
worked out berween the consultant and the teacher, and
evaluation (Lewis and Povlacs 1988). Consultation improves
teaching primarily through the use of effective practices in

"‘giving feedback (often associated with student ratings and

direct observation or videotapes of classroom teaching)
and through the various interpersonal roles assumed by
consultants.

Department chairs are also important to the improvement
of teaching. One way they help is by providing support—
financial and otherwise—to ongoing formal and informal
attempts to improve teaching. They are invaluable in defin-
ing facuity development and instructional improvement (as
distinct from faculty evaluation) as an important departmen-
tal activity. They can plan programs for the department,
such as pedagogical colloquia, that help improve teaching.
They can even intervene more directly by following steps
similar to those used in instructional consultation (Creswell,
Wheeler, Seagren, Egly and Beyer 1990).

How Can the Special Needs for Improving the
Teaching of New and Junior Faculty Be Met?

Because new faculty members share common concerns
about such matters as workload and stress from multiple
demands, uncertainty about what is expected of them, a
desire for collegial support, and a need to develop teaching
skills, a0 strong argument can be made for supplementing
traditional. individual approaches of socialization that help
them adjust to their new environment with a collective
approach that address these common concerns. Workshops
and “substantial” orientation programs for new faculty mem-
bers that offer conerete assistance with the development of
teaching skills and with various common problems are being
used successfully in a variety of colleges and universities. In
addition, formal mentoring programs for new and junior
faculty are also being used at ditferent schools to give con-
crete assistance with the development of teaching skills,

to address professional and personal concerns, and, in
general, 1o counter the vagaries of the usually informal
socialization of new college teachers (Boice 1992b; Sorcinelli
and Austin 1992).
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What Can Colleges Do to Improve Teaching?

Several approaches. used in concert, can be used to improve
instruction in colleges and universities. Ways need to be
found to "unfreeze™ certain attitudes and behaviors of some
teachers that prevent them from improving their teaching,
Supportive teaching cultures on campus must be strength-
ened, especially at those colleges where such cultures are
subsidiary to more dominant cultures. More teachers need
be given guided experience in being “reflective practition-
ers.” Students should be treated (and sought out) as active
partners in the improvement of instruction. Formal and
informal collaboration among colleagues should be re-
wzlrdc( Chairs need to be encouraged to offer their invalu-
able support through their creation of an environment
conducive to effective teaching. Trained consultants, otten
though not invariably associated with a campus teaching
center. should be recognized as the experts they are in
instructional improvement and their activities facilituted. And
new and junior faculty must be encouraged and helped with
their teaching through programs recognizing their special
needs and talents.

Taking Teaching Scerionsly
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FOREWORD

The title of this report, Taking Teaching Seriously.
assumes that teaching is not tuken seriously by a lirge num-
ber of higher education faculty and administrators. While
many may feel uncomfortable with this contention. there are
a number of conditions and assumptions that give evidence
to support this position,

The first condition is the training of future college teach-
ers and administrators.  In both cases. courses or clinical
experiences concerning the research and skills of teaching
are seldom part of their formal education. While a few may
have the experience of being a Teaching Assistant. the for-
mal education and supervised training to become a TA is
very limited. Compared with the practical training received
in the basic skills of medicine or law, the training for teach-
ing is almost non-cxistent. When faculty are asked how
they learned to teach, the primary response s that they imi-
tated the teaching style of a favorite professor. Role model-
ing is admirable, but it is hardly a substitute for a
purposeful, supervised program to learn the theories and
techniques of a specific professional skill.

A second condition is the visibility given to teaching.
Under the guise of academic freedom, faculty establish a
barrier of protection around their teaching activities. Rarely
do faculty encourage peers, administrators, or teaching
experts to visit their classroom, review their teaching perfor-
mance. and suggest steps for improvement.  Faculty and
administrators often support the teaching privacy rights of
the individual faculty member because they are not confi-
dent in their own ability to judge the teaching competency
of their colleague. Instead. while the institutional leadership
is talking about the importance of quality teaching, individ-
ual faculty members are being evi 'uated on their rescarch
agenda. the number of publicatio . written, and the number
of conference presentations given. These activities may not
be valued over teaching, but because publications and con-
ference presentations are more visible. casier to count, and
usually have the legitimacy of peer review, they receive
more emphasis because they are considered safe measure-
ments of faculty performance.

The tack of emphasis given to naking the skill of teach-
ing'an important consideration in judging faculty perfor-
mance and a focus of continuous professional development
is also rooted in three basic assumptions.  First, when a

Taking Teaching seriously
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faculty member is hired it is assumed the individual already
possesses the necessary skills of teaching. This is especially
true if that person holds a doctorate. A second assumption
is that once a person has acquired the skills necessary to be
a good teacher the individual always continues to be a good
teacher. These two assumptions are rarely challenged
because of the lack of an acceptable continuous means for
institutions to. measure quality teaching. The primary base-
line standard of measurement is whether or not the students
liked the teacher. Although research has supported the
validity of student evaluation of teaching, these evaluations
rarely assess the quality of teaching on a longitudinal basis
or on the total content of a course in relation to the goals of
the larger curriculum. Because of this lack of institutional
standards and measurement of teaching, it is safer to assume
that any deterioration in teaching performance is the respon-
sibility of the individual professor and the institution has
little responsibility for the continuous teaching development
of its faculty.

This last assumption may be the most fallacious. It may
reully be true that when faculty are hired they do possess
adequate teaching skills that last a lifetime. The question
that is not asked is, “What type of students are they skilled
to teach?”  Faculty with graduate degrees receive their
teaching skills at institutions that are often considerably dif-
ferent from where they begin their first faculty position.

Add to this the consideration that, over the years, the type of
student attending colleges and universities has changed
considerably. The age, race, gender, education background,
technological skills, and education expectations of today’s
students differ significantly from those of just ten years ago.
Is it reasonable to expect that faculty trained at graduate
institutions 20 years ago have the necessary teaching skills
for the current student body?

Institutions should not make the assumption that the
answer is yes to this question. Institutions need to be much
more aggressive in their approach to ensuring the quality of
teaching. In this report by Michael Paulsen, associate profes-
sor and coordinator of graduate programs in educational
leadership at the University of New Orleans and Kenneth A,
Feldman, professor of sociology at the State University of
New York at Stony Brook, present a conceptual framework
and process for instructional improvement which is carefully

PAFullToxt Provided by ERIC
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developed. This integrative study brings together the major
research and literature on teaching and the means to make
instructional improvement an integral part of an institution’s
culture.

Taking Teaching Seriously is not just a catchy title of a
speech or book,it is the expectation that students, parents.
employers and other stakeholders have for measuring the
onality of an institution. With this monograph the authors
detail the primary characteristics of a culture that is support-
ive of instructional improvement.  Regrettably, few institu-
tions have a majority of these characteristics.  For those
institutions that are serious about taking “teaching seriously™.
this report will be very useful in making these characteristics
a permanent part of their culture.

Jonathan D. Fife

Series Editor.

Professor of Higher Education Administration and
Director, ERIC Clearinghouse on Higher Education
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THE CHALLENGE OF INSTRUCTIONAL IMPROVEMENT

A movement that K. Paricic Cross labeled ~Taking
Teaching Serionsly ™ is spreading throughont the coin-
1y Campues afier caonis is reexdmining its conmtit-
moent to teaching and beginning to explore ways that
teaching might he rewcarded and improved (Edgerton.
Hutchings. and Quinkan 1991, p. 1.

During the 1980s, several influential national reports raised

questions about the quality of undergraduate education (see. ‘

¢.g.. Association of American Colleges 1985 W I Bennet Faculty bave
198 12 Bover 1987 National Institute of Education 198 1. wrestledfor
Among the many challenges emerging from these reports more than a
were recommendations that higher education place o high century with
priorty on the quality of college teaching and its improve- the CO"ﬂiCt
ment. Most colleges and univeesities across the country are s
now striving to meet this challenge. The call for instructional sur.roundmg
improvement has come in many forms and from a variety of their roles as
sources. In addition to the recommendations in the formal teachers and
reports produced by government agencies, foundations. and - presearchers.
professional associations, increasingly urgent pleas for

improvement in the quality of college teaching have come

from taculty. disciplinary socictios, university task torees,

campus sidministrators, students and teir families, state

legislatures, and governing boards. While all of these groups

share a concern for greater quality in college teaching, they

differ in terms of their reasons for heing concerned.

The Concern about Quality

Expressions of concern about the quality of college eaching
arise from the facalty themselves, especially because of their
attitudes about the relative importance 10 be placed on
teaching and rescarch. Faculty have wrestled tor more than
acentury with the conflict surrounding their roles as teach-
ers and rescarchers (Austin and Gamson 19830 Hawkins
1979). In 1992-93, 77 percent of 29771 fiaculty at 289 col -
leges and universities reported that their prinary interests
were very heavily in® or tleaning toward™ teaching. while
only 21 percent expressed the same sort of primary interest
in rescarch (hey, Ramirez, Korn, and Astin 1993, p. 10y,
Among faculty at public universities, 97 8 percent reported
that “to be g good teacher” was b very important™ or
“essential™ professional goal (p. 33). but only 50 pereent

of these fuculty reported that the statement “faculty are

Tk Teachog Serionsly
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rewiarded tor being good teachers™ was “very desariptive” of
their college or university (pp. 38, 94). These findings are
consistent with those of another sunvey of 5450 professors
at 306 cotleges and universities, where 71 pereent reported
that their interests were “prinily in™ or “leaning toward”
teaching but only 29 percent reported the same level of
interest in research (Carnegice Foundiation 1989, p. -43).
Furthermore, 33 percent of all fuculy and over S0 pereent of
faculty at doctoral and rescarch universities agreed with the
statement, “The pressure to publish reduces the quality of
teaching at my university™ (p. SH. Clearly, faculty are them-
selves concerned about instruction and its improvement.
These preferences and concerns continue in the face of
well-documented relationships between faculty income and
the time spent on weaching relative to research. A recent
study of 8,383 faculty from 124 colleges and universities
reveals that the faculty who spend the feast time on teaching
and the most tme on research receive the highest incomes.,
while the fowest paid faculy are those who devote the most
tite to teaching and the teast time o research (Fairweather
1993, pp. 3-8: sce also Ratddift and Associates 1999).
scholars at the Carnegie Foundition recently devetoped
an innovative reformulation of the coneept of scholarship to
mctude several dimensions. This multidimensional construdt
inchudes both o scholarship of rescarch as well as a scholar-
ship of teaching (Bover 1990 Rice 19910, The report,
Scholershgr Reconsidered, has stimulated disciplinany soci-

cties and universities sacross the country to restructure faculty

roles and responsibilities so that excelenit eaching and
impron ed instruction can be promoted. evatuated, and
rewarded on g level comparable to rescarch CAdan and
Roberts 1093 R Dumond 199 41 Diamond and Adam 1995;
Roberts, Wergin, and Adam [993), Faculty support for such
clforts appers to he strong. In the Carnegic Foundation
survey mentioned cardier, for example, 09 percent of faculty
at rescarch universitios and ™7 pereent of faculty at doctoral
universities agreed with the statement. "Atmy institution, we
need better wavs, besides publications, to evaluate the
schokarly pertormance of the faculty” (1989, p. S2).

Further support tor instructional improvement comes
from campus ddmmnistrators, particularly central academie
administrators. A relatively recent national survey that stud
icd the pereeptions of facubty, chairs, deans, and central
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academic administrators with regard to the relative impor-
tance of teaching and research found that. on average. fac-
utty, chairs. and deans are very similar in their beliets that
teaching and research are of equal importance (Gray. Froh,
and Diamond 1992). Although they pereeive that their uni-
versities currently pliace much greater emphasis on research
than on teaching, they believe their universities should move
in the direction of equatity or bakinee between emphases on
teaching and research, In contrast, central academic adminis-
trators on average expressed o clear preference for greater
emphasis on teaching than on rescarch. Although they per-
ceive that their universities currently place @ somewhat
greater emphasis on research than on teaching. they believe
their universities should move in the direction of greater
emphasis on teaching than on rescarch (pp. 570 7Tt may
well be that central administrators really vilue teaching. It
also nay be that these administrators have been influenced
by the attitudes expressed in the national media and the
various national reports, as well as by pressure from stu-
dents and their parents, which call for arenewed emphasis
on undergraduate weaching in America’s research universi-
ties™ (p. T

students and their families express an understandable
concern about the quality of undergraduate education—a
product whose price, in the form of tyition. persistently
increases at rates exceeding growth in the consumer price
index (Halstead 1989: Taupunan 1990; Paulsen 199D, And
this concern could have been heightened by provocative
public titerature like ProfScan (Sykes TO8R).

state legistatures and governing boards hear the clamor of
the public for improvement in instruction. yet they must
contend with revenue shortfalls and the imposition of bud-
get cuthacks (Halstead 1992: Hines 1988). Perhaps because
of this situation. their reaction often takes the form of estab-
lishing procedures for obtaining evidence ol improvements
in both the quality and quantity of teaching, A growing
number of states and institutions are now conducting formul
studdies of faculty workload and instractional productivity
(Cage 1995 Winkler 1992), but it is important that all parties
be aware that increases in the “guantity™ of enroltments or
graduates per untt of taculty input. through higher teaching
Toads and higher student-facuby ratios, could result in
deceptive gaiins in mstructional productivity (Johnstone

Tetkng Teaching seronsly
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1993: st John 1990, More students taught does not neces-
sarily lead to superior student learning outcomes. Meaning-
ful gains in instructional productivity cin occur only when
the ~quality” of students” learning experiences (valued learn-
ing outcomes) increases per unit of fuculty input. This gain
in the quality of fearning can, of course, occur through
improved instructional effectiveness. Thus, genuine gains in
instructional productivity can oceur if the quality of learning
improves as a result of better instruction while the quantity
of students remains constant. Gains in productivity can also
oceur il increases in the quality of learning, again because of
improved instruction, are sufficient to offset any detrimental
cifects of a furger number of students per class.

Teac’ ing Culture and Strategfes

For Improving Instruction

The phrase “taking teaching serioushy™ is from a celebrated
address delivered by Ko Patricia Cross at the 1986 AAHE
National Conference on Higher Education in Washington,
D.C. Some of the tar-reaching ideas in her presentation
emphasized not only the importance of efforts to increase
the quality of college teaching, but also the need for what
we would call—from the perspective of the mid-1990s—u
teaching culture™ that supports and values such efforts.

The teacher-scholar was prushed off stage by the
researeh scientist in the 1960s. and the results, whater-
er they mey have done for advancement of kunowledge.
bare not been salitary for undergracduate education. .
. One result of this i is that dedicated teachers no
longer feel valtwed by their institutions. For wundergracu-
ate education 1o improvc eachers will need the whole-
heerted support of their institutions. starting with «
commitment to evaluate teaching performance in deci-
sions to hire, pronote. and tenre faculty members
(Cross 1986, p. 12).

Cross can be interpreted us also recommending the
implementation of strategies that could both improve
instruction and help create more supportive teaching cul-
tures on college and university campuses. Based on the new
epistemology of practice presented by Donald Schon in 7he
Reflective Practitioner (1983), for example. she suggested

19
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that college teachers become classroom rescarchers. These
college instructors would view their classrooms as laborato-
ries where they could continually collect information about
what and how their students learn in relation to what and
how they are being taught. Through caretul reflection.
instructors could establish meaningful connections between
their own teaching behaviors and their students” learning
processes and outcomes. Such efforts woulkd also ilfuminate
the content-specific characteristics of effective teaching in a,

particular discipline. Because departmental colleagues would

now have the results of ongoing instructional experiments to
report, “faculty mectings might well become seminars for
the improvement of teaching” (Cross 1980, p. 1), Classroom
research is one of the many ways in which feedback on
teaching and learning effectiveness can be obtained, and
such feedback is a key ingredient of a wide range of strate-
gies to improve instruction,

The involeement of teachers in searching for new
Laroreledge about teaching offectiveness also begins (o
hutild a foundation for improved eraluation of teach-
ing. an essential ingredient in recarding teaching in
promotion and tenre decisions. . can think of no
action that would do quite as much for the bnprove-
ment of teaching and learning as to let a thouscd
classroont laboratories bloom across the nation. ...
That would be taking teaching serioush. and it would
more us toward owr goal of quality education for all
(Cross 1980, p. 14).

As scholars have come to understand these ideas better,
in part through an expanding literature of experience and
experiment, the underlying themes of teaching culture and
instructional improvement strategies have tken on greater
importance. In the intervening years, researchers and prac-
titioners have begun to develop a more refined apprecia-
tion of the content of a teaching culre. and they have
expanded the range and examined the effectiveness of nany
strategies to improve instruction. Such strategies are ways tfor
faculty to traverse successtully the several steps of planned
change in the effectiveness of eaching. And various aspects
of teaching cultures can enhance or diminish faculty ctforts
to improve teaching at cach phase of instructional improve-
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ment. For example, the campus teaching center has shown
ftselt 1o be an important characteristic of supportive teaching
cultures that promote the faculty’s involvement in improving
instruction (Austin 1990b). Morcover, just as faculty cfforts o
improve instruction are nurtured by supportive teaching
cultures, such effonts in turn probably help strengthen the
existing teaching cultures.

Purpose and Organization of This Report
To respond meaningfully to the call tor instructional im-
provement, a revitalized agenda is in order. 1t is time to
draw upon the extensive experience of instructional devel-
opers (Boice 1992h: Brinko 1993: Lewis and Povlacs 1988:
Weimer 1990). What these developers have learned about
the process of instructional improvement and the strategies
that effectively energize that process should be made casily
accessible to all faculty at adl times. Morcover, to muake
nationwide instructional improvement possible, faculty and
other academic leaders must work to change their campus
teaching cultures so that weaching is no longer undervalued
(MWiamond and Adam 1993, 1995: Edgerton 1993: Hutchings
1993h: Rice and Austin 1990; Seldin 1990, A primary pur-
pose of this report is to serve as o stimulator of renewed
interest in instructional improvement and a source of guid-
ance. direction, and ideas for deans, departiment chairs, and
other faculty leaders who want to initiate, expand, or revital-
iz¢ instructional improvement on their campuses.

Beaause a great deal has been written about college
teaching and its improvement. this report is highly tand
quite deliberatelyy selective in what it presents: it includes

little rescarch or thought that does not have fairly direct

implications for teaching and how it might be improved. For
example, the discussion of a “student voice™ focuses consid-
crable attention on the research on student ratings in their
Jormative use in helping teachers to improve thedr instrue-
tion rather than on the reliability and validity of student
ratings as sunnaatice measures Gis reviewed in, for example,
Feldman 1976, 1977 1978, 1983, 198 1 Marsh 1981, 1987
Marsh and Dunkin 1992y to be used. siav, in personnel
decisions,

Whenever possible. this veport emphasizes the results and
implications of research in an arca of discussion. Within this
cmpirical approach. the report stresses the results of various




research integrations, meta-analyses. and other sons of
research reviews, Many single picces of research have also
been included—particularly those that have been especially
important to the development of an area, retate most directly
1o w section’s theme(s), present distinetive data or otherwise
fill cerain research gaps in the field. or have important
implications for practice and are likely to be useful for
teachers, chairs, and administrators. Certain selective ideas,
propositions, speculations, and suggestions are also included
thatt have not necessarily been verified by research but about
which there is some degree of consensus among analysts
and practitioners about their usefulness. At the same tme.
particularly fresh approaches that appear to have some
potential to improve teaching are included. In brief. opinion
is not avoided so long as it is informed opinion.

This report is intended to provide practical answers to the
question of what deans. department chairs. and other faculty
leaders can do 1o encourage and support eftorts to improve
instruction for individual instructors. It thus provides (1) an
examination of the nature of instructional improvement and
the challenge of motivating faculty to improve their teach-
ing. make the necessary changes in their teaching. and
maintain those changes; (2) an exploration of the important
factors in the creation of a supportive campus teaching cul-
ture: (3) detailed explanations and illustrations of five
sources of feedback for improving instruction (teachers
themselves, students. colleagues. consultants, and chairs
bused on a review of the literature on successful practices:
and CH an analyvsis of the special needs of new and junior
faculty for instructional improvement.
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THE PROCESS OF INSTRUCTIONAL IMPROVEMENT

Models of Change

Much of this section examines the nature of instructional
improvement for individual teachers and the personal
dynamics involved in the process. How is it that teachers
become motivated to want to improve their teaching and to
produce and maintain actual changes in behavior? Improv-
ing teaching is not solely the responsibility of individual
fuculty members and does not lie only in the realm of self-
generating individual change. A variety of group, social-
structural, and culwral forces are involved, yet ultimately it
is the individual college teacher who must change some-
thing about his or her behavior if instruction is to be im-
proved. This section explores the process of individual
change that underlies instructional improvement.

Several useful models of instructional improvement have
been developed. Each takes a different perspective and
offers distinctive insights into the nature of the process. One
approach has been to describe instructional improvement
from a faculty perspective, explaining how college weachers
interact with their environment in a familiar feedback loop
(Menges 1991). Teachers receive input or feedback about

‘their eftfectiveness from their environment, compare it with
their internal standards tor performance. and then restore
equilibrium by changing their output (teaching behavior),
feedback input, or internal performance standards.

Feedback loops are casily discerned in istructional
settings, hnagine that excamination scores create disso-
nance because the teacher (comparator) finds them
below: her standerd. She nay deal with the discrepancy
by gathering additional kheds of data, nltimedely con-
cliudnig that students are not deficient after all. Thus.
cquilibritn is restored. She may reflect on what she
expects of stidents, decide that these expectations are
too bigh. and adjust her expectations to restore equilih-
ritem. Finally, sbe ey schedule reciew sessions .. to
reise stucdents” performence. thereby restoring equilibri-
unt .. Many college teachers do this watirally They
solicit informeation as feedback. they reflect on tieir
expectations, beliefs. and valies: andd they experiment
with different weays of teaching (Menges 1991, p. 270

Another model of instructional improvement postutates
that formative evaluation Ginformative feedback) promotes
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optimum improvement in the effectiveness of teaching when
four conditions are met (Centra 1993).

Through formative evaluation the teachers niust first
lecrit something new about their teaching performeance
(new knocledge). Second., they must value the informa-
tion: this generally means they must bave confidence in
the source and in the cvaluation process (calie). Third.
tectchers must understand how to nake the changes
called for (how to change). And finally. teachers must
he motivated to make the changes Omotivation). . . .
This does not mean thet improvements will not occur if’
only o or three conditions are fulfilled; howoeeer, in
those instances, the changes are not likely to be so dra-
mttic. The model can best be understood as a lincar
progression of the four conditions, with a final return
loop. . .. The loup signifies that motivation not only
affects the improvements but also may canse teachers (o
seek additional new knowledge about their instruction-
al effectiveness (Centra 1993, pp. 9, 14-15),

A third model takes the straightforward approach of
deseribing five steps that teachers must go through to
improve their instructional effectiveness-(Weimer 1990).
While the previous two models were primarily explanatory
or theoretical, this model is clearly more descriptive.

First, faculty menthers decelop instructional auweareness.
a clear understanding of the instructional strategies.
techniques, and practices they use and the assumptions
abount teaching and learning implicit in them. Second,
they gather informetion from students and peers to
accomplish three objectives. The input from others (a)
clarifies and claborates further the instructor’s oun
wndenstanding of his or ber teaching: (b) . .. offers
Jeedback as to the impeact of the policy. practice. behae-
ior, or activity on the person offering the input: aid (c)
. generates a pool of alternative ideas—othertand
perbaps more effective) ways to accomplish the instric-
tor's objectives. Third. faculty members make choices
abont changes. his inrolres identifying the teaching
strategies, technigues, or practices to be changed and
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the instructional alternatives that are appropriate solie-
tions for the penticular teacher to try. Fourih. the facul-
ty member implements the changes systematically and
incrementally. Fifth, the faculty member assesses the
impact of the alterations (Weimer 1990, p. 34).

These models, providing us with meaningful ways of
organizing our thoughts about instructional improvement.
can be seen as implicitly grounded in the general theory of
change in human systems pioneered by Lewin (19+47) and
claborated and refined by Schein in studies of management
development (1061, general personal change (1964).
improvement in professional education (1972). organization-
al change (1992), and human relation:s training (Schein and
Bennis 1905). This general theory of change comprises the
three stages of unfreezing, changing. and refreezing,

Unfreezing: Motivating Change

During the unfreezing stage. the movivation to change is
created when three criteria have been met. First an individ-
ual experiences “disconfirmation” cues front his or her envi-
ronment. that is, information indicating that the individual's
present attitudes and behaviors are not achieving the goals

or producing the results that would be consistent with his or
her current self-image. The assumptions and beliefs a person

holds about himself or herself (e self-image). however, are
refated to the assumptions and beliefs the person holds

about the mature of a particutar situation and others who are

relevant 1o that situation. Therefore, the unfreezing process

can be initiated through disconfirmation cues related 1o any
of the aspedts of a total situation (Schein 1964 p. 301,
Scecond. the individual “compares ™ information on the out-

come.- of his or her actual behavior o outcomes that the

“individual desires and considers important or ideal, When
this incongruence leads 1o a sense of guilt, anxiety. or inade-

quacy related o not achieving some aspect of one’s ideal
self-image. it suggests that the disconfirming cues have had
an impact on some of the individual’s primary sources of
motivation. A desire to reduce or climinate such disequitib-
rium could lead to @ motiviation to change. In order 1o be so
motivated, o third condition must also be met: The individ-
wal must feel i sense of psyehological =safety™ associated

I
The individual
“compares”
information on
the outcomes
of bis or ber
actual behav-
ior to outcomes
that the indi-
vidual desires
and considers

important or
ideal
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with attempts to change. The person must be able to envi-
sion ways to change that will produce results that reestablish
his or her positive self-image without teeling any loss of
integrity or identity. "One essential component of this feel-
ing of safety is that we finally see a way to work on the
problem or see a direction of learning that we had not seen
before™ (Schein 1992, p. 301).

Unfreezing could motivate a professor to improve his or
her teaching if disconfirming cues relate to important goals
in a way that affects motivational patterns related to the
professor’s need to see himself or herself as an effective
teacher. Evidence consistently indicates that college profes-
sors, liké many other professionals, are motivated or satis-
fied in their jobs primarily as a result of the intrinsic rewards
of academic work (Austin and Gamson 1983; B. Clark 1987a;
McKeachie 1979, 1982; Olsen 1993). Intrinsic “motivation is
based on the innate need to be competent and self-deter-
mining. . . . This basic need leads people to situations and
activities that interest them. that provide optimal challenges.
that allow them to learn and achieve” (Deci and Ryan 1982,
p. 28).

The intrinsically rewarding nature of faculty work, includ-
ing teaching. can be clearly seen in terms of the “job charac-
teristics model” of intrinsic motivation theory (Hackman and
Oldham 1976). An individual, such as a college professor,
who experiences a high need for personal growth and
development will be more intrinsically motivated “to the
extent that he learns (knowledge of results) that he person-
ally (experienced responsibility) has performed well on a
task that he cares about (experienced meaningfulness)” (pp.
255-50). Knowledge of results is enhanced by the availabil-
ity of informative feedback on performance. A person’s
sense of personal responsibility for outcomes depends on
the extent to which he or she experiences autonomy or self-
determination in performing the various elements of the
task. Finally, the perceived meaningfulness of work depends
on the presence of three characteristics of the job: skill vari-
ety. task identity, and task significance. Skill variety is the
“degree to which a job requires a variety of different activi-
ties.. [that] involve the use of a number of different skills and
talents.” Task identity is “the degree to which the job
requires completion of a ‘whole” and identifiable piece of
work: that is, doing a job from beginning to end with a visi-




ble outcome.” And task significance is the “degree to which
the job has a substantial impact on the lives or work of
other people, whether in the immediate organization or in
the external environment” (p. 257).

It is common, for example, for an instructor’s first con-
cern with disconfirming cues to arise from end-of-semester
student ratings of their teaching. When the instructor com-
pares these ratings with his or her own assumptions and
beliefs about his or her teaching effectiveness, the instructor
may find them to fall below his or her internal standards.
Such disconfirming cues could easily affect the instructor's
intrinsic motivational needs related to perceptions of compe-
tence, self-determination, and the meaningfulness or signifi-
cance of his or her work. As a result, the instructor might
feel discomfort or a sense of inadequacy and desire to
explore change as a way of restoring equilibrium. The
instructor must also see a way t experiment without impair-
ing his or her self-image. Suppose a close colleague had
shared with the instructor information about his own similar
situation a year earlier; suppose further that the instructor
had observed him change some factors and get higher rat-
ings in the current year. Now the instructor can see a safe
path to change that might well produce results that would
reduce or eliminate his or her current discomfort.

A key factor in leading this instructor toward motivation
to change is the presence of opportunities for interaction
and discussion among colleagues about their teaching expe-
riences. Opportunities for interaction with peers regarding
teaching have been shown to be an important characteristic
of a supportive teaching culture (LaCelle-Peterson and
Finkelstein 1993; Massy, Wilger, and Colbeck 1994). Clearly,
then, the content of a teaching culture can have an impor-
tant impact, even on this first stage of the overall instruc-
tional improvement process.

Changing: Making It Happen

After the unfreezing stage has produced a *motivation to
change, the person . . . will search out new ideas and new
information . . . to develop new attitudes and responses
[behaviors] that will be rewarded or confirmed” (Schein
1972, p. 79). During the changing stage, an individual learns
new attitudes and behaviors through the acquisition and
interpretation of this new information. The individual col-
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lects informative feedback from one or more sources to
cognitively redefine the situation or revise the assumptions
and belicfs held about oneself, others. and the relevant situ-
ation As a result, some cognitive redefinition precedes cach
experiment with new behavior the person makes. Cognitive
redefinition and resulting behavioral change result from two
primary mechanisms: scanning and identification (Schein
1964, 1972, 1992: Schein and Bennis 1965). The mechanism
of scanning involves collecting informative feedback from
more than one (perhaps a variety) of the types of sources or
persons in the environment. From cach type of source, in
individual collects the feedback that best fits the needs of
the individual felevant to a particular situation he or she
fuces. In contrast. the mechanism of identification is based
on the collection of informative feedback from only one
souree (or tvpe of source) with whom the individual has
come to identity. Information from this source alone—per-
haps a role model—shapes cognitive redefinition. These
mechanisms characterize the processes by which individuals
attempt to locate solutions to the disequilibrium initiated
during the unfreezing stage.

For example. to obtain additional informative feedback to
guide his or her experiments at change. the instructor in our
example could begin the next term by collecting informal
teedback from his or her students early in the semester
(Clark and Bekey 1979). Next. the instructor could reflect on
this feedback (Chism and Sanders 1980) and then ask a
trusted colleague to sit in on his or her class to obtain addi-
tional feedback from a peer (Katz and Henry 1988). Third,
the instructor could visit with a teaching consultant at the
campus teaching center to acquire additional guidance on
how to change his or her teaching using the multiple
sources of feedback the instructor has collected by scanning
the environment (Lewis and Poviacs 1988). Finally, a sup-
portive department chair could invite this instructor to sit in
on one of the chair's own classes, share his or her own
ideas about instructional improvement. and help the instruc-
tor develop additional plans for change (Vavrus, Grady,
and Creswell 1988). In this example, the instructor assessed
his or her instructional experiments by scanning the en-
vironment for informative feedback from five different
sourees: self. students, colleagues, consultants, and the de-
partment chair.
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A central feature of this instructor’s actual experimenta-
tion with change is the avaitubility and use of muttiple
sources of informative feedback and guidance, When
departmental and institutional teaching culures are rich with
opportunities to assess teaching, instructors can more casily
experiment with their teaching and successfully scan the
environment for various sources of informative feedback.
Serious and rigorous evaluative information from difterent
sources. such as students and peers, is an important charac-
teristic of a supportive teaching cutture (Massy, Wilger. and
Colbeck 1994). Departments and campuses rich with infor-
mation assessing teaching create an important aspect of a
supportive teaching culture—sometimes referred 1o as the
“culture of assessment” (Braskamp and Ory 1994). "In a
culture of assessment, faculty members profit trom discus-
sion and reflection about how their individual achieve-
ments contribute to their personal gain and the common
good™ (p. 23),

Refreezing: Sustaining Change

After cognitive redefinition and experiments with new
behavior have been carried out, further informative feed-
back is collected as part of the final stage of overall change.
The refreezing stage refers to the ways in which additional
informative feedback on new behaviors cither encourages or
discourages the maintenance of these changes. New behav-
iors can be sustained through two basic mechanisms: inte-
gration and reconfirmation. “Whatever new response
[behavior] is atempted, it must fitinto the total personality
of the individual attempting it [integration]. and it must fit
sufficienty into the culture of which that person is a mem-
ber 1o be confirmed and reinforced by others [reconfirma-
tonl” (Schein 19720 p. 81).

For instance, s{lppusc the instructor in our example dOes:
receive significantly higher ratings from students at the end
of the next semester, particukarly in the arcas of teaching
that he or she had specifically targeted for improvement. 1f
the instructor once again perceives himself or herself o be
competent and self-determining and fecels that his or her
teaching is meaningtul and significant work, then the
changes are likely 1o be integrated into the instructor's total
personality, thereby helping to sustain the changed behav-
jor. As the theory of change indicates, however. the teaching
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culture might have to supply reconfirming data for the
instructor’s instructional improvements to be sustained indef-
initely. The instructor's efforts to improve, as well as his or
her new teaching behaviors, might need 1o be supported by
others in the environment.

The teaching culture provides informative feedback in
various ways that reconfirm equilibrium and encourage the
maintenance of change. For example. the dean or depart-
ment chair might ask this instructor and several of the
instructor’s colleagues to lead a panel discussion of their
experiences with instructional improvement at the next col-
lege or departmental faculty meeting. Opportunities to dis-
cuss teaching experiences with peers strengthens an
instructor’s intrinsic rewards from teaching, thereby con-
tributing to a more supportive teaching culture (Froh,
Menges, and Walker 1993). The panel discussion would also
help communicate to these and other faculty that the admin-
istration is committed to improving instruction within the
college or department. Administrative commitment has been
found to be directly related to the success of efforts to
improve instruction (Eble and McKeachie 1985). Further, the
efforts to improve these instructors' teaching may be given
serious consideration in evaluating the faculty, A strong con-
nection between the evaluation of teaching effectivencess
and promotion and tenure decisions is a characteristic of a
supportive teaching culture (Jenrette and Napoli 199+
Wolvertonand Richardson 1992).

A Model of Instructional Improvement that Includes
Individual, Interpersonal, and Group Forces

Figure 1 illustrates a “general change model™ that includes
the recognition of a teaching culture within which sources of
informative feedhack—selt, students, colleagues, consultants,
and chairs—influence the various stages of the process of
change. In several ways the model provides an underlying
analyvtic framework for examining instructional improve-
ment. First, for many years parts of this model have proven
to he usetul and popular for explaining human change
across i wide variety of settings. Second. the model explic-
ith: acknowledges the important influence of the content of
organizational culture on the initiation, implementation, and
persistence of behavioral change in human systems, This
attribute makes the model especially useful as a heuristic




FIGURE 1
THE PROCESS OF INSTRUCTIONAL IMPROVEMENT
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device for exploring the influence of particalar aspects of
’ the teaching cubture, such ¢s the tormal use of teaching port-
' folios in faculty evatuation, on the process of change
(Hutchings 1993 Seldin 1993). Third, because of its com-
. prehensiveness and generatizability. the model encompasses

many or all of the coneepts and component parts of other
models implicitly or explicitly derived frome it As aresalb it
is fleaible enough to examine the importance of infornutive
fecdback at all stages of the process of chiange. which
means that atl of the primary sources of informative feed-
back tsell, students, colteagues, consuttants, and chairsy can
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be conccived of as having a potential bearing at every stage
of the process. This feature is especially important, because
most strategics for improving instruction can be discussed
and even categorized according to their particular sources or
means of acquiring informative feedback and guidance for
chiinge (Braskamp, Brandenburg, and Ory 1984: Centra
1993). Fourth, it explicitly considers the important influence
of individual differences (for example. different professional
goals during different stages of development) on the process
of change. allowing the model 10 be applied to the special
needs of particular subgroups of faculty, such as new and
junior faculty (Sorcinelli and Austin 1992),
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THE TEACHING CULTURE

Inspring ... 1990, the American Association for
Higher Education (AAHE) ostablished a new program
aimed at improving college teaching and learning.
Though now encompassing a rvariely of projects ane
lines of waork. the Teaching Initiative Cas we cedl it)
continnes to pursue a single, wnifving vision: what is
needed for improrement of instriction is a culture in
which teaching and learning are the s:djoct of serious,
sustained discussion and debeate; where peaple talk
about teaching. inquire huto its effects. and work
together for improvement (Hutchings 1993h, p. 63).

LHike the way the chair of the English Department at
Steinford put it: “What we're tryving to do.” be said, “is (o
create a culture of teaching, one in which the conrersa-
tions, the prioritios fand. [ wonldd add. the ritnals and
kinship systems] of the depertiment bare teaching at their
conter.” .. To change ageadentic culture in this wey will
not be casy. But cofleges and nniversitios bave alieays
taken justifiable pride in their cononitment to inguiry
and criticism in all ficlds, cren those where dognia and
babit make real scrutiny inconifortable. Now we must
tiorn this torgh scrutiny o onr own practices. traditions,
cnd cultiore. Only by doing so will we make teaching
truly contral to higher education (Shulman 1993, p. 7).

Concepts of Organizational Culture

College instructors do not teach in o vacuum, They are part
of an organization whose culture could both positively and
negatively affect their teaching. The intellectual origins of
modern cultural analysis of organizations are predominuntly
in anthropology and sociology tAlkire and Firsirotu 198+
Ouchi and Wilkins 1985), Anthropologists and other ¢thno-
graphic scholars have long studicd cultures. but it was not
until the carly 1980s that a growing number of organizational
researchers began to view organizations as “culture-bearing
milicux™ (Louis 19920 . 5090 The cultural perspective in the
study of caganizations challenges and contradicts the
assuniptions and approaches to research associated with the
traditional. rtional-structural perspectives on organizational
behavior (sergiovanni 19920 Shafritz and O [992). One
important and distinctive contribution of tie cultural perspedc-
tive is that it deaws our attention to the “espressive. nonri-
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tional . . . subjective. interpretive aspects of organizational
lite™ (Smircich 1983, p. 359).

Although “the essence of a group's culture is its pattern of
shared, taken-for-granted basic assumptions, the culture will
nunifest itself at the levels of observable artifacts and shared
espoused values, norms, and rules of behavior™ (Schein
1992, p. 20). Thus. the content of organizational culture can
be analyzed at various levels along a continuum extending
from the most implicit essence of culture to the most explicit
expressions of that culure. The deepest level of cultural
content is the essence or “substunce” of organizational cul-
ture—the webs of shared meanings that constitute deeply
embedded assumptions and beliefs common to members of
a group. While the substance of an organization’s culture is
fargely implicit. intangible. and unconscious. it is expressed
to group members on i more tangible surface level in terms
of more explicit cultural “forms™—artifacts. such as rites and
ceremonials, and other symbols that are more readily ob-
servable (Trice and Bever 1984, p. 654). The substance of
culture comprises the tacit underlying assumptions. beliefs,
values. philosophies. and ideologies that essentially shape
organizational behavior. The torms of culture include a vari-
ety of observable artifacts. such as rites, rituals. ceremonials,
mvths. sagas, stories. language. gestures. architecture, infor-
mal and formal rules. practices, norms. patterns of behavior
and interaction. and other symbolic processes (Kuh and
Whitt 1988; Peterson, Cumeron, Jones, Mets. and Ettington
1986; Peterson and Spencer 1990; Shafritz and Ot 1992
Tierney und Rhoads 1993; Trice and Beyer 1984). Cultural
forms provide most of the available evidence ubout the core
or substance of culture.

‘Although culture can and should be thought of as 4
source of stability in organizations in many ways (Hatch
1993; Parsons and Plat 1973: Schein 1992). it is important to
remember that organizational cultures are constantly evoly-
ing. being constructed and reconstructed., both shaping
human interaction as well as being shaped by it (Jelinek.
Smircich. and Hirsch 1983, p. 331). And many approaches
have been recommended and applied in the promotion of
change in organizational cultures (Chaftee and Tierney 1988;
Deal and Kennedy 1982; Hateh 1993: Kilmann, Saxton, Serpa.
and Associates 1983; Peterson et al. 1986; Rhouds and Tier-
ney 1992; Sathe 1983 Schein 1992; Trice and Beyer 198+4).
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As revealed ina tcultural audit” the shared basic assump-
tions constituting the essence. core, or substance of culwre
*are very difficult to discern. Group members are not fully
and consciously aware of basic cultural assumptions and
therefore take them for granted, rarely challenging them or
even thinking or talking about them. When asked about
such assumptions, individuals have difficulty discussing
them directly. Instead, they speak of their organization’s
distinctiveness by describing conerete exaumples of surface-
level artifacts or expressions of deeper cultural content.
Describing a familiar ritual or telling a story is their way
of communicating what the culiure means to them (Wil
kins 1983).

Challenges in studying organizational culture thus arise
“hecause culture is implicit, and we are all embedded in our
own cultures. In order to obsenve onganizational culture, the
researcher must find its visible and explicit manifestations”
(Masland 1983, p. 1o, Such ovent. angible, and accessible
cultural forms provide “windows on organizational culture”
(p. 160). As a result, most researchers of organizational cul-
ture work hurd to discern the meanings of the elusive, essen-
tial substance of culture through analysis of the cultural
content that is expressed in more aceessible, surfuce-level
cultural forms. When studying the work culture of an organi-
zation, inquiries regarding the nature of work that is expected
and the type of work that is rewarded can be particularly
revealing (Wilkins 1983, p. 30,

The recent rediscoveny of the culwral perspective for
organizational analysis began in the late 1980s with some
well-known applications to the study of business organizi-
tions (Deal and Kennedy 1982; Ouchi 1981: Peters and
Waterman 1982). The findings of these studies supported the
contention that strong. congruent cultures promote cffective
organizational performance. Following some carly and well-
known studies of the organizational cuttures of academic
institutions (13. Clark 1970, 1972; Riesman and Jencks 1962),
a growing number of such studies began to appear in the
fate 1980s (Bergquist 1992; Cameron and Fuington 1988
Chaffee and Tierney 1988: Peterson and Spencer 1993: Rice
and Austin 1988; Tierney 1988:1). The study of subcultures
within acadenue institutions began with the exploration of
student cultures (Bushnell 19602: Clark and Trow 1960;
Feldman 1972; Peldman and Newcomb 19690 Hugthes,
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Becker, and Geer 1962) and has expanded to include
insights into various dimensions of faculty culiures (Austin
1990a: Boice 1992b: B. Clark 1985, 1987a, 1987h: Schuster
and Bowen 1985: Tierney and Rhoads 1993; Wergin 1994:
Whitt 1991) and. finally. cultural perspectives on the college
presidency (Bensimon 1989; Tierney 1988b).

The Teaching Culture and Its Place
In Colleges and Universities

Many . well-researched and persuasive critiques of
higher education focus on the inadequacy of our com-
mitment to the quality of instruction and the limited
prestige of teaching in the catues and reward systenr of
academic culture. . .. There are historic reasons for the
gradual shift toward a research model on American
campuses, particularly at institutions with graduate
programs. But therve is also compelling evidence that
concern for teaching bas necer been absent or silent,
coen on these ccompuses. Instead. teaching bas perbaps
been submerged—caned deserees to take its vightful place
once dgain in our institutional cultiore (Shelton and
DeZure 1993, p. 27).

From 1636 through the late 19th century, American colleges
were predominantly teaching institutions, based largely on
an adapted English model of higher education devoted

1o the development of the student as a whole person
(Brubacher and Rudy 1968 Carnegic Commission 1973:
Rudolph 1990). Essentially. a culture of student development
(primitive by modern standards and concepts of college
student development) was the dominant culture of American
higher education for over two centuries. During this time,
the teaching culture represented an important subculture of
the overall collegiate culture, in some ways contributing to
students” development and in other wiys constraining it
(Cowley 1938; Fuhirmann and Grasha 1983).

Two important developments in the e 19th and carly
20th centuries promoted a reconstruction of the faculty work
cultures in American institutions of higher education. First,
thousands of new protessors, who had been educated in
Germany, joined our faculty ranks, These professors were
greatly intluenced by some powerful assumptions embedded
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in the cultures of German universitics, and when these cul-
tural influences were selectively combined, taken out of con-
text, and adapted to the American university, rescarch and
the advancement of knowledge for its own sake became
impressive and valued undertakings. The “practice of
research became elevated into an all-encompassing sdeal”
(Vevsey 1905, p. 127). Second, during the same period. facul-
ty and administrators were shaping a distinctively American
service ideal as an important mission of academic work.
Reaching its zenith in the Progressive Era, this ideal placed
research in the highly valued role of helping to solve soci-
ety’s problems. In effect. "the American university united two
divergent conceptions of research™ (Metzger 1961, p. 107).

From the perspective of cultural dynamics. the research
ideal initially entered American institutions at the level of
artifacts—facuity practices or behaviors—that met with suc-
cess, as viewed by some members of the academy. When
the appreciation of the value of such work spread among a
wider audience, both inside and outside the university, a
critical mass of group members began to espouse the value
of research work. And when the ongoing suceess of these
valued research activities began o be taken for granted, the
high status of rescarch became part of an underlying
assumption about the kind of faculty work expected and
rewarded (Hatch 1993: Schein 1992,

Based on his study of faculty culture in American higher
education. the author of The Academic Life: Small Worlds,
Different Worlds observes that the research ideat has resulted
in "hierarchics of status™ stretching from the highest-status
research universities to other doctoral universities o compre-
hensive universities to liberal arts colleges to the towest-
status community colteges (B Clark 19874, p. xx3i). He
further conctudes that the “greatest paradox of academic
work in modern America is that most professors teach most
of the time, and large proportions of them teach alt the time.,
but teaching is not the activity most rewarded by the aca-
demic profession nor most vatued by the system at arge”
(pp. 98-99),

Institutions at all levels in the hierarchy express a desire
for more of the prestige associated with the research ideal.
This “research surge™ has intensified in the past decade or
two (Schuster and Bowen 1985, p. 10). Beaause of the large
supply of new Ph.Ds from top rescarch universities who
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are already sociatized into the rescarch ideat. the desire on
campus for research-related status is growing. But ~the goul
of becoming “a leading rescarch university” [has been]
espoused explicitly at many e wtoral-granting universities
that are still some distance from achieving distinction”
(Schuster and Bowen 1985, p. 10).

To some extent. pursuit of the prestige of the research
wdeal is even felt at institutions where the primary criterion
for tenure and promotion has long been effective teaching.
Faculty dedicated to the teaching imperatives of community
colleges seek ways to keep up with advanees in their disci-
plines. to be viewed as scholars, and to conduct some
rescarch (Palmer and Vaughan 1992: Vaughan and Palmer
1991). At the same time. research and other doctoral univer-
sities often refuse tenure to outstanding teachers because
their research record is considered inadequate.

Such repetitive professional bebarvior on the part of the
eralnating dcademics resilts not from poersonal willful-
ness but front the underlying structinre of commiibents
and related reweards. .. This underlying problem bas
not and il not go areay. b the inability to reward
rndergraduate teaching. we find the Achilles beel of the
Americant rosearch nndversiy. . serions reform that
seoks . changes are somewhere on the drawcing bocrd
in virtualdly crery major niversity. challenging admin-
istredtons cond faculty to creatively alter rewards _for the
professoriate. eren at the risk of creating a division
hetiween a teaching facnlty and a researceh fucnlty.
some small gains are macle in stiffening the teaching
criterion in promotion decisions. But with competition
for scholarly status powerfully concentrating the institi-
tionetl minel. the tidles v strong in the opposite direc-
tiont (1. Chrk 1987a0 pp. 205-00).

To the extent that the rescarch-based hierarchics of status
clearty affect the dominant culture of 2 higher education
institution. the teaching culture of that cotlege or university
can be meaningfully viewed as a subeulture. Nearly every
tpu of organization. including colfeges and universities, is
characterized by a dominant culture as well as one or more
subcultures (Bergquist 1992; Gregory 1983 Sacknmann 1992).
The embedded values of an organization’s dominant culture
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are manifested in observable artifacts that express the basic
beliefs shared by most members. The subcultures that nor-
mally develop either support. contradict, or are lurgely inde-
pendent of the shared values of the dominant culture of the
organization.

Three types of subculures have been identified: enhanc-
ing. counterculural, and orthogonal (Martin and Siehl 1983).
An enhancing subculture can be found among organiza-
tional subgroups where members” commitment to the basic
beliets of the dominant culture is stronger than the commit-
ment of other members of the organization (pp. 53=54). A
supportive teaching culture is most likely to be an enhine-
ing subculture in a community collége or a small private
college where the research ideal is weak and the teaching
ideal is strong. In these highly teaching-oriented institutions,
subgroups of faculty often actively support or serve on fac-
ulty or statt development committees and participate regu-
farly and enthusiastically in @ wide range of instructional
improvement activities promoted by the committee and its
administrative supporters,

A counterculture exists when some of the basic beliets of
¢ subgroup in the organization “present a direct challenge to
the core vatues of a dominant culture. Thus a dominant
culture and 2 counterculture exist in an uncasy symbiosis,
taking opposite positions on value issues that are criticatly
important to cach of them™ (Martin and Sichl 1983, p. 5. In
targer doctoral and research universities, where the research-
based. status-secking ideal is prominent. a subculture highty
supportive of teaching is more likely to match the character-
istics of a4 countereulture. Faculty's perceptions of the con-
ficting work demands placed on them by the dominant
research cultures and the teaching subceultures at such uni-
versities have been well documented (Bowen and Schusier
10R0; Bover 1990: Carnegie Foundaton 1989: Dey et al.
1993 Grav. Froh, and Diamond 199.2: Ratclitf and Associates
1995; Schuster and Bowen 1985).

Finaliy . in an orthogonal subculiure. the members would
simultancousty accept the core values of the dominant cul-
ture and separate. uncontlicting set of values particalar to
themselves™ EMartin and Sichl 1983 . S H.

A president at a doctorate niirersity. i« ommenting
on the mission of bis institutions, put it this way: “Ihis

I
The embedded
values of an
organization’s
dominant
culture are
manifested in
observable
artifacts that
express the
basic beliefs
shared by most
members.
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campus should be a place where both great teachers
and great researchers function side by side. We shorld
bave the coufidence to say. “Look, you're a great
researcher and we are eager to bave you bere doing
what yout do best.” He then added. “We should also be
able to say to d colleague. “You are terrific with stu-
dents. but you are not publishing. Still, we want you to
belp us perform an important mission on the campus.”™
This is precisely the kind of division of labor that should
be clarificd and strengthened at doctorate-granting
institutions (Boyer 1990, pp. 58-59).

In such a doctorate-granting university, which has tradi-
tionally adhered strongly to the research model. u supportive
teaching culture would fit well the churacteristies of an
orthogonal subculture, In an orthogonal teaching subculture,
for example, members of the relevant subgroup would be
comnitted to hoth the basic beliets of the dominant culture
of research and to a set of shared blliefs regarding the
importance of the contribution of teaching and instructional
improvement to that culture.

The Teaching Culture: A Subculture or
A Dominant Culture?
Research cultures are not the dominant culture at all colleges
and universities. despite certain trends in that direction. In
fact, the degree to which one or another culture is dominant
in a school still varies across institutions of higher education.
At some schools, a teaching culture could be as dominant
as—or even more dominant thun—the research culture. In
addition, some recently published reports (sce, in particular,
Boyer 1990 and Pister 1991) have prompted many universi-
lies to begin the process of formulating new institutional
policies that seek to restructure fuculty roles and rewards so
that quality of teaching und instructional improvement are
promoted, evaluated, and rewarded on a level comparable
to rescarch (Roberts, Wergin, and Adam 1993). Regardless of
which culture dominates at a particular school. it can still
support (enhance). contradict (counter). or be neutral to
(orthogonal) the other,

Some analysts maintain that teaching and resc.drch are
mutually supportive (see, e.g.. Leary 1959), whereas others
tuke the opposite view that the two are mutually antagonis-
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tic (see, eg. Catten 1958). Perhaps neither is the case. A
meta-analysis of @ number of studies found that, when
results were averaged across a number of different colleges
and universities, the rescarch productivity of individual fac-
ulty members was positively associated with their teaching
etfecdveness (as measured by the perceptions and evalua-
tions of their students) but only to a very small degree (» =
+.12) (Feldman 1987). On the basis of this small positive
correlation between rescarch productivity and teaching
cffectiveness, it could be naintained that the two are at best
slightly beneficial to one another. But it could just as well be
argued that the correlation is so small that for all practical
purposes the variables in question are generally indepen-
dent of each other.

Faculty obviously could separate themselves into more
than just two cultures. Just as those interested in academia
have come to realize that there are different types of schol-
arship—for example. research, teaching, application, and
integration (see Bover 1990; Rice 1991: Richlin 1993; Schon
1993)—0 the possibility of a type of subculture or culture
associated with cach arises. One reconceptualization of
scholarship uses the Parsonian four-function paradigm as an
anmlvtic framework from which to deduce a somewhat dif-
ferent set of categories of scholarship: rescarch and graduate
training: teaching: service: and academic citizenship (Paul-
sen and Feldman 1993). Again. cach could well be associ-
ated with o separate cutture on campus, :

In recent years, institutions have been increasingly
encouraged o capitalize on the diverse dimensions of schol-
arship. Some institutions might wish to focus their mission
and their faculty's schotarship relatively more on one of
these several dimensions than on others. Liberal arts col-
teges, comprehensive colleges, and research universities—as
three difterent types of institutions—might wish to empha-
size more the scholaddy activities of teaching. service, and
research, respectively. In contrast, sone institutions miglit
wish to encourage their individual faculty members to spe-
cialize in their most preferred scholarly activities—those that
capitalize on their distinetive taleots, This Tatter approach is
appropriate for many doctoral universitios to consider.

These institutions (ypically see themselres as being i
transition, " embracing to ¢ rery lavge degree the
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research model. . . . [But] doctorate-granting institutions
need also to recognize professors who make exceptional
contributions to other scholarly areas: integration.
application, and teaching. At these institutions, perbaps
more than any others, the mosaic of talent should be
carefully considered (Boyer 1990, p. 38).

Regardless of whether the teaching culture is the dominant
culture or a subordinate subculture at a particular school, and
regardless of whether it enhances, contradicts, or is orthogo-
nal to other cultures or subcultures at the particular school,
the characteristics of a supportive teaching culture are of great
importance. The effectiveness of all strategics to improve
instruction clearly benefits from the presence of a culture that
supports teaching. The next subsection draws upon the wis-
dom, experience, and research generated by instructional
developers, administrators, faculty leaders, and other higher
education scholars to synthesize what has been learned about
the characteristics of a supportive teaching culture.

In Search of a Supportive Teaching Culture

Most research on the characteristics of cultures that support
teaching in today's colleges and universities has focused on
identifying forms or artifacts common to institutional or
departmental cultures that place a high value on teaching
and its improvement. In particular, the focus is primarily on
organizational structures, behaviors, interactions, documents,
policies, and practices that appear to be outward manifesta-
tions of the values, beliefs, and assumptions constituting
those academic cultures that promote, support, and reward
efforts to improve the quality of teaching. The research liter-
ature consists primarily of qualitative studies, case studies,
and surveys. In combination, these studies have consistently
identified a number of prominent characteristics of cultures
that support teaching and its improvement. Eight of them
are especially salient.

Commitment and support from

bigb-level administrators

To promote the improvement of instruction, the unambigu-
ous commitment and support of senior administrators is nec-
essiry. It is important that “teaching improvement activities
fbe] given high visibility by the senior administration in order




to illustrate their importance™ (Wright and O'Neil 1994, p. 26).
High-level administrators perform the critical role of commu-
nicating the institution’s mission in terms of the value placed
on teaching. In general, faculty need to be convineed that
the administration’s positive rhetoric about excellent teaching
*is not merely polite language to satisfy various external con-
stituents and that it will indeed drive the reward system”
(Armour 1995, p. 20). An evaluative study of the Lilly
Endowment Teaching Fellows Program at 30 resea h univer-
sities illustrates the important impact that supportis ¢ senior
administrators can have on the way teaching is valued.

One example is provided by the Criversity of Massachu-
setts, where, eren in the midst of serions financial con-
straints, the teaching fellows program bas continued
withont external funding and. additionally. a center
Jor teaching bas been established. This success owees
ninch to the considerable involvement of the associate
rice chancellor for academic affairs in the program.
especially during its earliost years. and bis strong public
adrvocacy of the importance of teaching at the institi-
tion el the comtribution made by the teaching fellows
program (Austin 1992, p. 83).

A recent case study of the eftorts of the University of
Massachusetts at Amherst to * "encourage a culture on campus
that vatues teaching” has also emphasized how important it
is for (e campus community~—especially faculty—to feel
that the acministration clearly values teaching highly Aitken
and Sorcinelli 1991, p. 6:+). The findings also indicate, how-
ever. that at research universities such as this one. adminis-
trators might be hesitant to speak out in favor of the value of
teaching because they are concerned that faculty could per-
ceive that the administration does not adequately support
the institution’s rescirch mission. Clearly. faculty and admin-
istrative support for teaching and its improvement are inter-
dependent. In other words. Faculty and administrators must
coine together to establish shared values about teaching,

Faculty involvement, shared ralues,

and a sense of ownership

White the strong support of senior administrators is an
essential component of a culture that encourages the
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improvement of instruction, the widespread involvement of
faculty in every aspect of planning and implementing
improved teaching is necessary to increase the chances for
shared values between administrators and faculty. In-depth
case studies of 10 liberal arts colleges where faculty were
highly committed to teaching revealed that “participatory
leadership™ and ~organizational structures™ that encouraged
“active involvement of faculty in making important institu-
tional decisions”™ were common characteristics of the teach-
ing cultures of these exemplary colleges (Rice and Austin
1990, pp. 28-29).

Miwmi-Dade Community College’s Teaching and Learning
Project was the first recipient of TIAA-CREF's Theodore M,
Hesburgh Award for the most outstanding faculty develop-
ment program dedicated to the enhancement of the quality
of teaching. The “bDlueprint for change™ underlying this proj-
cct serves as a model for all colleges and universities seek-
ing to create a culture supportive of teaching. The project
director and @ member of the steering committee describe
how they worked to promote shared vatues about the
importance of teaching among members of the campus
community :

The first area 1o be addressed was that of institutional
calues related to teaching and learning. . . the
Teaching Learning Values Subconnnittee . . . began
with an intensive research review of college-produced
docroments, self-studies, and materied written abont
Micmi-Dade. From this reviewe they identified implicit
vatlies fthatl were then placed into a survey and sent to
all college personnel as well as a sampling of sindents
and connmunity members. Seceral cveles of activity
Jollowed . Jand] a set of seven instititional ralues
related to teaching learning - articulated. ... This
values document then became the cornerstone of the
entive profect (Jenrette and Napoli 1994, p. 6).

The results of case studies at 12 other community cotleges
indicate that institutional culares characterized by shared
values hetween administrators and faculty “centered on the
importance of promoting [students T achicvement™ are the
most likely 1o manifest faculty hehaviors that promote stu-
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dents learning (Richardson 1993, p. 106). Further, among
colleges and universities participating in the Bush Foun-
dation Faculty Development Project. researchers found that
institutional cultures characterized by shared faculty-adminis-
trative teadership that promoted a sense of “faculty owner-
ship™ had more successful facalty development progrims
(Eble and McKeachie 1985, p. 210).

A broader definition of scholarship

After neady a full century since the construct of scholarship
was given its contemporary meaning, the 1990s have wit-
nessed growing efforts to reconeeptualize and expand the
meaning of scholarship (Bover 1990; Lynton and Elman
1987 Paulsen and Feldman 1993 Rice 1991 Schon 1995).
The results of four recent case studies of institutions ranging
from a large rescarch university to a small liberal arts college
indicate that one of the factors that influences the retation-
ship between the culture of a campus and the value it places
on teaching is “an appropriate balance between teaching
and scholarship™ (Armour 1995, p. 200, For example, at
Svracuse University in 1992, Chancellor Kenneth A, Shaw
promoted a broader conception of scholarship that was to
include discovery. integration, application. and teaching. In
response, academic departments have been reformulating
their evaluation of faculty to tike into account a broader
range of scholarly activities. In particular. rescarch on effec-
tive teaching in one's own discipline is now given more
attention during evaluation. A study of 10 exemplary liberal
arts colleges found that cach college inits own way chal-
lenged the restrictive view that scholarship equals rescarch.
These schools vatue as scholarship various forms of faculty
work. including teaching, rescarch, and serviee. This ex-
panded view ~allows faculty to build on their own scholarly
strengths and be rewarded for them™ (Rice and Austin 1990,
p. 330

A teaching demonstration or pedagogical

colloquium as part of the biring process

Campus cultures that highly vidue teaching regutarly include
some demonstration of effective teaching as par of inter-
viewing and hiting new faculty (enrette and Napolr 1991
Rice and Austin 1988). A recent survey of faculty develop-

Teking Leaching Sertonsly

ERIC

PAFullToxt Provided by ERIC

R1




ment professionals found that the policy of “hiring practices
[that] require demonstration of teaching ability” was ranked
among the top 10 institutional practices in terms of its
capacity to contribute to the improvement of teaching
(Wright and O'Neil 1994, p. 10).

A ~disciplinary teaching colloquium™ or a “pedagogical
colloquium™ would provide an opportunity during the inter-
view process for a candidate “to do something that begins to
demonstrate this or her] understanding of the teaching of
fthe] discipline”™ (Shulman 1995, p. 7). Three models have
been proposed for this colloquium. The first is a “course
narrative or course argument” approach, in which tie candai
date uses a syllabus to explain how he or shie would teach
the course, what would be studied. and wnat the wacher
and students would experience—thereby unveiling the
candidate’s philosophies of teaching and learning in the
discipline. The second approach is a ~colloquium centered
on an essential idea or concept.” in which the candidate
sclects one disciplinary concept that is well known to be
very difficult for students to learn and explains various
approaches he or she would use 1o promote learning of that
concept. In the third approach. a “dilemmia-centered colto-
quium.” the candidate is asked to think out loud about an
inherent problem in teaching the discipline, such as “the
right bulance between breadth and depth in an introductory
course” (pp. 7-8).

The pedagogical colloquium model has been used at
Georgetown University. In the German Department. for
example, the course narrative and dilemnua-centered
approaches are introduced during the interview to encour-
age candidates to tatk about how they would weach an intro-
ductory course. The associate viee chancellor for academic
affairs at the university justifies the university's use of the
pedagogical coltoguium approach: “[We especiatlyl needed
to know more about what these candidates could contribute
to a campus that prides itself, 1 think quite correctly. on
quality teaching™ (Byrnes 1995, p. 7).

hithe end. e fornd oroselees thinkong how nieh
more certain we cordd e about harnig chosen the right
canedidete to be our fittire colleague by onr close atten -
tion to teaching i that picotal imoment that hiving is in
oy depetrtment (3yrnes 1995, p. 10)
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Frequent interaction, collaboration,

and community among faculty

Institutional and departmental cultures that support teaching
are characterized by opportunities for frequent interaction
among faculty regarding teaching-related issues (Ferren
1989: Massy. Wilger, and Colbeck 1994: Wright and O'Neil
199-). Interviews of 88 faculty at six rescarch universities
indicate that one of the important institutional characteristics
that can help increase the intrinsic rewards of teaching is the
availability of “opportunities 1o talk about teaching™ in dis-
cussions with peers as well as students, faculty are able o
remind themselves of the intrinsic rewards of teaching (Froh.
Menges. and Walker 1993, p. 93). The results of an 11-
campus study of “institutional eftorts o create and or main-
tain positive teaching climates™ demonstrate that one of the
most important characteristics of a positive teaching culture
is the opportunity for collegial interaction and collaboration
about teaching (LaCelle-Peterson and Finkelstein 1993, p.
22

Frequently. faculty report these interactions in the coi-
text of team teaching. ... Faculty who bad ternght in

such conrse clusters ... report that the experience was
the occasion for their imost mecting oftel teaching inter-
actions (LaCelle-Peterson and Finkelstein 1993, p. 28).

A relatively recent review of the literature on facuity collabo-
ration in teaching identifies three major benefits 1o teachers:
improvement of teaching ability. increased inteltectual stimu-
Lation, and reduction in the degree of isolation associated
with traditional teaching (Austin and Baldwin 1991, Pp-
t1—13).

After the original three-vear funding period for universitics
participating in the Lilly Endowments Teaching Fellows
Program ended. many of the universities continued to fund
the program without external support. A comprehensive
evaluative study of these programs reveals that one of the
characteristios of the campus cultares that fostered the con-
tinuation of such programs was the substantial sense of com-
munity that had been established among faculty s wiited
with the progrant in previons years. [Ewas customary to
mahe clear 1O new teaching fellows that they were “joining
group of faculty committed to teaching and spanning univer:
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sity departments and yeuars of involvement in the program”
(Austin 1990b, p. 72). The creation of a community of teach-
ers such as this has demonstrated the potential to defend “the
program it budget constraints threaten its existence™ (p. 72),

Whether through peer visits, informal study groups.
conferences. or social erents. the input of others offers
new and orviginal ideas. provides intellectual stinnila-
tion around teaching issues. and creales da sense of
community that helps to break down the isolation felt
by many college teachers (Aitken and Sorcinelli 1994).

A faculty development program

or campus teaching center

Campus cultures that value weaching are characterized by
extensive faculty development programs (LaCelle-Peterson
and Finkelstein 1993: Rice and Austin 1990: Richardson 1993),
often coordinated by the staft of o campus teaching center
(Aitken and Sorcinedli 199+ Ambrose 1995; Austin 1990b;
Fenton 1991; Jenrette and Napoli 1994 Xright and O™Neil
199-1). A typical campus teaching center is a university-
tunded branch of the office of academic affairs. It is common-
v operated by a director and trained teaching consultunts.
The tasks performed by the Center for Teaching at the
University of Massachuscetts at Amherst. for example, are rep-
resentative of those performed by most centers,

Since its inception, the center bas offered an erer-
increasing range of resonrces and progrems for
erhancing teaching and learning. They include indi-
ridual consultations. departmerital constilteitions,
WOrkshops. sentinenrs, conferences, tedaching assistent
training programs. annual aicard programs flikel the
Teaching Fellows Progrant and Faculty Grants for
Teaching, materials on teaching derelopment, and
instititional participation in grants aoid resecarch on
teaching and faculty developiment (Aitken and
Sorcinetli 1994, p. 60),

tn a recent survey. faculty development professionals
rinked a leampus teaching] center to promote effective
instraction” as one of the op 10 institutional practices in
terms of its capacity to improve teaching (Wright and O'Neil
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1994, p. 10%. A recent case study of the development of the
University Teaching Center at Carnegie-Mellon University
reveals a number of ways in which it “has had a marked
effect on the culture of the university™ (Ambrose 1993, p.

88). support for the center persisted through a major change _

in the central administration: moreover. the most recent

president created a new senior academic administrative posi- One ofthe most
tion in charge of “innovation in undergraduate education.” critical charac-
and the university “created the Center for Innovation in teristics Of in-
Learning™ as a focus for research connected to the work of stitutional and
the teaching center (p- 88).. Bccu}lsc ()f .lhc center's Ssuceess departmental

as ll‘u.- g:lmplu.x.fnr%xlm tfor g.lm u.\.\u){\ of issues rcl.ulcd to . cultures that
teaching, this tunction has been expanded and included in ,

the regular activities of other campus institutions. Recently, value teachmg
the center was moved to o new and prominent campus loca- is the presence
tion. symbolizing “to the campus community the ever- and activities
increasing importance of teaching”™ at the university (p. 88). Ofsupportive
Every semester the rate ol faculty participation in the cen- and ejfective

ter's activities has continued o increase. department

Supportive and effective department chairs chairs.
Recent empirical work offers strong support tor the carlier

conviction of higher education scholars (particularly Lucas
1989, 1900, 1994) that one of the most critical characteristics
of institutional and departmental cultures that vahue teaching
is the presence and activities of supportive and eftective

department chairs. A recent gualitative investigation of the
characteristics of departmental cultures that cither support or
inhibit faculty’s efforts to work toward effective teaching
included interviews with nearly 300 faculty at cight research
universitics. four doctoral universities, and three liberal arts
colleges (Massy, Wilger, and Colbeck 199-4). This ongoing
study of taculty across humanities, social sciences, and sci-
ence departments reveals that a supportive department chair
is of pivotal importance in creating aculture that really val-
ues teaching.

The chair may well represent the single most imprortant
Jactor in determining whether or not a department
actively supponts teaching. Interviewees cited the cricial
role the charr plays in credting an enviromment con-
dudive to effective teaching. i two departments. the
current chair is credited with revolutionary changes in
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the department—with resolving long-standing issues
related to undergraduate education. . . . As one facudty
menber said. Faculty never moved away from their
convmitment to teaching —it just wasn 't rewarded as
B seriously das research. [The cheir] wants the quality of

’ hoth [teaching ane researchf to improve and bas tried
= to revitalize and reemphasize teaching " (Massy, Wilger,
and Colbeck 199+, pp. 17-18).

A national sample of faculty development professionals
recently ranked “[deans’] and chairpersons’ recognition of
teaching as an important aspect of academic responsibility™
in the top 10 institutional practices in terms of its potential
to improve teaching: they ranked this role of the supportive
chair second out of a possible 30 institutional practices
(Wright and O'Neil 1994, p. 13). Studies of both liberal ants
colleges and research universities show that the department
chair is essential in @ campus culture that supports teaching:

Department chetirs cen concey to faculty members infor-
mation about bow teaching offorts are valued, bow time
is most profitably allocated. and on what basis rewards
are detormined. . .. Without the support of department
cheaiirs, mcony incentires to encontrage good teaching
mety be fruitiess (Rice and Austin 1990, p. 39).

A connection between rigorous evaluation of teaching
_ and decisions about tenure and promotion
' A number of recent case studies of institutions with campus
cultures that value teaching have consistently demonstrated
that 2 common and outstanding characteristic of such cul-
tures is the rigorous (peer - 1 student) evaluation of teach-
ing and the connection of this evatuation with decisions
about tenure und promotion (Armour 1993; Jenrette and
Napoli 1994: Richardson 1993). In a recent international
survey of faculty development professionals in the United
States (N = 163), Canada (N = 51), the United Kingdom (N =
82), and Australasia (N = 33), respondents in cach sample
country and region runked “recognition of teaching in
tenure and promotion decisions™ as the number one institu-
tional practice in terms of its “potential to improve the qual-
ity of teaching™ (Wright and O'Neil 1995, pp. 12-13). Clearly,
those who probably know the most about teaching cultures
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at colleges and universities around the world have in com-
mon the perception that the quality of teaching is particu-
larly likely to be enhanced in campus cultures where the
evaluation of teaching is connected to decisions about
tenure and promotion (p. 18).

Further, interviews with 300 faculty on 15 campuses
reveal that departmental cultures that support quality teach-
ing are more likely to value rigorous peer and student evalu-
ation of teaching and to connect such evaluation to de-
cisions about tenure and promotion. According to one facul-
1y member:

We are scrupudous in promotion and tenure decisions
about the evaluation of teaching. We insist that teaching
he very good. We review faculty menibers on a set sched-
e, Assistant professors are reviewed erery o yedis.
associates every: five years, and full professors erery set-
en years. The review inclucdes both teaching and
research, as well as service and other contributions to
the field (Massy . Wilger. and Colbeck 199+ pp. 10-17).

Even at research universities, departments with cultures that
support teaching differ from others in important ways.

These departments scrutinize their jrotior members”
teaching skills and offer guidance and assistance
hefore crucial decision points. They are changing the
standeard line. “Good teaching can't belp you. but only
terrible teaching can bt you.” to “Good (not necesser-
ily excellent) teaching is a necessdry but not sufficient
condition for tenure” OMassy. Wilger, and Colbeck
1994, p. 170,

In sum, strategies o improve instruction are both nur-
red by and help to create more supportive eaching cul-
tures on college and university campuses. Supportive
teaching cultures facilitate the informative teedback o wach-
ers SO important 1o improving teaching—tecdback that
comes from the teachers themsebves as retlective practition-
ers. from students, and from colleagues, consultants, and
department chairs. The next three sections consider these
various sources of informative feedback and the strategics of
instructionad improvement associated with them.
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THE TEACHER AS REFLECTIVE PRACTITIONER

There is dissatisfaction with much of the instruction
now going on in American colleges dand nniversities.
Criticisms of teachers and teaching have come from
legislators, students, college administrators, and cren
Srom some faculdty members. . A frequently offered
remedy s to make cffective teaching the basis for fuciil-
ty promotions. There are those who beliere that teach-
ing will be improved only if it is somehow evalueted
and used as c criterion for appointments or prono-
tions. This may be trie, but . if corrse or instruction-
al improvement is the godal, something nore than
single good-bad judgment is needed —something that
will give d teacher the Rivd of specific information
needed for improvement (Centra 1972 po 1)

Nearly a quarter century after those remarks were written.
the quest for discovering “wavs in which college teaching is
being and can be improved™ (Centra 19720 po D) remains,
This section and the next two examine the recent and some
of the carlier literature on the subject, emphasizing the theo-
retical and empirical foundations underlving the success of
contemporary strategies for improving instruction.

Researchers and anatysts consistently have demonstrated,
both theoretically and empiricatly. that college professors are
prinarily motivated by the intrinsic rewards of academic
work. including intrinsic rewards gained from teaching
(Austin and Gamson 1983: Berman and Skeft 1988; Bess 1077
Froh. Menges, and Watker 1993: McKeachie 1979, 1982 Olsen
1993). Intrinsically motivated individuals usually want o feel
competent and have a sense of self-determination—iwo
needs that aie closely related it not intertwined. In fact it is
“the need for sclf-determined competence” that underlies
intrinsic motivation (Ded and Ryan 1983, p. 32). ~This basic
need leads people o situations and activities that interest
thent, that provide optimal chatlenges. that allow them to
learn and achieve™ theci and Ryan 1982, p. 28). The need for
self-determined competence atso promipts individuals to scan
the environnient for feedback that informs them of the results
of their performance—producing aeritical psychological state
that an intrinsically motivated person continuously seeks
through work (Hackman and Oldham 19701 Teachers, for
example. might:
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. develop instructional rontines that include teaching,
reflection on informeation about successes and failures,
and then teaching again, with attempts to make
changes based on feedback. ... Many college teachers
do this natwrally. They solicit information as feedhack:
they reflect on their expoctations. beliefs. and velues:
and they experiment with different ways of teaching
(Menges 1991, p. 27).

The informative feedback that intrinsically motivated pro-
fessors continuously seek is exactly what drives the process
of instructional improvement. Further, most strategies for
improving instruction can be meaningfully arranged into
citegories according to the primary source of informative
feedback that serves to initiate, direct, andsor sustain the
changes in instructional behavior associated with a particular
strategy. The most prominent sources of such feedback (as
distinguished from "methods™ for obtaining this feedback)
are widely discussed in the literature on the evaluation of
teaching—self. students. colleagnes, consultants, and cheairs
(Braskamp and Ory 1994 Centra 1993). Indeed. the atten-
tion given to the usetulness of feedback from these sources
for the improvement of eaching relative to personnet deci-
sions has increased noticeably in the past 10 to 15 years
(Braskamp. Brandenburg, and Oy 1981 Centra 1979). This
section and the next two discuss strategies for improving
instruction that depend particulurly on informative feedback
from one of these five sources. This section focuses on

strategies that rely on instructors themselves as the primary

source of informative feedback to promote improvement; it
views the teacher as a reflective practitioner.

Practice-Centered Inquiry

The first source of informative feedback available o most
instructors is themselves. And the first information many
instructors receive dabout their teaching comes from their
own observations of their teaching. coupled with their
reflections on those observations. Instructional improvement.,
whether at the remedial. facilitative, or optimizing level, s
hest accomplished “in a manner that will permit careful
monitoring” (Sullivan 1983, p. 77 One wiy Lo create @ con-
tinuous source of informative feedback s to supplement the
traditional adage. “Think before vou act.” with the less con-




ventional, “"Act and reflect on your aaion”™ (Argyris, Putnam,
and Smith 1985, p. 52). Because college professors often
strongly nced to seck self-determined competence by con-
tinuously scanning their instructional environment for infor-
mative teedback. their behavior can be examined and the
source of changes in their behavior understood by viewing
them as “reflective praciitioners™ (Schon 1983, 1987). College
teachers. like most professionals, face familiar situations
repetitively. Some aspects of their behaviors and jractices
become routinized and automatic: portions of teeir under-
standings become tacit and theretore remain unexamined.
But routine clussroom practices sometimes produce unex-
pected outcomes. Teachers can respond 1o surprises, of
course. by ignoring them, but often surprises in the class-
room stimulate retlection. 1f 4 protessor thinks reflectively
about an episode of waching after class, he or she engages
in “reflection-on-action,” but it he or she thinks reflectively
about a teaching episode while in the midst of it he or she
engages in Cretlection-in-action.” While retlection-on-action
could lead 1o instructional change tomorrow, retlection-in-
action nutkes on-the-spot changes possible,

Coltege teachers form pessonal. implicit theories of wach-

ing upon which they often depend. even though they are not
particularty aware of their theories Such theories are likely to

he maceuriaie bease they are developed more or less
implicitly or subconsciously rather than explicitly and
thoughtfully. The purpose of these implicit theories is Largely
to protect instructors from the ambiguaity and complexity of
the teaching environment: further. they are influenced by
culturat norms grovnded in the broader institutional setting
of higher education (Rando and Menges 199D, Interview
data from qualitative studies have shown that such personal
theories do indecd influence teaching behaviors (Fox 1983;
Menges and Rando 1989). TUis important to reflect on turning
these theories into opportunities for improving instruction:

When we reflect on our experience. onr implicit theories
hecome apparent. cren ransparent Having been expli-
cated. napheit theories and the bebacion they produce
hecome part of what we can think about and expericne:
duwectly We are then able (o nse these theories prodine
tively. perbaps or combination with more formal theo
ries, Hhey hecome vebcles for naprocing onr pradice.,




rather thenn mere determinants of our reflexive bebaior
Rando and Menges 1991, p. 1D,

College teachers nutke cortain assumptions about their
teaching situations that manitest themselves in particular
values and standards. A teacher's behaviors are generally
intended to produce consequences that are consistent with
those vatues and stundards. In a particular teaching situation,
informative teedback about these immediate consequernices
allows the teacher to assess his or her effectiveness. 1 a
discrepaney is detected between consequences and vatues
or stundards. teachers can engage in 2 reflective conversa-
tion with the situation™ (Schon 1983, p. 1603). This reflection-
in-action cuan help teachers to become more aware of
differences hetween what they sayv they do (espoused theo-
ries) and what they actually do (theories-in-use) in a particu-
lar teaching situation (Argyris, Putham. and Smith 1983, pp.
S1=82) This tvpe of ~practice-centered inquiry”™ (Chism and
sanders 1980, p. 37) can lead reflective teachers o change
more than just those behaviors or strategies intended to sat-
isty the assumptions. values, or standards currently held
about the teaching situation. Reflective teachers can go a
step farther and raise questions about the appropriatencess or
validity of those underlying assumptions, vilues, or stan-
dards that in effect “govern™ their teaching behavior in a
particular situation. In short. in-depth knowledge or “double-
loop earning” underlies effective teaching in a given situu-
tion CArgyris, Putnam, and smith 1985, p. 80),

Recently. eritically reflective teaching (Brookfield 1993)
and transformative theories of adult learning and develop-
ment (M. Clark 1993; Mezirow 1991 have been applied to
the process ol instructional improvement. In the first stage of
transformative learning. actions that generate informative
feedback help instructors 1o increase their awareness of tand
make explicity the assumptions and beliefs ey hold about
ateaching situation. During the second stage, instractors
study informetive feedback regarding the sources wnd conse-
quences of their assumptions and beliefs. In the third stage,
informativ ¢ feedback begins to challenge instructors” hasic
beliefs and assumiptions, This stage is characterized by =eriti-
cab self-reflection™ that can be carried ont in ~discotrse with

others™ or “through “discourse” with onesclf tfor example, in
journal writing)” (Cranton 199 0. The Last stage of transfor-




mative learning involves instructors’ revising their basic
assumptions about a teaching situation and developing plans
to try out new teaching behaviors, which in i generates
more infornutive feedback as a focus for ongoing reflection
on teaching practices (pp. 739—11). Another clement added
to the coneept of retlection is the need for eachers "o
understand how considerations of power undergird. frame,
and distort educational processes and interactions” (Brook-
fickd 1995, p. 8).

Engaging in practice-centered inguiry and the attendant
activities ot reflective practice has been shown o be a usetul '
strategy for improving instruction (Amundsen, Gryspeerdt,
and Moxness 1993: Chism, Sunders, and Zidow 1987: Dahlin
199 1: Parker and Lawson 1978 smith and schwartz 1988:
Stevens 1988 Adtivities that constitute practice-centered
mquiiry or reflective practice can be arranged along wcontin-
uum. At one end are the informal observations, questions,

and redlizations that arise in the act of weaching, coupled
with the immediate reflections on them during and shortly
atter class. n the middie of the continuum are more persis-
ent. vet stll informal, eftorts at observation and inquiry: for
example. notes could be taken and records kept so that
sustained retlection could viekd meaningful patterns of
hehavior, possibly feading to a ¢change in weaching methods.
At the other end of the continuum, reflective practice takes
place within the framework of a more formal rescarch
design (Chism and Sanders 1980, pp. 58-59).

A recent ethnographic study of @ college professor used
data from interviews, chissroom observations, and docu-
ments o construct : vivid portrait of an cffective reflective
practitioner (Dahlin 199-0). This professor’s regular use of 4
teaching journal illustrates the kind of informal day-to-day
reflective practice that makes her particularty effective:

Fram the beginning of her carcer, Mcangaret nsed a
techiique that ensured reflection: a professional jorer-
netl i which she erote abont her teaching. learining.
cned growth. She grappled with ber goals, practices, and
persona. plerspersing contemplation with informeation.
b entry on Septenther 29, 198 3. demonstrated the
interticining of theory, practice, and introspection. “We
correctod each others quizzes as d weay of reinforcing
bnonledge and getting students to open upy and talk in
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Sront of each other. General meaybem ensued compared
to usual silence. Fine with me. We all need to relax
maore. trust owrselves with each other, take risks of
exposing awrselves.” Margaret related the acticvity (cor-
recting quizzes). offered « rationale (¢ way of reinfore-
ing knowledge and gotting students to open up). aned
reflected onits valte as she sawe it (8o all need to
refax more.”). Again and again, Margaret's journal
showed a person operating simultancousty in these
three spiberes. She described ber practice. ber reasoning.
and ber current reaction (Dahlin 1994, p. 59).

Other research has heen designed to promote reflection
about one’s teaching and to study the outcome of this reflec-
tion. For example, in the Teaching Excellence Program
Ohio state University, 17 faculty members from a wide vari-
ety of fields carried out one or more semester-long practice-
centered inguiny projects” (hoth formal and informal)
designed to encourage experimentation and reflection on
different wavs 1o improve their courses and teaching, Over
the course of 15 hiweekly seminars, participants were able
to share reflections about their projects in a safe™ environ-
ment (Chism, Sanders, and Zitlow 1987). Although the
rescarchers were concerned that many of the facuhly did not
really examine their teaching “critically”™ and that inquiry
projects did not generate “long-term growth in teaching
understandings™ (pp. L=13), they nevertheless outlined
certitin overall positive results of the projects:

Fowr Rinds of results of the completed projects were
noted: tnmediate improvements in practice. justifica-
ton of existing practices. professiontad publication pre-
sentation, and acquisition of general kuowledge.

The Lt [projects] that led to inminediate improvements in
practice are exemplified by projects b which new
tedching techniques were tested or materials were
dereloped (Chism, Sanders, and Zitlow 1987 p. 12y

In another study. sponsorcd by the Professional and
Organizational Network in Higher Education, faculty partici-
pants in a three-day workshop were asked o reflect on their
teaching and to make explicit the theories of action guiding
their teaching. Each participant wrote a case study of an




actual problem that had occurred in their teaching, including
any strategies they had used. any barriers encountered. and
a record of their conversations with students that showed
what was actually spoken as well as any thoughts or feelings
withheld. Participants then shared these reflections with
other workshop participants (Smith and Schwartz 1988). The
rescarchers betieve they "were suceessful in getting the par-
ticipants to recognize and dccept their action strategies of
making attributions and evaluations without illustrating or
testing them, and of behaving as if {they] were true.” They
agreed that in the future. however, they would also focus on
“identification (and change) of the wnderlying values of the
theory-in-use that informs these counterproductive strategics
and holds them in place™ (p. 82).

AUMeGHll University, faculty met weekly for two years in
a4 number of discussion groups (Amundsen. Gryvspeerdt, and
Moxness 1993). Weekly meetings typically consisted of activ-
ities that encouraged participants to reflect on the applica-
tion of new teaching principles and practices in their own
courses. Participants then shared reflections with faculty
colleagues in a supportive environment. At the end of the
two-vear period, the great majority of participants either
already had used or planned to experiment with the new
teaching approaches discussed in the seminars, and several
participants carried out formal classroom research projects.

We predicted that these methods wouldd support the
central prentise of practice-centered inguiry, namely.
that e large part of a professor’s knowledge about
teaching erolves from reflection and experimentation.
1he content of the faculty discussions and the number
of professors who actually tried rarvious teaching
apprroaches suggest that the faculty discussion group
structure is appropriate in addressing the more infor-
mal levels of reflection and experimentation
cAmundsen. Gryspeerdt, and Moxness 1993, p. 3500,

IUis of some interest that a qualittive study of the highly
personal and individual natre of mstractional changes G-
ricd out by 12 full-time faculty reveals that most mstructionadl
change docs not comprise sweeping innovations: instead.
professors recalled gradually evolving techiniques within
one aspect of teaching .. byl tinkering” with instructic mal

... most in-
structional
change does
not comprise
sweeping
innovations . ..
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strategies”™ (Stevens 1988, p. 671 The interview data provide
a somewhat different perspective on the nature, importance.
and effeciveness of reflective practice by illustrating two
different types ot unkering—reactive und reflective, Reactive
tinkerers tended to consider a limited range of teaching
techniques and to seck simple solutions 1o instructional
problems in ways that were unrelated 1o any meaningful
analysis of what would best help their students Tearn.
Reflective tinkerers considered o wider range of weaching
teehniques becaunse they continuousty experimented with
and modified instructional techniques according to @ mean-
ingful analysis of what would help their students learn.

Self-Assessment

The ultimate foundation of all reflective practice or self-
reflection is the ability and opportunity to engage in sclf-
cevahuttion or sel-assessment. Sel-assessment has certain
distinctive properties and advantages: Much of it is done
more or less automaticully: it is the most immediate source
ol information about one’s weaching: immediate adjustments
cun be made in response to itz it is self-generated and there-
fore optimally meaningful o the individuat instructor; and
compared to dl other sources of information, it takes place
the most continuously (Fink 1995, p. 193, Some form of
self-conlrontation is a natural prerequisite for enhancing self-
awnareness of one’s effectiveness in teaching, A recent book.
Assessing Paculhy: Work justifies the importance of sell-
dssessmenti:

Faculty themselies are the most important assessineitt
sotree becanse ondy they can provide descriptions of
theirwwork, the thinking bebind it aned their owit per-
sonal reporting, appraisals, erpretations, and goals,
Self-assessiment involves veflection and judgment. Only
the professors themselves cain make a case for their
werk i fact, e beave stressed that campuses shouled
support d ciltiere of assessiment i which faculty contin-
touslhy monttor aned dssess their own progress
CBrashamp and Ory 1994 po 102,

Iwo common methods ol collecting self-evaluations are
self-rating forms and sclf-reports (Carrolt 1981 AU many




colleges and universities, faculty are asked to complete the
same (or slightly reworded) teaching evaluation question-
naire as their students. This approach enables faculty to
analyze their work and to reflect on their teaching behaviors
along the same dimensions their students use to evaduate
them. A meta-analysis of 19 swidies found that the correla-
tion across instructors (which indicates the extent of relative
similarity) between instructors” overall self-ratings and their
students” overall ratings of them was +.29—a statistically
significant but modest positive correlation (Feldman 1989).
In terms of the extent of absoltte similarity of ratings. how-
ever, instructors on average tended to rate themselves ata
level similar to their students” ratings, In combination. these
two sets of findings indicate that some instructors rated
themscelves more fas orubly and some fess tavorabhy than
their students, accounting for the modest corretation coeffi-
cient. In terms of profite similarity—the pattern of ratings of
more offective and less eftectis e teaching behaviors—ithe
average correlation for 10 pertinent studies evaduated wis a
robust +.8 1. “indicating, that weachers as @ groupy assess their
relative strengths and weaknesses in wavs highly similar to
current students as a group” (p. 1530 This particular finding

provides evidence of validity for self-ratings as o means by
which instructors can accurately identify the relative
strengths and weaknesses in their teaching. Another meta-
analysis. of 31 studies. found that the average correlation

hetw een teachers and students inierms of the importance
they attached 1o the contribution of various teaching behav-
jors to effective teaching was +71 (Feldman 1988). This
finding offers a possible resotution o the often-disputed
claim that students and their instructors disagree on what
constitutes good teaching: it also offers indireet support for
the validity of self-evaluations.

Other evidenee suggests that faculty who have not expe-
rieneed course evatuations (for example. because no cam-
pus svsten tor evaluation exists or because instructors are
teaching a course for the first time) are more likely 1o rate
thensehves higher than their students do (Centra 19730),
This finding provides vet another reason for the importince
of conducting regular sell-ratings. Further, some rescarch
indicates that the greater the positive disaepancy- —the
amount by which selt-ratings exceed students” ratings—at
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midterm. the more likely the instructor will improve teach-
ing behaviors, as evidenced by increases in end-of-term
ratings by students (Centra 1973a: Pambookian 1970).

The Teaching Portfolio

scelf-reports completed by college professors traditionally
have been limited 10 vitue and reports of activities. Recently,
however they have been conceptuatly and functionally
expanded into a medium, conmpendium, and showcase for
reflective practice—namely, the teaching portfolio (Edgerton,
Hutchings, and Quinlan 1991: Seldin 1991). Teaching portfo-
lios are essentially an elaborate and reflective form of self-
cevatuation (Kahn 1993). The idea of the teaching portfolio is
borrowed from the tong tradition among architects, photog-
raphers, painters, and other artists of constructing portfolios
of one’s best work. In the United Stutes. use of the teaching
portfolio has grown geometricatlyv: The number of colleges
and universities using teaching portfolios (in one form or
another) grew from an estimated 10 institutions in 1990 to
about SO0 institutions in 1993 (Seldin, Annis, and Zubizarreta
1995, p. 238).

The use of teaching portfolios came carlier to Canadian
universities, which have been using "teaching dossiers™ since
the carly 1980s. To assist institutions with this work. the
Canadian Association of University Teachers, in conjunction
with the Center for Teaching and Learning Services at McGill
University, published a comprehensive set of guidelines for
preparation and use of the dossier (Shore, Foster, Knapper.,
Nadeau, Neillo and Sim 19860, Briefly, a weaching dossier is

"2 summary of a professor’s magjor eaching accomplishments
and strengths. 1t is to i professor’s teaching what lists of
publicauons, grants, and academic honors are to rescarch”
(p. 1) The guidelines suggest three broad categories of
items that might be included in the dossier: €D the products

Readers mterested m leaming more about tor construc g teachimg part-
lohos have several sonpces oF mlomuion seldin 1991 19935 provades
sample teachmg portdolios Tronea wide vanery of disaphnes and types of
colleges and unn ersiies Anderson CEo 3 descnbes, m some detal, the use
ol teaching porttohos ar 25 ditferent colleges and unversities, meluding
iusteaty e eshibnts and names and addiesses of campus representatives to
contact tor more iformauon Richhn and Sanming 1093 present adetated
crnculum o goede facutte and admmistiators in the constraction of coutse
pottlolios esee also Corbin 199101, teachimg poutohos, and the deselopment
A peer review and evaduation o teacling system
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of good teaching, such as students' test scores, workbooks.
logs. reports of ficld work, or evidence of effective thesis
supervision: (2) material from oneself. such as courses
taught. enrollments. course materials, rescarch on one's
teaching. instructional innovations, or course development:
and (3) information fron others, such as data from students’
evaluations. written evaluations or interviews of students.
statements from colleagues who have observed one's teach-
ing. or statements about teaching from administrators (pp.
LO=1 D), Finally. the guidelines provide +9 detailed items for
possible inclusion (with a description. rationale, and exam-
ple for cachy. Two important items that are known to be
commonly used in teaching portfolios tsee seldin 1991y are
not on this detailed list, however: g rreflective statement by
the professor describing personad teaching philosophy.
strategics. and objectives™ and i pers mal statement by the
professor describing teaching goals for the next five vears”
(p. 100 A statement of teaching goals is among the items
appearing most frequently in more thin 400 portfolios
reviewed (seldin 1993, p. o).

Coneeptually, a good teaching portiotio should contain
several ftems.

AL the beart of the portfolio as we envision it are sam-
ples of teaching performance: nof just what teachers
say about their practice but artifacts and examples of
what they actually do. We argue. too. that portfolios
shomded be retloctive: work samples would be accomfxi-
nicd by faculty commentary and explanation that
rereal not only what was done but why. the thinking
hebined the teaching. Finally, we argue for portfolios
that are . .. a careful selection of eridence organized
arornd agreed-upon categories. which themselres yep-
resent ey dimensions of the scholarshipy of teaching
(Fdgerton. Hutchings, and Quinlan 191, p. ).

Unlike most other strategies for improving instruction.
weaching portfolios provide opportunities tor professors to
reflect on their own teaching within the content of their own
disciplines and within the context of their own particubar
clhisses, Thus, the concept of . teaching portioliois hased
squarely on the notion of viewing a teacher as a reflective
practitioner tschon 19831 In the process of constructing
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portfolio, professors must engage again and again in retlee-
tive conversation with a freaching] situation” in coming to
grips with both the nature (the what) of their teaching and
the thinking (the why) hehind that waching (p. 103). T'yp-
ically, cach entry in a portfolio is related in some way o a
sample of teaching work and or the teacher's reflections on
and explanations of that sample. The evidence of teaching
(work sumples) and the professor's reflections on that evi-
denee are ulso grounded in the pedagogical content knowt-
edge associted with teaching one's own disciplinary
content within the context of one’s own classes (Shulman
1986, 1987, 1989). The experiences of participants in
stantord’s Teacher Assessment Project reveat that:

[Generalf reflection. divorced from evidence of actial
performance. fails to capture the situated neitnre of
teaching. Work samples alone aren't intellivible. But
work samples plas reflection make a powerful formda.
The reflection is “gronnded by being connected to a
particular instance of teaching: the work sample is
made meaningful and placed in context throngh reflec-
fon Edgerton, Hutchings, and Quinlan 1991, p. 9).

Apparenty no experimental rescarch has been conducted
to investigate whether or not teaching portfolios contibute
systematically to the improvement of instruction or whether
the use of teaching porttolios is associated with any of the
traditional measures of ¢ffective instruction. such as stu-
dents” achievement or students” ratings of teaching. What is
available are the reports from numerous faculty respondents
that their teaching has improved because of the construction
of w teaching porttolio (Hutchings 1993a: Scldin 1993;
Selding Annis, and Zubizarreta 1995). Additionally., faculty
developers who coordinate and appraise cimpus activities
related o weaching portfolios are consistently affirmative in
their beliet that teaching portfolios promote improved
instruction tAnderson 1993, Seldin 19912 Seldin and Annis
[990,

One of the carliest, best-documented. and most stccesstul
tests of the use of teaching portfolios for improying instrue-
tion was at Ball State Ennversity in 1900, Twenty faculny
members were randomily selected trom over 100 who volun-
teered to construct teaching portfolios. The responses of
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faculty members and faculty developers regarding the posi-
tive impuct of teaching portfolios on teaching at Ball State
are representative of the assessments ot their counterparts at
other colleges and universities. The project had several suce-
cessful outcomes: '

The quality of portfolios was quite bigh. If there was one
recurring conoment from the participants, it was their
common enjoymeni in the project. Some found it
refreshing to discorer from the completed portfolio just
bow ¢ffective they have been in the classroom. Others
Jotnd the focused thinking on teaching effectiveness a
stinudlus for self-improvement (Seldin and Annis 1990,
P, 200).

But bevond these outcomes, the coordinators learmed some-
thing clse:

Virtnally all participating professors acknowledged that
in the process of collecting docriments aned metterials
they were forced to rethink their teaching strategies aned
goals. They asked themselres why they do what they do
in the classroonr. Thet cdone induced many faculty to
engage colleagnes in discussion about teaching and to
sharpen their own classroom performance (seldin 1991,
p. 20

The Teaching Culture, Instructional

Change, and Reflective Practice

As we anahy ze various wavs that teachers use reflective prac-
tice to generate informative feedback, we do not want to
lose sight of potential connections with elements of the
teaching cubture and the mechanisms that characterize the
three stages of the process of instructional change. The fol-
lowing example shows the relevinee of certiain elements of
4 supportive teaching culture and discusses the anfreezing
phuse of the process of instructional change Gee figure 1 on
p. 173 Examples tor the changing and refrecezing phases
appedr in later sections.

Suppose the fuculty semte and the office of the viee
chancellor for academic atfairs have recently collaborated o
establish i unifornt system for evaluating faculty in which
teachers are to be reviewed by peers using portlolios, with
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the rating of the portfolio to be weighted equally with
rescarch in subsequent decisions about tenure and promo-
tion. Consider a tenured taculty member who is applying for
the rank of tull professor. During the process of drafting the
“statement of teaching philosophy™ for her portfolio, she has
difficulty developing a strong rationale for her predominantly
lecture-style approach o teaching, Over the years she has
developed an expressive and stimulating style of lecturing.
and she views herself as an sinnovative” teacher who strives
to naximize students’ learning. She knows, however. that
research now shows that students fearn more in an active
than in a passive role. The idea of active learning makes her
think about the problem-solving groups that the department
chair—who is already a full professor—has been using in a
similar class. She has heard students tatk about what the
chair has students do in the probleme-solving groups. and she
considers this approach very innovative.

In this scenario. the primary source of information for
changing the method of instruction comes from self-retlec-
tion. Additionally, several elements of a supportive teaching
culture are at work: high-level administrative commitment to
the value of quality teaching, fuculty members” involvement
and sense of ownership in the planning and implementation
of activities to improve teaching, a broader definition of
scholarship o include teaching. and a connection between
rigorous evaluation of teaching and decdisions involving
tenure and promotion. Finally, the mechanisms of the un-
freezing stage of change are present. Disconfirmation occurs
when the protessor tries o justity her approach. comparison
when her current teaching practices do not meet her innova-
tive teaching standards, and safery in the idea of uying the
chair's problem-solving groups. It this professor. like many
others, strongly needs to be competent and to engage in
sclf-determination, these factors are likely to generate a
motivation to change.




LISTENING TO THE VOICE OF STUDENTS

By

far the most common method used to evaluate the qual-

ity of teaching among colleges and universities in North

Americit is “formal student ratings, usually obtained by

ne

ans of a standardized. objectively scored evaluation form”

. (Murray 1981, p. 118). A number of surveys have studied the

7i availability of ratings by students at a wide variety of differ-

" ent types of public and private institutions. Student ratings
were collected and available as @ sourcee of diagnostic feed-

back for instructional improvement at over 80 percent of 750
institutions surveved in 1976 (Centra 1979). In o 1985 stdy.
student ratings of weaching were availuble at over 935 percent

of 630 institutions surveyed (Erickson 1980). A 1989 sunvey
of professional faculty developers (one per institution)

rey

cals that 99 percent of the 155 institutions in the survey

cither reported widespread use of or plinned 1o use student
ratings of instruction for the assessment and improvement of
teaching «Kurfiss and Boice 19900

. Student Ratings and the Improvement of Instruction
o But have student ratings of waching led to the improvement

of college teaching? Some researchers (see. e.g. Marsh 1987
Marsh and Dunkin 1992: Murray 19870) argue that togically
they should.

The logical case for student instructional ratings is thet
since they incorporate eraluative functions that bare
been fornd to improre perforniaice in other contexts,
such ratings wordd be expected to improre teaching
similarly For one thing. stitdent ratings provide infor-
mative feedback useful for diagnosing instructional
strengths. socond. feedback from students can provide
the imipetus for professional developaent activities
aimed at improved teaching. Thivd. use of stiudent rat-
ings in salary, promotion. and tenre decisions gives

Saculty menthers d tangible incentive for pudting tine

and effort into improvenent of teaching. Finally. use of
student ratings in tennre dud retention decisions pro-
vides o selection mechanisn whereby better teachers
are more likely to be retained by the institution There
are good reasous. then. for expecting that stiedent rat-
mgs should lead to improved teaching. particularly of
used for both sunnmative and formatice purposes
(Murray 1987h, p. 3).
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Where the quality of teaching has improved over the years,
can it be attributed to the impact of feedback from student
ratings? Some positive evidence that it is comes from seven
surveys of college teachers (all but one conducted during
the 1980s), which asked whether student ratings had pro-
vided usetul feedback for improving instruction and whether
student ratings had fed to improved teaching. Results of the
seven surveys in combination reveal that about 67 percent
of the faculty stated that student ratings were useful and
about 80 percent stated that such ratings led 1o improved
teaching (Murray 1987h).

Experimental research on this issue has focused prinarily
on whether informative feedback from student ratings
(including written comments by students) received at
midterm are associated with higher end-of-term ratings for
those receiving feedback, compared o a control group of
faculty receiving no midterm feedback. This research was
reviewed several times between 1980 and 1990, An exami-
nation of changes in student ratings of weaching as a result of
the faculty's receiving feedback on student ratings alone,
student ratings plus consuliation, and discrepancies between
self-ratings and student ratings concludes that ~feedback
from students can positively affect subsequent eaching.
particularly it ratings are accompanied by consulation.
Faculty most likely to change are those whose student rat-
ings are less positive than their self-ratings and they are
probably the persons link whom consultants” efforts should
be invested” (Levinson-Rose and Menges 1981, pp. 119--20).

The first actual meta-analyvsis of the results of experimen-
Ll studies of the effect of feedback from student ratings on
improving instruction examined 22 comparisons based on 17
studies. The average eftect of teedback from student ratings
on end-of-term ratings was a statistically significant but mod-
estincrease of +.38 standard deviation. For the spedcific in-
structiondl dimension of skill in delivery, the average eftect
was + 7 standard deviation. The effect of feedback tfrom
student ratings without consultation was +.20 standard devi-
ation, and the effect of student feedback with consultation
was o+ 04 standard deviation (Cohen 1980). A more recent
mieta-anabvsis evaduated 31 comparisons from 27 stadies and
found the average etfeet of feedback trom student ratings on
end-of term ratings o be + v standard deviation, The effect
ot teedback from student ratings without consultation was




+.22 stundard deviation, and the effect of student feedback
with consultation was +1.1 standard deviations (Menges and
Brinko 1980). In the most recent meta-analysis of such
experimental studies, the average effect of feedback from
student natings on end-of-term ratings wis an increase of
+.342 standard deviation (LHommedieu, Menges, and
Brinko 1990). After identifving a variety of methodological
imitations (threats to the internal or externat vadidity) of the
studies they evaluated. the researchers drew the following
conclusions in support of the positive effects of feedback
from student ratings on improved instruction:

The lteratire reveals a persistently positive, albeit
small. effect from written feedback alone and a consid-
erably increased effect when weritten feedback is ang-
mented with personal consultation. The threats we have
discussed operate in almaost eeery case to attenuate
rather theaot to exaggerate feedback effects. We expect
that improved research will docroment effects that are
maore substeoitial and robust than those shown so far
(L'Hommedieu, Menges, and Brinko 1990, p. 210).

several observations are notewaorthy about this literature.
First, faculty most likely to improve in response to feedhack
trom students may be those with arger rather than smaller
discrepancies between their self-ratings and students’ ratings
on one or more dimensions of teaching (Centra 197 3a;
Levinson-Rose and Menges 1981: Pambookian 1976). It
seems phiusible 1o assume that students would rate at least
one or two aspects of most protessors” teaching at a level
below the internal standkards of performance the professors
maintain. Second, evidence based on logical argument and

. .. faculty most
likely to im-
prove in res-
ponse to
Sfeedback from
students may
be those with
larger ratber
than smaller
discrepancies
between their
self-ratings and
students’
ratings . ..

fuculty surveys (Murray 1987y and on experimentat rescarch
consistently shows that feedback from student ratings can be
of value in improving one's instructional effectiv eness. Third,
the importance of consultation in enhancing the effects of
feedback from student ratings on the quality of jeaching is
notable (Cohen 1980; L'Hommedicu, Menges, and Brinko
1900; Marsh and Roche 1993: Menges and Brinko 1986). The
Iiterature in this area emiphasizes the atility of sitting down
with . colleague or teaching consultant to jointly interpret
the feedback, select targets for improvement, and develop
stategies Tor instructional cunge. Crhe fiteratare on effec-
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tive models of instructional consultation is considered in the
next section, “Colleagues, Consultants. and Chajrs.™

Another interesting approach o using feedback from
student ratings to improve instruction addresses the need for
a consultant in a creative way. This approach is based on the
distinctive work done in the study of specific (low-inference)
behavior of teachers, as opposed o the more standard
(glohal or high-inference) weaching behaviors (Murray
1987:0). Research on specific, low-inference behaviors can
be related 1o experiments on the effects of students” ratings:

I most of these experiments. midterm feedback consist-
cd of mean student ratings of global instructor chareac-
teristics {likef ~clarity.” “rapport.” and “orerall
cffectiveness.” Lot ratings on itens of this sort inform
the teacher that something 1s wrong but procide no
indication of the specific classroom bebarviors that gave
rise to the preblem or the specific changes that will
bring about inyprorement. On the other hand. low rat-
ings on specific bebavioral items flikel “meaintains eve
comtact with students.” indicates the trausition from
OHe topic to the next, ™ and “uses frequent examples”
provide a clear signal as to what is wrong and wheat
remedial action is needed. According to this analysis,
the reason student feedback plus expert consultation
procduced large instructionel gains is that the expert
consultant was able to interpet global student ratings
int specific bebavioral terms and to recommend specific
hehavioral change strategies (Murray 1987a, p. 89).

The results of this research can be interpreted as showing
that the need for instructional consultation can he mediated
somewhat by providing hetter diagnostic feedback 1o in-
structors in at feast two ways. First, if instructors are more
knowledgeable about the specitic teaching behaviors tha
are associated with the more global behaviors that students
rate on taditional evaluation forms, professors will be better
able tointerpret the memming of ratings of items found on
most of these forms. Second. more appropriate diagnostic
feedbach forms could be constructed using specifie, fow-
inference behunvoral items “and thus provide clearer pre-
scriptions for remedial action. Low ratings on items {likel
maintains eye contiaet with students” . provide the instruc-
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tor with clear signals as to what is wrong and what remedial
action is needed” Murray 1991, p. 163).

Rescirch with specific, low-inference items has demon-
strated very high interrater reliability among students
(Murray 1983). These specific behavioral ratings correlate
highly with students” achievement. students” motivation, and
overall ratings of teachers” effectiveness (Murray 1983, 1985,
199 1). Some of the specific behaviors that corretate highly
with overall teaching ratings are in the dimensions of enthu-
siasm (e.g., speaks expressively or emphatically.” "moves
about while lecturing,” “gestures with hands and arms.”
~shows facial expressions™). clarity (e.g.. “gives multiple
examples.” “points out practical applications.” "stresses
important points™), and interaction rapport (e.g.. "asks ques-
tions of ckiss,” "encourages questions and comments,”
~acddresses students by name,” “shows concern for student
progress.” “friendly, casy to talk o™ (Murray 1985, p. 23),
The categories first appeared in the Teacher Behaviors
Inv entory. which was originally used o provide student
ratings at midterm o an experimental group of 30 teachers
randomty selected from 00 participating, instructors, with the
remaining 30 teachers serving as the control group that did

. . * . . - . .
not receive feedback. Feedback consisted of descriptive

statistics on the ratings far cach item along with brict in-
structions to aid in interpreting data, Both the actual gains
hetween midternt and end-of-term ratings and the average
end-of-term student ratings of amount of improvement in
eaching were significantly higher for the experimental
group compared o the control group, and the “effect size
for [specific] behavioral feedback was 73 standard deviation
units, which is considerably higher than the average effect
size of .20 reported by Colien (1980) for student feedback of
a more global natare™ (Murray 1991 po 1030,

Talking with Students

Various wiys of listening to the voice of students have been
used as the basis of different strategies for improving
instruction. aculty in one study were asked o mdicate their
relative preferences for student feedback cotlected in difter-

.

The entoe dugnostic version of the Teadhier Belavions Inventons civntable
w M 1987 pp 92 90 can be repaaduced torany vahd resech en
nstrnctonal descelopent purpose
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ent forms—ratings on objective questionnaire items., written
comments by students, and reports of group interviews with
students. For purposes of improving instruction, group inter-
views and written comments were rated similarly and as
more dccurate and more trustworthy than objective items., In
terms of believability and interpretability, written comments
were rated above group interviews, but both were rated
higher than objective itemis. Group interviews with students
were rated as the most comprehensive, most usetul, and
most valuable among all three for the purpose of improving
instruction (Ory and Braskamp 1981). Similarly, students
have been asked to indicate their degree of satisfaction with
different processes of collecting their evaluations of teach-
ing. Students in one study preterred group interviews to
ratings forms because of the midierm “timing. quality of
feedbuck, oral exchange of information, and personal
approach involved™ (Wulff, Staton-Spicer, Hess, and Nyquist
1085, p. -13). In a more recent study, students were found to
prefer group interviews at midterm tand the extended reac-
tions from instructors associated with them) more than tradi-
tional standardized ratings collected at the end of the term
tAbbott, Wulft, Nyquist, Ropp. and Hess 1990,

A content analysis comparing student feedbuck collected
through written comments on a questionnaire with feedback
collected tfrom group interviews or discussion reveals that
the information acquired did not ditfer in terms of the unan-
ticipated, prescriptive, detailed. eliaborative, or expressive
nature of the content. Both teachers and students, however,
strongly preferred group discussions over questionnaires
(Tiberius, sackin, and Cappe 19872 This result is under-
standable, because “the discussion group data certainly con-
tin more anecdotes, direct quotations in a conversational
style, expressions of emotion, and subtle differences of
opinion, all of which add liveliness and immediacy to the
final report”™ (pp. 291-93).

Probably the most compelling justification for using group
discussions or interviews in an effort o improve instruction
in the clussroom comes from an experimental study of the
impact on feedback from end-of-term student ratings plus
group discussion Gwithout consultation). and feedback from
student ratings only, compared o a control group that did
not receive feedback Cliberius, Sackin, Slingertand., Jubas,
Bell, and Matow 1989), The study examined teachers and
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students in the dlinical setting of nine different subspecialty
wards of a large university hospital. Results indicate that the
~addition of o supplementary feedback method, a student
group discussion technique. o feedback from student rat-
ings resulted in a much greater improvement lin teachers’]
performance than did feedback from student ratings alone.
The improvement was dramatic, and it was sustained over
suceessive groups of students .. (p. 676).

several different ways of using interviews with students to
give feedback to teachers have been reported as suceesstul
strategies for improving instruction: the group discussion
(Tiberius 1988: Tiberius. Sackin, and Cappe 1987 Tiberius,
sackin, Janzen, and Preece 1993: ‘Tiberius ¢t al. 1989), snull-
group instructional diagnosis (X"E. Bennett 1987 Clark and
Bekey 1979: Coffman 19910\ Diamond 1988: Wultf et al.
1983). the class interview (Heppner and Johnston 1994
Kvger 1984), and qualdity control circles (Cross and Angelo
1988; Kogut 1984). One technique. often referred to as the
~discussion group” Cliberius 1988: Tiberius. Sackin. and
Cappe 1987, typically begins with an initial consultation
with the instructor. During this session, participants discuss
the instructor's goals and means of achieving them. Next.
group of students are selected randomby from the instructors
class list for participation in @ group interview led by o
group facititator other than the instructor and unknown to
the students (usually 2 teaching consultant). During the
iterview . the facilitator takes notes while the students
respond to broad questions about what aspects of the
instructor's teaching have heen helptul and should be main-
tined. what things have not been helpful and should be
changed. and what suggestions they have regarding ways
the teacher can improve the class. The facilitator then pre-
pares 4 written sumnery of the students” anonymous com-
ments and gives it to the instructor to read, after which they
medt 1o discuss the comnients and strategies for change.

Finally, the instructor discusses selected issues with the
students.,

Recent innovattions in this approach—now catted ~alli-
ances for change”—have made it possible o use the tech-
nique without the direct involvement of an outside teaching
consultant Cliberius 1995: Tiberius etal. 1993). Alter partici-
pating in an initial orientation. demonstration, and training
session, faculty form pairs. Teachers and their partners meet
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to share their teaching goals and methods, identify specific
concerns about teaching. and arrange for classroom visits.
Near the end of the clussroom visit, the teacher introduces
the partner and then leaves the room so that the partner can
randomly select four to six students to form an “agenda
group.” The purtner interviews the agenda group (whose
members are unknown to the teacher). using a procedure
similar to that used in the original group discussion
approach (identifying teaching practices that are considered
helptul as well as things that could be changed). writes a
report. submits it to the teacher, and discusses the report
with the teacher. At the next meeting of the class, the
teacher explains what has wlready happened and asks the
whole class to write on a sheet of paper aspects of teaching
that are helptul and things that could be chunged so that
they can be compared with points that arose in the agenda
group. At the class after that, the teacher asks for volunteers
to form a “conversation group” with the teacher and partner
to develop suggestions for improvement based on a report
ot the now-combined ideas of the agenda group and the
survey of the whole class. The teacher shares the results
with the class and tells them how he or she plans to address
the problems. Finally. the issues raised in the agenda
group’s discussion are arranged into items on an end-of-
term questionnaire,

Another technique for group discussion. known as “small-
group instructional diagnosis™ (SGI), was originally devel-
oped at the University of Washington (Clark and Bekey
19791 as an extension of one component of the clinical
approach to instructional consultation carlier developed at
the University of Massachusetts (Bergquist and Phillips
19770 1t has been widely used and is considered substantial-
by effective (see. e WE. Bennett 1987; Coffman 1991
Wulff et al. 1985). The process begins with a meeting
between the consultant and the teacher, at which time the
procedure is described and specific instructional concerns
identificd. Next. the consultant visits the classroom and
forms groups of six to cight students. Each group chooses a
recorder. who writes down only responses to the following
three questions on which the group has reached consensus:
“What do you like about the course?” “What would vou like
changed in the course?” “What suggestions do vou have for
improving the course?” (N, Diamond 1988, p. 90). Recorders




then share these comments with the entire class, As cach
comment is presented, the consulant makes sure everyone
understands its meaning and then asks for a show of hands
indicating agreement or disagreement with the comment.
The consultant then collects materials from the group and
prepares a summary report for discussion with the instructor.
Finally. the instructor discusses comments, suggestions, and
plans for change with his or her students. SGID has had a
number of impacts at Seattle Central Community College.
where the technigue has been used extensively for years:

It response to COLNNE-SPUCHfic SURLEESHONS, TNSIRCtor
hare clarified course structure. provided additional
examples and preexamination reviews. elimineted non-
productive exercises, and added more challenging home-
work. Morcover, textbooks harve been veplaced. testing
procedures altered, classroom activitios redesigned. In
an unpublished survey of faculty opinion.instructon
doscribed the wide range of adijustients that 93 percent
of them bad made (N E. Bennett 1987, p. 103).

several variations of these intenview technigues—hy brids
of the group discussion method and SGID—have apparently
also proven effecuve (eppner and Joheston 199+ Ryger
198 ). A quality-control circle, for exampie. is essentially
different from the class interview. The first purpose of a
quatlity-control circle is “to provide a vehicle tor regularly
collecting thoughtfut feedback from students on their assess-
ments of readings, exams, activities, and mgjor assignments”
(Cross and Angelo 1988, p. 1601, The professor begins by
explaining this purpose to the cliss and asks for volunteers
to serve as members of a quality-control cirele tor the class
The resulting circle is introduced to the entire class.and the .
rest of the members of the class are encouraged to seck out ;
members of the circle—their representatives for quality con-
trol—to provide comments, cridicism. or suggestions about
the course for discussion with the instructor at regular meet-
ings with the members of the cirde, Experience with these
circles in history and chemistry chasses at Penn Ste indi-
Cates that stidents “seemed to appreciate especially the idea
of o Laculty member allowing then to participate m cliass
decisions., listening o their suggestions. and responding to
those suggestions™ (Kogtit 1984, p. 1230
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Classroom Assessment
Cliassroon assessment. another strategy for listening 1o stu-
dents, comprises i wide range of methods that college
teschers can use to obtain usciul feedbuack on what, how
much. and how well their students are learningl, which theyl
can then use .o to refoaus their teaching to hielp students
make their fearning more efficient and more etfective”
tAngelo and Cross 1993, po 30 Inevery class, there are
“gaps” between what acteacher thinks he or she is weaching
and what students are actually learning, Classroont assess-
ment helps instructors to momitor students” learning, continu-
ously sothat they can identifv those gaps and change their
teaching behaviors appropriately. Informal weehnigues 1o
obuin information about students” learning can be used well
m advince of the points at which formal ¢vaduation proce-
dures tests, for example are used o judge learning and
assign grades. The focus is sharpened when faculty keep
“asking themselves three questions: “What are the essential
skills and knowledge T tving to teach? fteaching goals)
How can I ind out whether students are learing them?
[assessment weehiniques] How can 1 help students Tearn bet-
ter?” finformed instructional improyementl. As teachers work
closely with students 1o answer these questions, they
improve their teaching <kills and giin new insights (p. 59,
Most faculty strt using chissroom assessment with some

good, simple technques that are generalizable to almost any
chiss inany field cangelo and Cross 19930 For example, the

“one-minute paper” merely asks stadents 1o write a short
response to twa questions near the end of the class period:
(1 What is the most important thing vou leamed in class
today? and (20 “What guestion remains uppermaost in your
mind?” tAngelo 1991, p. 91 Another simple technigue col-
lects mudh useful infornetion by asking students to write a
brict response to “What was the ‘muddiest pomt™ in my lee-
ture todiy?™ (oo 1oy An equally generalizable. but slightly
more claborite. starter weehmique is called "RSQC2T asking
students to write hrict notes near the end of class in which
they reaull the hev pomts of the dass. summuanze those
points i a sentence or two, ask questions about those key:
points. mahe conuments abont how they felt dirring the pre-
sentation of the matetial on those points, and conneet the
hey points to the content covered i the previous class ses-
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sion (Angelo 1990, p. = . Obtaining midterm or fast feed-
hack about one's teaching is also a tormy of classroom
assessmient. An instructor can use nany effective ways 1o
target this carly=term student feedbuack or ETSF (Rando and
Lenze 1990, including the refreshing approach of asking
students at the start of the course, before any teaching tikes
place, “how they would like 1o be taught and treated” (Rallis
991, p. 2381 One very productise approach at this point is
to ask students on the firgt day of class to write out their
answers 1o the question, “What are vour pet peeves about
college instructors?” (p. 258),

Asstuming that assessing students” learming is @ particularly
important part of making informed improvements in instrug-
ton. it is useful to think of the several key types of learning
one might want to assess, For example. professors night
want to nake sure they use technigues that assess studenty’
declarative learing (the facts and principles of the ficld).,
their procedural learning (he required skills of the fictdh.
their conditional learming (when and where 1o apply the
facts. principles. and skills of the field), and their reflective
learning (self-anarencess of interests, attitudes, and values)
CAngelo 199 Thy, Over 00 specifie classroom assessment tech-
niques haye now been indesed by the name ol the weh-
nicue. the teaching goal heing assessed, and the disciplines
in which the technique is particularly useful, with adeserip-
tion, purposc. related teaching goals. suggestions tfor use.
discipline-based examples, procedures. suggested dita
amlvses, ideas for adapting. pros. cons. caveats. references.
and resources Tor cach technique CAngelo and Cross 19930

Reports of successtul experiences with the use of cliss-
FOOM AssessMent for improy ing instruction are now W ide-
spread. Many detailed reports Tuve been published.
documenting its use and its positive impact on stadents”
learning and on the quality of teaching i sariety of disei-
plines. indluding accounting cAngelo and Cross 1993 Coutell
1001 \Litoney 1988, anthwopology. astronoms . criminal
istice. mathenaties, nursing. physical education, political
science, specch communication. sttstics (Angelo and Cross
19931 psyhology Cvngelo and Cross 1993 Sevenson ORS:
Walker 19910 art (Holmes 19881 busmess (Lowd 1988 cont-
posttion CRort 1991, cdueation (Britmglum 1988, and
phyvsies ONakagi 1991
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The Student Visitor in the Classroom

Professors” inviting students into their classrooms who are
not “otficial” members of the class but are trained in tech-
niqes of classroom observation prompts an especially dis-
tinctive wuy of receiving student feedback. The primary
purpose of a student-visitor program “is to provide confiden-
tial obsenvations feadback .. . to enhance an instructor's
cffectiveness in helping students learn. Listening 1o this stu-

dent voice allows faculty members to gain abroader per-

spective on their teaching and their students” learning”
(Sorenson 1994, p. 98), Faculy participants in these pro-
grams are usually volunteers: they frequently are new and
junior tacuhy. or faculty who are teaching new courses or
experimenting with new techniqgues. or even well-estab-
lished. excellent weachers who want 1o get better still.

In the well-known program at St Olat College. student
visitors are usually recommended by taculty, especially by
faculty who previously have used a visitor (Helling and
Kuhlmann 1988). The raining of student visitors includes
developing facility with classroom observation instruments
twhich could include viewing videotapes of real classes at
other institutions ) engaging in role plaving to learn eftective
techniques of giving feedback: and learning to descrile
speditic behaviors instead of making general comments
tncluding particular behaviors that a teacher wants to work
on as welb as behaviors that are already etfective) (pp.

H06 =T As part of the visitor-training program at Brigham
Young University, visitors are required 1o “perform a practice
visit to one of three volunteer ‘guinea pig” professors .
and write up an observation betore they receive ther first
ofhcial assignment”™ (Sorenson 199+, p. 1001,

In the program at Brigham Young Urniversity, student
visitors perform a variety of different roles:

o1 Recorder Obsener. The student observers record in
writing what bappencd in dass, focusing on how the
class procecded. ot necessarily what weas taught. . 127
Faux stadent THere the stuedent observens take notes as
thowgh they were actual stidents envolled in the cless.
This vole ciphasizes recording what was teught vather
than how it was taught (rvitmmaker The students
Jincthe class and give the video tepres (o the instructons.,
orinterviewer Jinthas model, the professors leare class




15 mintes carly. and the stident observers talk with the
class menbers. .. 03 Primed Swdent. Here the profes-
sors tell the stident observers what to look for. .. (6)
Student Consultant. 7his model implies an ongoing series
of observations cotd an erolring relationship hetireen the
olwerred and the observers (Sorenson 1994 pp. 10120

The Tast role in the list hints @t one of the major advantages

of a1 ~tudent visitor compared 1o a colleague observer: A
student visitor can attend cliss continuously throughout the
cemester. unlike @ colleague, who might be able o manage
only one or (Vo visits,

Ihe teacher hecomes accistomed o 1he obserters pres-
cnce: the abserrer derelops a real sense of what this class
is likee from day to day and can distingatish hetieen a
chance occrrence and a consistent practice. As the
semester proceeds. the obserrer monitons the teacher's
progress in implententing nodifications. and the obseri-
ors presence keeps the teacher working at it By the ond
of the term. there has heen enongh practice so that the
desived bebarior is likely to contine (Helling and
Kublmann US8, p. 1o,

so far, no experimental or other “hard” evidenee exists of

the impact of student-visitor programs on the ingprovenient
of teaching. What we do have insteadd are the consistently
positive evaluam e responses of faculty: participants and
program coordinators. For example.

speaking abont her experience with the Classrooin
Sturdent Observer Progrant. one BYU professor reporied.
It macde me nore: self-conscions” i a positive way. 1t
early belped ngy teaching and mede it more responsive
to sticdents needs.” 4 comment oi the timeliness of
the feedhack cane front a Carleton professor. iwho scted.
s ot fine sortneding hoard for vegular fine-tining.
wineh 1 ke to grre conrses while they dare i process. Hol
st atter they dre orer”(sorenson 199 1 p. 1030

The Teaching Culture, Instructional
Change, and the Voice of Students

\s we eninge varios wass that stadents cm provide infor
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The primary
purpose of a
student-visitor
program “is to
provide confi-
dential obser-
vations/feed-
back... to
enbance an
instructor’s
effectiveness in
belping stu-
dents learn.




mative feedback. we do not want to forget about potential
connections with the elements of a supportive teaching cul-
ture and the mechanisms of the process of instructional
chunge (see figure 1 on p. 17 The example started near the
end of the last section continues here 1o show the relevance
of certain clements of the teaching culture and to enable
discussion of the changing stage of the process of improv-
ing instruction.

Suppose our professor meets with her department chair
to discuss her interests and concerns about how o teach
using problem-solving groups. Following her department
chuir's invitation, she observes her chair using these groups

in o class similar to her own. for several consecutive cliss
sessions ety in the tall werm. Supvose furiher that she
decides to adopt her chair's active learning wechniques in her
own class, Next, she decides to obain informative feedback
on the effectiveness of this approach. ideas about how o
improve her use of it and insights to help her fine-tune it
with a few “innovative™ modifications of her own, ‘To find
out how well her students are learning and what would help
them learn more, she uses several clussroom assessment
techniques and colledts informat carly feedback from her
students. she also has o student visitor—trained in classroom
observation by the sttt of the campus teaching center—
ohserve two sessions and provide her with written feedback.
Finally. she asks a consultant from the caumpus teaching
center to conduct @ small-group instructional diagnosis and
provide her with additional fecdback and guidance on how
to make cffective use of problem-solving groups.

In this example. the predominant sources of informative
feedback are the students. The mechanisms of the changing
stage of instructioral change are present. The professor
learns and experiments with new behavior in several wavs.
Initially. she relies on ddentification. when she adopts the
chair's problem-solving groups in her own class, Later, she
uses scaneing when she secks feedback in various forms
from her students and gaidance from both o student visitor
and uteaching consultant. Elements ol o supportis ¢ teaching
culture are also present: acdepartment chair that supports
the improvement of instruction and the availabilite of the
resourees of ag RURTRIVEN l('.l(‘lllllj_{ center




E

COLLEACUES, CONSULTANTS, AND CHAIRS

Research has shown that important characteristics of a cam-
pus culture that supports teaching include opportunities for
interaction and colluboration between colleagues regarding
teaching (Ferren 1989 LaCelle-Peterson and Finkelstein
1993). campus teaching centers with trained teaching con-
sultants tAitken and Sorcinelli 1994 Ambrose 1993), and
supportive and effective department chairs OVassy, Wilger,
and Colbeck 1994 Wright and ('Neil 1994, In a relatively
recent survey of faculty developers at 155 colleges and uni-
versities, T4 pereent of the respondents rated “colleagues as
catalysts for evaluatng facilitating teaching™ as a current or
desired and planned strategy for improving teaching, 82
percent rated “individual consultation™ as @ current or
desired and planned strategy for improving instruction, and
=6 percent rated “training department chairs to facilitate
teaching™ as a current or desired and planned strategy
(Kurfiss and Boice 1990, p. 772 This section examines
selected strategies for improving instruction hased on protes-
sors” receiving informative teedback about their teaching
from colleagues, consultants, and department chairs.

Traditional, but sdll effective, practices for encouraging
collegial interaction and collaboration on teaching issues
have often focused on such activities as faculty seminars
(Ambrose 1990), workshops (Eison and Stevens 1995;
Paulsen 1992y and colloquia (Ferren 19891, Developments
in a variety of arcas—for example, action science (Argyris,
Putnam, and Smith 198%), reflective practice (Schon 1983,
1987, and adult learning theory (Brookficlkd 1986; Candy
1991: Merriam 1993 —continue to encourage faculty devel-
opers to expand the range of strategies for improving
instruction. The next two subsections examine strategies for
improving instruction that are consistent with recent
achvances in adult learning theory related o self-directed
learning—-colleagues as coaches and colleagues as team
teachers.

Colleagues as Coaches

Like all adults, college teachers are capable of self«directed
fearnmy, induding learning connected with their teaching
Recent conceptualizations of self=directed fearning have
reveated several key dimensions of the construet (Calfarella
1093; Candy 19911, This discussion tocuses on tour in partic-
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ular—personal autonomy, self-management. learner control,
and autodidaxy (Candy 1991, An adult learner is considered
crtononons when he or she coneeives of learning goals
and plans. exercises free choice in thought and action. ratio-
natly evaluates alternative actions, carries plans through to
completion, values self-mastery. and has a concept of self as
autonomous (pp. 108-9). Adults engage in self-mandagenent
when they have both the “willingness and ability to imanage
[their]l overalt learning endeavors™ (p. xvii). Learner control
refers 1o the extent to which the weacher or learner has “con-
trol over valued instructional functions™ (p. 11, and artodi-
daxyis the extent o which an adult learner engages in the
“independent pursuit of learning without formal institutional
support” (p. xvii). “The autodidact[. however. ] might make
extensive use of a tguide” or “helper (or perhaps more than
one) 1o assist with a range of tactors from . . . utilization of
specific resources o management of the tearning process
itselt™ (p. 106).

such traditional strategics for the improvement of teach-
ing as workshops, seminars. or professional consultation in
effect assume professors are selt-directed learners in terms

of personal autonomy (they participate voluntarily) and self-
management (they are capable of selecting a strategy from
available alternatives that will meet their pereeived needs for
improving instruction). Only a small range of strategies.
however. assume professors are self-directed learners in

terms of learner control (they can set their own goals for
improving teaching. identify appropriate means for achieyv-
ing those goals, and accurately assess the degree o which
they bave achieved their goals) or of autodidaxy @iy can
pursue instructional improvement independently and infor-
mally by sceeking advice about waching from colleagues or
through informal feedback front other sources). Certain
strategies o improve teaching can, however, promote auto-
didactic self-directed learning among faculty:

Some instructional development offices support or = for-
malize " these activitios through “peer consultation pro-
grams” or “peer mentoring.” When this support includes
the provision of resources, materials, and other wdys
Jor faculny o game expertise, " aitodidactic self-directed
learning may he fostered (Cranton 1994, p. 733).




When professors inter wt with their colleagues as coaches

(of as team teachers), thoy are using strategies for improving
instruction that engage them as self-directed learners along
cach of the four designated dimensions. They are personally

cqutonomous” ad exercise free choice in their decision to
participate. They are willing and able to initiate. plan, and
“manage” a self-chosen educational program about their
teaching. They have complete “contre I over all decision
making with regard to setting goals. selecting means for
reaching those goals, and assessing the degree 1o which the
gouls are achieved. And they are “autodidactic™ because their
strategies for improving instruction depend on seeking infor-
mal feedback about their teaching from their colleagues.
Betore turning to descriptions and analyses of specific
activities. programs. and projects of collegial coaching tand
their implications for self-directed learning). @ word about
definitions is in order. 1t has been argued that “peer” should
he reserved for faculty who share the same disciplinary
expertise, while “colleague” should refer o faculty who
are from other disciplines (Cashin 1989). 1t has also been
pointed out that “colleague” is the more appropriate term for
general use because “peer” suggests an cquality of status;
thus. “colleague” could be used to refer to all faculy, even if
they are of different rank or are department chairs (Centra
1993). The two words are used interchargeably here,
although appropriate distinctions are made Foawveen col-
leagues who come from the same or different disciplines.
The term “coaching” comes from the process of develop-
ing and incorporating new Skills mto the repertoire of ath-
letes Joyee and Showers 1982). This process has been
found to he analogous to the chatlenges of transter of train-
ing in teacher education programs. Unlike professors, who
receive little it any training in teaching skills in their gradu-
ate progrims, clementary and secondary teachers ty pically
complete substantial training programs ds part of their for-
mal cducation. Rescarchers have found that the transter of
teaching skills from the training setting o those needed i
the classroom is greatly enhanced the wugh the use of peer
coaching. Furthermore. peer coaching has been found to
promate the “development of norms of collegiality and
experimentation” regarding tea hing issues (Showers 1985,
p. 15 And conching has a role m the transter of training:
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Each teacher practiced the teaching strategy .. and.
Sinally. in teams of two. they began to Dyt out with the
maost able students in their elective creative writing class-
es. Oue team member taught while the other observed
and offered constructive criticism: then they switched
Paces. Sometimes they taught together. Each frracticed
several times with the “couching partner” present to
refiect on progress and to offer suggestions abont bou: to
inipwrore the next trial (Joyee and Showers 1982, P ).

This approach has been called “technical coaching™ (Kinsella
1995). as it often emphasizes developing skill with a particu-
lar teaching technique. ~Collegial coaching.” on the other
hand. “concentrates on the individual arcas the observed
teacher wishes to improve .. fand] feads colleagues to
reflect together on personally relevant issues of teaching and
learning™ (p. F16). An eclectic approach o coaching is ree-
ommended (Kinsella 1995) so that programs could draw
from either model as desired,

Two primary activities are involved in collegial coaching:
the observation of classroom teaching and instructional con-
sultation. Most scholars agree that evaluative data based
primarily on observation by colleagues in the classroom
might not be appropriate for use in personnel decisions
regarding promotion and wenure, Their concerns are largely
based on several findings of a study of colleagues™ ratings ot
St college teachers. based solely on obsernvations in the
classroom. These findings include low agreement among
colleague raters tow reliability of ratings). very high average
ratings given. and low variance in those ratings (Centra
1975 Yet most scholars also agree that obsenvation in the
classroom and instructional consultation with colleagues can
be an eftective strategy for improving instruction (Braskamp
and Ory 1994 Centra 1993 Cohen and McKeachie 1980
French-Lazovik 1981 Seldin 1988: Weimer 1990).

The consultation component of collegial couaching is hardly
fimited 1o just observing and discussing classroom hehas ior it
can also involve the peer review of course materials (outlines,
readings. evaluation procedures, and the like). A recent sur-
vev of 331 faculty developers in the United States. Canada,
the United Kingdom, and Australasia reveals that respondents
rated consultation on course materials with faculty peers™ s
one of the top 10 most effective strategies for improving
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instruction (Wright and O'Neil 1995, pp. 12-13). “As faculy
developers: survey respondents know that this activity fof
consultation on course nuderials] is a gd(xl Wiy o encourage
a coltegiat approach o weaching improvement™ (p. 25). A
recent review of the iterature on collegial coaching identifies
evatuation of course materials as one of the common fune-
tions performed for faculty by their coaches (Harcharik 199-4),
and an extensive review of the lerature on collaborative
peer review examines this function in detail as one of five
“methods that have been used by collcagues to assess their
peers” teaching for the purpose of instructional improvement”
(Reig and Waggoner 1994 p. D). Further, faculty developers
experienced in the development and use of teaching portfo-
lios recommend that an instructor prepae such a portfolio in
collaboration with a colleague. consutant. or department
chair (seldin 1993; Scldin, Annis. and Zubizirreta 1999),

A number of schokars have identified the particular
aspects of teaching for which the examination of course
material by a collegial coach provides userul feedbuck
(Braskamp. Brandenburg, and Ory 1981 Braskamp and Ory
199-1 Cashin 1989: Centra 1993 Centra, Froh, Gray, and
Lambert 19870 Cohen and MeKeachic 1980; Seldin 1988).
The most comprehensive list of teaching competencies is
arranged into three categories “according (o the medium
(rom which information could be obtained svikabus: read-
ings and other learning activities: and tests, papers. projects,
presentations. and other assigned academic work (Keig and
Waggoner 1994, pp. 01-02). An abbreviated but representa-
tive list includes course content (s it consistent with con-
termporary knowledge of the subject? Are the breadth and
depth of coverage appropriate for the course?). course syl
tabus thoes it adequately outline the sequence of topices 1o
be covered?). course objectives (Do they represent the
desired mastery of the subject? Are course objectny es clear 1o
the studentszy, deaming approaches (Are the learning
dpproaches—texts. reading lists, films, assignments, fectures,
discussions—suitable 1o course content ind objectiv es? I«
the cairse well paced?), iextbooks and handouts tAre they
appropriite o the course levels s the material up 1o dater),
readings ¢Dho they supplement the lecure notes and cliss
discussion, assignments (Do the assignments reflect course
objectives? ), exammations and grading s the content of
examis representative of the course content and objectiy es?
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Are exam items clear and well written? s the distribution of
grades appropriate to the level of the eourse and prepara-
tion of the students enrolied?) (Seldin 1988, p. 51, Many of
the Teatures of teaching included in teaching portfolios to he
reviewed by peers (work samples and reflections on those
samples) overlap with the course materials included on this
list and are already typically included in faculty reviews of
teaching (see. c.g.. Seldin 1993, pp. 77-78).

Collegial coaching (observation and consultation) projects
have been undertaken at a variety of colleges and universi-
tics. including University of Cincinnati (Sweency and Grasha
1079). Texas Tech University (Skoog 1980), University of
Maine at Farmington (Ferren and Geller 1983), University of
Kentucky Community College System (Kerwin 1985: Kerwin
and Rhoads 1993), Indiana University (Barnett 1983).
University of South Carolina (Bell, Dobson, and Gram 1977),
University of Maryland University College (Millis 1989, 1992
Millis and Kaplan 1993). California State Polytechnic
University (Harcharik 19900 New Jersey Institue for
Collegiate Teaching and Learning (Golin 1990: Katz and
fleney 1988: Smith and LaCelle-Peterson 1991, Okhoma
Tunior College (Minor and Preston 1991, Ball St
University (Annis 19891, New York University (Re schach
and Whitney 1980), State University of New York at Cortland
(Shatzky and Silberman 19801, and University ol Chicago
CTobias 19800, These programs generally have in common
all or most of the following seven features: (1 an underlying
philosophy. (21 a procedure for selecting participants, (3) a
training program for collegial ¢ aches tobserver consul-
tantss. € a preobservation conference, (5) one or more
classroom visits and observations, (6) a postobservation con-
ference, and () an evaluation of effectiveness by partici-
pants. Each aspect is discussedd in the following paragraphs.

An underlying philosopby

The New Jersey Master Faculty Progran s a particularly
well-reasoned underlying philosophy regarding what nuikes
i work, The ideas used to explain why this particular colle-
gial coaching progrant is ~o cffective connectw clbwith ¢

A tselul set o sonple questions covenig the tens an s histas well asa
sample fomn tor use nthe process ol collegal eview ol course materals,
s vnlable e O CROSy p by 03
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the principal features of the general model of instructional
improvement delineated carlier in this report—untrecezing

(disconfirmation. comparison. and safety). changing (cogni-
tive redefinition through scanning or identification). and
refreezing (sustaining change through integration and recon-
firmation: €2) some of the key characteristics of a supportive
teaching culture identified carlicr—for example. the impor-
tarice of opportunities for interaction and collaboration
among taculty and a sense of faculy "ownership” of the

process of instructional improvement: (3) the concepts of
reflective practice, action science, and transformative learn-
ing. which frame the analysis of the wacher as reflective
practitioner: and G4) the dimensions of self-directedness in
the adult learner Guutonomy, self-management. learner con-

trol. and autodidaxy).
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It works hecanse the process is ... Ongoing. Facudly
who retirn from one-shot decelopient experienees,
stich as conferences or workshops. return to an
witchanged envirorment. Soon their energy dissifuitos,
the new ideas fade. But facudty who observe and are
observed. who interview students, who meet with a peot-
ner. are engdged in ait angoing rocess. The classroom
is nof the same. There's someone neas il it someone on
our side. Within the peer relationship we feel safe: we
yeceire the support we need i order to run risks.
Feedback from stucents and onr partiner is Continuons.
I response. we iy sonte new things. aned we get feed-
hack on them. ... Decentralized. The faculty pairis
largely antonomons. It charts its own directions. . ..
Meeting regularly, .. the pair shapes its o version of
the process. . . Faculty-owned. Very guickhe faculty
claim ownership. We see that undike much faculty
development, the peer collaboration and interviewing
helong to us. .. Faculty respond witl real creativity
anel indtiative to a progrant that they perceite as not
only for then but by then . Transforming,
collaborating with a prees is uself transforming. We sce
that onr frustrations and hopes are not witique. The
isolation of teaching is subrerted. Regardless of what
else we lecorn, we lecrn hows much we need one another:
Cthe nen relationship with students whone we inter-
vicwe likee the refationship with o partner. transforms
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ourattituce toward teaching and learning .. land in
the words of a program participant.] ~“Both obserring
and being observed bare cansed me 1o look very criti-
cally at my own teaching: [ bare become acutely aicare
of what I o in my classes ™ (Golin 1990, pp. 9-10).

A procedure for selecting participants

Participants in most collegial coaching programs are volun-
teers, and they usually work in pairs. Sometimes the colle-
gial pairs are from the same or a related field: other times
they are from very ditferent ficlds. When the targ s of
observation and consultation are content-related course
materials or aspects of teaching related 1o knowledge of
pedagogical content (Shulman 1986, 1987, 1989). 1
colleague from the same ficld is especially helpful. But
when the purpose of observation and consultation is related
to improving general Crather than content-specific ) teaching
skills, collegial feedback and discussion could focus oo
much on specitic content and thus interfere with the neces-
siary atention to behaviors targeted for obsernvation and
improvement (Keig and Waggoner 199.: Menges 1087

Weimer 19900, and in this case, o Meague outside one's
ficld could prove more helptul. Uliimately, the choice
depends upon the purpose of the collegial coaching project.

A training program for collegial coaches

Most training programs for collegial coaches Tocus on devel-
oping their sKills in observation and in giving feedback dur-
ing consultation. The University of Maine at Farmington
brought in an outside consultant to conduct two hall=day
training sessions. The relatively thorough training program
contains i ven imporl:ml compongent:

1he secondd balf-day: session concentrated on alterin-
tive observation appnoacbes. techiigues for recording
data. and analysis of data to prepere for a conference.
The tero-person teams then visited a regidar cass in
sessiort to practice the classroomt consultant process.
Follorring the class visit, the workshop participaints
returised to share their experiences, analyze thewr data,
discuss ffective ways of giving feedback. and plan for
thewr work together durving the rest of the semester
Ferren and Geller 1983, p. 8.




The Teaching Consultation Program for the University of

Kentucky Community College System adds o special “teach-
ing consultants workshop™ to the typical training program
for collegial coaches. An important part of the training pro- _
gram tikes place six weeks into the semester after al! faculty
consulints have both observed and videotaped their col- The overall
leagues. At this point. all faculty consulants participate ina hrocess of
special two-day workshop. Each collegial consultant (coachy  sapeyltation in

. makes a0 23-minute presentation to all the other participants. most collegial
Consultants in wrn present short oral descriptions of the .
colleague they are coaching, then show a 10-minute video- (:'oachmg pro-
tape that illustrates the colleague’s teaching in the classroom. Jects Clea"ly
At that point, all participants join in a group analysis and follows three
discussion of the teaching hehaviors of cach colleague and phaSes of
jointly explore strategies for improvement (Kerwin and instructional

ads 1993, p. 72, 1
Rhoads 1993, p observation

A preobservation conference and dzagnoszs.
The overall process of consultation in most collegial coach-
ing proiccts clearly follows three phases of instructional
observation and diagnosis (irst described by Bergguist and
Phillips 1975, pp. 88-90). The first phase is custonariiy a
preobservation conference between the coach and the
teacher to be observed. During this conference. participants
share teaching goals Gind sometinies course materialsy and
tdentily specific behaviors about which the teacher wants
feedback CMillis 1989 Sweeney and Grasha 1979) The
couch and teacher also agree on the observation techniques

and instrumients to be used in the nest phase of the process,
These agreements constitute o sort of contract. and although
“the contract is not restrictive. it does assure that the obser-

vation and teedhack will e directed toward the observer's
concerns” (5ko g TORG . 230,

Classroom visits and observations

The second phase is the observation itsell. T is often carried
out by the coady's use of an agreed-upon obsenvation instru-
ment. For example, observations might be gaided by
detatled chedklist of specific hehaviors, sach as o gide fon
observation that contains nearly 300 specilic behayiors
arranged mito three major categories Geaching through pre-
sentation, teachmg through involvement. and teaching
through questioning) (Helling TOSK pp 150 -5 D Sometmies
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obsenation is based on a more condensed narrative form
that poses general questions about various aspects of teach-
ing that the coach answers with written comments (Millis
and Kuaplan 1995, p. 148). Some recommend a more detaited
narrative form (see. e.g.. Sorcinelli 1980 that provides sets
of questions to be addressed during the preobsenvation con-
ference, the classroom observation. and the postobsencation
conference (Keig and Waggoner 1994, pp. 45—9),

Fach of these approaches to classroons obsernvation is
customarily used when the perspective of the visitor is that
of the faculty observer—u nonparticipant in classroom activi-
tics. An entirely different approach to classroom observation
in collegial coaching projects is the use of an observer who
is a full participant in classroom activities (see. ¢.g.. Annis
1989: Rorschach and Whitney 1980: Shatzky and Silberman
1980: Tobias 1980, 1988). In such cases, observation is, as
much as possible. from the student’s perspective. with the
obsenvations still shared between experienced professors. In
most such projects. cotlegial coaching pairs remain partici-
pant observers in cach other's classes over the course of an
entire semiester. A professor of English and a professor of
chemistry at the State University of New York at Cortland
claborate on the rationale for this approach:

Where this endearor differs from other techiigues,
including teant teaching. is that the instructors
involved are ideally front completely different disci-
plines. this is so that little. if any. of their backgronnd
gives thenr an advantage over the other students in
wnderstanding the material. i other words, when the
instructor attends a colleague's class, it is as complete a
learning experience as can possibly be simuldeated. . .
Ay master-students, we were able to tatk to onr fellow
stidents and find ont more about their understanding
of the material and the teaching methods than we
contled as faculty. (We were. dafter all. i the same boat
[as] they were.) Moreover, becanse neither of us bad cany
prior kuowdedge of the material corered, it was easier 1o
wnderstand and emprathize with those students haring
difficudiy. But it was also trie that we condd better cral-
neite the rigor of the conrses we taught and fndee
whether or not studends were being conscientions in
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their efforts 1o learn the material and do the conrse
rork (shatzky and silberman 1980, pp. 119-20).

A postobservation conference

During the third phase. the postobservation conference, the
couch presents feedback regarding the specific behaviors the
teacher targeted in an objective and descriptive (rather than
judgmental) manner. and encourages the reacher o develop
strategies for change based on the tfeedback provided. Juis
the couch's responsibility to allow the eacher o ke all
change-related choices, resisting the temptation o shape or
make those choices forthe colleague (Millis 1992). 7To ave vidl
a prescriptive stance. rather than ofter direct advice. [coach-
esh must encourage colleagues or peers 1o explore eaching
options, starting with some that have been suggested in the
[feedbackl. . .. The instructor makes choices about areas 1o
change to enhance the teaching and specific strategies 1o
assist in making those changes™ (p. 198).

An evaluation of effectiveness by participants

The final aspect of good practice in collegial coaching is the
need for 2 session between coach and teacher near the end
of the process. that centers on the assessment of effective-
ness, focusing on “such things as how successful they felt
how helpful they were to the teacher. and whether or not
any interpersonal or other barriers existed while working
together” (Sweeney and Grasha 1979, p. 33). A particularly
creative GE not courageous) variation on collegial coaching
was carricd out recently at the University of New Orleans
(Bogotch and Bernard 199 0. AU feast two aspects ol this
project are notew orthy exeeptions to the norms that have
arisen for coltegial coaching. First. the coach was @ doctoral
student of the professor seeking teedback—more appropri-
ate than it might appear at first blush because the student
was an expert in coaching and a central administrator in the
public schools, while the courses the pre essor taught were
in the Feld of educational administration: "We deliberately
sought o turn a raditional protessor—graduate student rela-
tionship onits head. consequently identifying the graduate
student ¢ espert in coaching and the professor crm
teacher-learner” (p. 21, Secondl. although the coach was
present in the classroom for every class. she was neither an
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official student in the class nor a participant obsenver. The
project resulted in numerous constructive changes in the
teacher’s behavior, particularly in the teacher's encourage-
ment of students” participation and effective use of small-
group activitics.,

While maathors of programs . . . report that faculty mem-
bers believed their teaching had improved as w resalt of
feedback provided by colleagues.” evaluation of programs
appears to be somewhat timited (Keig and Waggoner 199:4.
P- 93 At least one recent exception to the Lack of evalug-
tion is noteworthy, however. In 2 experimental design 1o
assess the effectiveness of the Teaching Consultation
Program at the University of Kentucky Community College
svsteme memibers of the experimental groap worked with
faculty consulants (couches), who directly observed them
and videotaped them in their classrooms in an effort o
develop goals for improving teaching and strategics o
achieve the goals (Rozeman and Kerwin 1991, Experimental
and control groups were compired in terms of changes in
their student ratings of teaching betw een end-of-semester
assessments betore and after the intervention. Resalts “indi-
cated that for Overall rating of the teacher's ability to weach,”
the experimental group made significanthe positive improve-
ments on the [ratings] instrument as compared 10 the control
group. ... These improvements peesisted through 1o the
third administration . . . one vear after the initial testing and
one semester afier the intervention™ (pp. 227-28). Additional
studies like this one are needed to provide more subs antial
evidence to supplement the self-reports of participants and
program coordinators regarding the effectiveness of collegial
coaching as o strategy Tor improving instruction

Colleagues as Team Teachers

Arecent qualitative v estigation of the sources of intrinsic
rewdrds in college teaching involved individual inters iews
with S2 faculty at six Large rescarch universitieos, as well as
mterviews with an additional 30 faculty from two of the
mstitutions. While teaching has nunv intrinsic rewards, fac-
ulty need 1o be rerrinded of them through opportunities 1o
Lk about their eaclung with ther colleagues (Froh. Men-
gossand Walker 1993, p. 930 Interviews with 11 senior
Lacudty at 11 colleges and universities revealed that one of

the most potent sources of facuhy development and vitality




in teaching comes from opportunitics to interact and collab-
orate with colleagues within the context of “team teaching,”
which fuacultv report as ~their most meaningful teaching
interactions™ (LaCelle-Peterson and Finkelstein 1993, p. 28
Nursing taculty reported considerable interaction through
team teaching individual courses, suggesting that as a result
of these and other teaching-related interactions. teaching
had clearly improved in arcas where colleagues in other
departments were still struggling. Faculty in the luboratory
sciences reported that their "most significant interaction with
colleagues and students 1ok place in Liboratory seuings.”
where discussions about teaching were encouraged by the
sharing of space and equipment in the Liboratory (p. 28).
Faculty also described significant collegial interactions about
teaching associated with the grading of writing assignments
or common examinations within the context of departmental
courses with multiple sections.,

A relauvely recent review of the literature on facuhy col-
laboration through team waching revealed three primary
henefits for professors—the “development of their teaching
ability. new intellectual stimulation, and a closer connection
to the university or college as a community” CAustin and
Baldwin 1991 p. 4. The capadity of team teaching to
improve instruction apparently derives from the opportuni-
ties for mteraction provided by collaboration in teaching.
through w hich colleagues come to trust one another,
observe cach other weach, and discuss their idegs and con-
cerns about teaching (pp. +1—2),

Team teaching can be defined as “two or more trainers or
teachers collaborating over the design or implementation of
the same course”™ tEasterby -smith and Olve 1984 p. 2260
Team teaching is nota new coneepr, having bheen used
widelvin elementany and secondary schools sinee the 19560«
and expanded greatly in colleges and univ ersitios during the
F900s as part of the movement tow:ird student-contered
tearning (Fasterby -smith and Olve 1955 Heath, Carlson. and
Kurty 10871 e ditterent models of team teaching have
been developed. distinguished by the roles plaved by eam
members in the design and mplementation of teans
Chasterby soth and Olve 1981 Darng the design pluase.
plinning s usualhy primarily under the control of one ment-
ber solo designt or pertormed ol watively with all weam

members contributing Goimt designy Durmg miplementation,
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the roles of team members can be divided according to the
content specilty of cach member (content implementation)
or the component activities of eaching—lecturing, discus-
sion. grading. and so on {process implementation? In some
cases, team members jointly plan or design the class but
without clear divisions between the roles of members during
implementation.

The five models of wam teaching can be arranged tfrom
the least collaborative to the most collaborative (Eusterby-
Smith and Olve 1989, A star teant is one in which one
eacher is totally in charge of designing or planning the
course. while guest lecturers or “visiting stars” are invited to
the classroom during implementation o address their differ-
ent content specialties in wayvs that fit the primary teacher’s
course design. Guest lecturers are present at different times
and do not collaborate or interact with one another. A Dbier-
archical tean also has one eacher who is primarily in
charge of the design of the course. but during implementa-
ton. the roles of ather team members are divided according
1o different aspects of teaching, with cach team member
responsible for i specific aspect (or example, the central
teacher handies the lectures, while other members conduct
supplemental discussions). This model describes well the

features of @ typical team comprising professor and several
teaching assistants in many universitics. But because of the
asuatl absence of meaningful interaction among teanm mem-
hers in these o least collaborative models. whether or not

e hing IMproves remains an uninsw cred question,

ach member of s specialist teant contributes 1o the
design and planning of the course. according 1o his or her
content specialtics. During implementation, lecturers’ 1< les
are also divided according to their content specialtios,
Because more thian one team member custonurily is present
at every cliss session. wam members can learn from cach
other mn terms of both content and eaching methods, Three
professors at the New England College of Optometry. for
exdmple. report on s suc cessful eam eaching experienee
consistent with the characteristios of the specialist team
model CHeath, Garlson, and Kartz 9870 Participants report
that undet the conditions of this approach, team “members
can learn new teaching technigues from one another and
receiv e continual peer evaluation at the ~ame time” (p 77
1 nlike the st and hicrarchical models, the specialist model




offers a variety of opportunities for collegial discussion
about teaching issues.

The members of o generalist tecm have similar content
Packgrounds and share joint responsibility tor all aspeas of
designing the course. During implementation, the roles of
different members are divided by time or according o the
different aspects of instruction for which they are responsi-
ble (for example, introduction, conceptual presentation.
class exercises, and so on,

An interactive teantis the most collaborative of all team
teaching models. Such teams usually include only two mem-
bers. who tully share every aspect of the design and plan-
ning of their course. In-class roles are often not fully
planned in advance, and contributions from students or i
participating team member can influence both the content
and teaching methods that emerge during implementation.
Members of an interactive team literally co-teach by jointls
discussing with cach other and the students the Jdav's topic”
Caustin and Baldwin 1991, p. 370 Some scholars argue that
this interactive model is the only one that represents e
team teaching and s the tvpe of collaboration in teaching
that most likely leads to improvements in instruction (Quinn
and Kanter 198 1 Weimer 199m: “When faculty truly share
the responsibility for s course. few report participating in the
experience without its having significant effeats on their
instruction”™ C\Weimer 1990, p. 128).

several tenms have published reports of successtul expe-
riences with the intenactive model of e teaching Gsee.
e Prench and Sands 1993: Fuchs and Moore TORS:
Tannahill and Robertson 19803, At the University of
Colorado it Denver. for example. one experience with team
teaching was o combination of “co-teaching™ and “peer
coaching” (rrench and Sands 1993). The teachers j intly
designed their course and implemented that design by shar-
mg responsibilitios for teaching. advising. and grading Both
were present at eveny chass, co-teaching by alternating ~lead”

and “support” positions during each class session. The “sup-

port role” included facilitating discussion. monitoring and
recording tenchers and students” actions. and proy iding
addional examples o cariby key points, The two-person
e hield thice-hour meetings cachy week 1o review the
previous cass and 1o plan the nest. Both professors esperi-
enced tension regarding control over the organization and
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coverage of content. and they found the experience 1o be
very time-consuming. especially because of the need to
make all decisions by consensus. Peer coaching involved
giving cach other regular feedback and (collegial) support.
Once of the primary benefits of co-teaching wus their “per-
sonal development of teaching skills. By using peer coach-
ing in a course that lthey] had cooperatively planned and
implemented. receiving feedback felt safe and nonthreaten-
ing” (p. 52).

An unusual, but apparently very effective, application of
the interactive teaching model was carticd out by a profes-
sor of teacher education and a junior high school weacher
who team taught a fourth grade language ants class (Fuchs
and Moore 1988). The college protessor and the school
teacher planned all classroom activities jointly, tught
together in the clussroom as a true team, and shared and
reflected upon their reactions to the class sessions. The pro-
fessor had to adapt 1o feeling like a novice teacher again as
well as o the presence of another teacher in the classroom
while trving to test out the theories of learning he taught in
his teacher education classes. While the professor was
eaperimenting with the role of Tead wacher. the school
teacher experienced discomfort at having the smooth opera-
tion of her classroom disrupted and interjected her own
comments to clarify ideas for the studenis. Both were
pleased o see experiments with “wait time” in questioning
anel the principles of “cooperative learning” actually work in
the classroom. They also reported clear benefits from team
teaching. For the professor. the examples used 1o iltustrate
a point in college chisses [were] more current and relevant.”
For the school weacher, the instraments used “to measure
teacher beliviors and the supportive evalwation of her
teaching by the professor oL increased her weaching eftee-
tveness” (p. 1120

[t has been suggested that sixowvpes of team members
nutke o winning team: someone dependable. someone
myventive, someone brilliant, someone kind, someone who
understands compromise. and someone who can ereate
coherence (Rinn and Wedir 1984 po 101 And “amvone consid-
cung jomt teacdung with colleagues™ should caretully consil-
er the tollow mg recommendations, ased on s reeent review
of the Jiterature on collaborative teaching arrangements:




. Know your potential collaborators well:

. Clarify what each person brings to the collaborative rela-
tionship:

3. Work out the details in advance:

. Solicit feedback from students:

(9]

5. Renegotiate roles and responsibilities periodically:

6. Cultivate a spirit of camaraderie:

. Communicate to others the nature of the collaborative
arrangement: and

8. 1If a junior faculty member, be cautious about collabora-

tive teaching, making sure o find out just how team

teaching will be viewed, evatuated. and rewarded by the

department. college. and unis eesity (Baldwin and Austin

1995, pp. 2t1=13).

Models of Instructional Consultation

One of the most robust empirical findings regarding the
eftectiveness of various strategies for improving instruction
is that consultative sessions about the informative feedback
ateacher has received about his or her teaching is consis-
Aenthy associated with more positive future evaluation of the
teacher’s instruction (Cohen 1980; Levinson-Rose and
Menges 1931; L'Hommedieu, Menges, and Brinko 1990;
Marsh and Roche 1993: Menges and Brinko 1986). In
recent survey of 331 faculty developers, respondents were
asked to rate the potential of various strategices to improve
instruction (Wright and O™Neil 1993). The results indicate
support tor the cffectiveness of instructiotal consultation,
Respondents ranked the ~availabilite of expert consultation
senvices regarding such arcus as course planning, test con-
struction. and teaching skitls™ 1ath out of 30 strategies.

rev ealing confidence in s potential for promoting the
improvement of instruction (p. 300, Morcover, “videotaping
classroom teaching tor analysis and improvement toften
including consultation with o teaching experty” was ranked
Toth overall but £2th out of 30 by faculty developers in the
Upited States and Canada These results reveal =a frly high
degree of confidence” in the capacity of instructional consul-
Lition to irmprose instriction (p. 25)

A comprebensive process of instructional consultation
Many of the informal processes ol consultation carried out in
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coltegral coaching projects have been formalized in o com-
prehensive set of routine services provided by the trained
consultants who constitute the staff of campus teaching cen-
ters. Many consultants at campus teaching centers are former
full-time faculty who have been trained and have hecome
highly experienced in instructional consultation. The strue-
re and process of instructional consultation performed by
the staff of teaching centers is usually based on the compre-
hensive model of individual consultation first developed in
the early 1970s as part of the Clinic to Improve University
Teaching at the University of Massachusetts (Bergquist and
Phillips 1977 Poviacs 1988), The model included four basic
stages: data collection, data analysis. improvement strategies,
and evaluation (Bergquist and Phillips 1977, p. 69).

During data collection. the consultant interviews the
instructor to obtain informition about his or her course
objectives, methods, materials, and any particular concerns
the instructor might have about his or her teaching: asks the
instructor to complete a self-assessment of teaching. using a
form with items similar to the ones students will use 1o rate
teaching: observes and videotapes the instructor during
classroom teaching: and collects students” ratings of the
instructor's teaching, When appropriate, the consultant
might collect data from interviews with students and ask
peers 1o observe content-specific aspects of their colleague’s
eaching in the classroom. During deta analysis and review.
hoth the instructor and the consultant examine the data from
Al sources. The instructor identifies specific aspects of teach-
ing that he or she would like to discuss and reaches agree-
ment with the consultant on relative strengths and weak-
nesses, based on the pereeptions of the instructor, the stu-
dents, and the consultant. During prepavation of an improve-
ment strategy. the instructor and the consultant describe o
significant teaching problem suggested by the data, negoti-
ate objectives for change, and agree on strategies for
improvement that could involve changing eaisting teaching
materials or methods. trving @ new teaching technique. or
engaging in some training. Frahiation usually includes addi-
tional observation, videotaping, or student ratings (Bergquist
and Phillips 19770 pp. 60="8).

A well-known experimental investigation of the cffect of
this comprehensive model of instructional o msultation on
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improving instruction was conducted in the tate 1070
(Erickson and Erickson 1979). The faculty in the experimen-

tal group went through all the stages of the procedure . _

described in the preceding paragraph. including examination
Comparing

of data (from self-assessment. student ratings. observation.

and videotaping of teaching) and an interview with a con- results for the
sultant, alt of which “were used to identify the targets of experimental
teaching improvement eftorts tor cach experintental group and control
instructor” (p. 0701, Based on ratings late in the semester. groups, the

~students of experimental group instructors perceived more

e clnee in weachi e oot the Semes researchers
positive change in teaching pertornunce over the semester dth b
than did students of control group instructors™ (p. 677). foun that the
Improved effectiveness was greatest for those skills that had effeCt Of con-

been identitied as the targets for improved teaching. : sultation was
Moreover., follow-np student ratings from one to four semes- “strongerfor‘
ters fater showed persistent improvement in teaching over the initially
time. A recent well-designed experimental study of the ,

" .. . ) . . ‘ - e e
effects of instructional consultation on the improvement of least ejf ctive

teachers.

instruction used 2 consultation process tdevised by Wilson
(19861 that was still siifar in many respects to the model
outlined above. with the notable exception that no obsenva-
tion or videotaping of teaching oceurred (Ofarsh and Roche
1993). Comparing results for the experimental and control
groups. the rescarchers found that the etfect of consultation
was “stronger for the initially least effective teachers. that
improvement [was fargest for the specific areas cach teacher
targeted as the focus of the intervention.” and that the ef-
fects of consultation based on “end-of-term feedback [werel
aronger thary those based on midterm ratings™ (p. 247
The obvicus guestion to ask at this point is “What is it
about instructional consultation that promotes instructional
improvement?” Notable speculations abound about the
answer to this important question. For example. it has been
suggested that the positive etfects of instructional consulta-
tion “occur merely because consultation insures that feed-
back is actively attended o and processed” (Menges and
Brinko 1986, p. 1D, Instructional consultation could also be
cffective because feedback from the consultant helps the
instructor translate various perceptions and assessments of
teaching (or example, student ratings) into specitic teaching
behaviors that can be coneretely deseribed and casilv under
stood, thereby providing a toundation for change (Murray

Tetkang Teachmg Sertonsly 83

w
w

Q

ERIC

PAFullToxt Provided by ERIC




19874, p. 89). It could well be that “a consultant can pro-
vide .. . suggestions about alternative methods of teaching”
(MeReachie 1987, p. ) that constitute the kind of feedback
that helps “teachers know how to make changes™ (Centra
1993, p. 80 Expert consultation has also heen described as
“the most individualized and context-specific approach o
improvement of clissroom teaching™ (Tiberius 1995, p. 192),
Others have emphasized the importance of the personal
contact between the consultant and instructor. For example,
when giving feedback. “the consultant develops interper-
sonal communication with the instructor and uses support
and encouragement to help him or her improve (Gil 1987,
P390 And it is also possible that “interpersonal expecta-
tions established in the consulation sessions create for some
faculty a desire to fulfill an implicd contract with their con-
sultant” (Wilson 1986, p. 211,

In combination. these specutations suggest that consulta-
tion canimprove teaching through various interpersonal
roles assumed by consultants and effective practices in giv-
ing feedback, Learning more about the yvarious interpersomal
roles that consultants can assume and about how they can
use effective practices in giving feedback could improve the
cffectiveness of awide range of both formal and informal
processes of instractionat consultation. Understanding the
roles of instructional consultants and how o give feedback
clfectively could be useful in training faculty to be consul-
tants o their close collcagues or to sermve as 2 consultant on
the saff of the campus waching center (see Brinko and
Menges i press tor @ useful resource in this area .

The roles of instructional consultants

Much of what we have learned about the practice of instruc-
tional consultation has been drawn from the extensiye eNpPRe-
ricnee of faculty developers rather than from experimental
mvestigation of the process. Instructional consultation has
been defined as “looking at. interpreting, and analyzing the
individual teacher-client's unique teaching behaviors i g
cotlaborative. investigative fashion™ (Weimer and Lenze
1901, . 3060 the essential purpose or “task of the consul-
tnt is to helpthe client Gacualty: member) think about what
is Tuppening in his or her teaching and develop some alter-
nate strategies for dealing with the problems™ (Lewis 1988,
p- 2D The underlying theory is that “feedback on behavior
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accompanied by support, produces change in behavior”
(Poviacs 1988, p. 82).

The consultant assumes a variety of roles during the
process of consultation, and they can be arranged according
1o the phases of the process of instructional consultation
(Lewis 1988). For example. during the carliest phases of the
process, i consultant is a data collectorwho intenviews the
instructor about his or her course. attitudes about teuching,
self-assessnient of weaching. specific coneerns about teach-
ing. and personal problems: examines course materidls:
collects student ratings and interview data: and observes and
videotapes actual eaching. During the next phase, the con-
sultant assumes the role ol dater manager: arranging ail of
the data cottected so that it is in an accessible and under-
stanckible form for the instructor and is related to the
instructor's specific concerns about his or her teaching. The
consultant becomes a facilitator when the instructor and
consultnt jointhy discuss and interpret the data, explore
alternative approuaches o teaching, and decide what needs
to be done to improve the instructor’s teaching, When the
instructor begins to experiment with new techniques. the
consultant often serves s o support systent to assist the
instructor in the analyvsis and interpretation of whatever hap-
pens during experimentation. It the instructor has personal

problems that affect his or her teaching. the consutant
Cdepending on his or her training might serve as connselor
or refer the instructor to someone more qualified to perform
that role. Finally, as the instructor experiments with new
techniques of teaching, the consultant serves as an inforima-
tion sonrce. recommending and discussing various available
nuterials on the new technique (pp. 21-200

During data analysis and review —that is. when the con-
sultant is giving fecdback—the role of the consultam
becomes “especially comples as it is comprised of those of ¢
coltengue, an active listener, indl a facilittor™ (Poviaes
1988, p. 83 When the consaltant assumies the role of col-
league. he or she s perceived by the instructor to be ol

cqual status—that is. someone with college teaching experi-
ence ds well as experience m the improvement ol teaching,
Botlt consultant and instructor view the process as collabo
rative. not remedial, Thes by ze the dataand make dedi-
sions jointly . The consultant is not view edbas an espert;
instead, he or she s viewed as one who olfers informed
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guidance. In the role of active listener, the consultant relies
on skills, such as acceptance of feelings, empathy. probing.
paraphrasing, refocusing, and summarizing, (pp. 86-91).

Modeis of consultative interaction
Two separate reviews of the titerature have identified at
teast four basic approaches to tor styles of) consultation,
The Arst identifies four styvles catled expert. problem-solver.
collaborator, and counselor (Dalgaard. Simpson. and Carrier
1982). These styles are similar in many respects to four of
the five models identified in the second—product. preserip-
ton, collaborative process, alfiliative (Brinko 1990). and
confrontational (Brinko 1991). The names of these sivies in
the first review (Dalgaard, Simpson, and Carrier 1982)
emphasize the primany roles the consultant might assume
throughout his or her interaction with an instructor. The
names given in the second review (Brinko 1990, 1991 are
more descriptive of the focus of the relationship and nature
of the interaction between consultant and instructor.

tn the prodirct model. the instructor identifies the problem
and its probable solution and then draw s upon the expertise
of the consultant ~to produce a test, slide show, video, lab
nunual, or other product that can remediate the problem”
(Brinko 1991, p. 12, In the prescription model. the relation-
ship between consultant and instructor is like the traditional
doctor-patient relationship—-the consultant assumes author-
ity and responsibility for identifving, dingnosing, and solving
problems™ cpp. 13131 Inthe collaborative process model.,
consultants are viewed as collegial facilititors of improve-
ment. while instructors bring their expertise on content to
hear on the problem. The instructor and consultant work
together to identily, diagnose, and suggest solutions to
problems™ (p. 15, Sometimes consultants use the affiliative
maodel in which they become counselors, helping the
instructor to sobve ~personal problems that may cause or
exdacerhate L instractional problems”™ (p. 151 Occasionally,
consultants adopt a confrontational model 1o challenge the
dssumptions of i recalcitrant instructor who may be deny-
ing the problem or is personally or professionally threatened
by it (p. 1)

Inan empirical investigation of the interactions ol instrue-
tional consultation, the verbal hehaviors ol consultants and
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instructors engaged in consultation were coded from 10
videotapes of sessions conducted by faculty developers at
cight different universities (Brinko 1990). In cach case. the
consultant provided feedbeack for the instructor based on
classroom observation. videotapes, student ratings. or inter-
views with students. Each consultant was classified accord-
ing to which of four models of consaltative interaction he or
she primarily emploved—product. prescriptive. collabora-
tive process, ot aftiliative. Among the consultants observed.
none used the product or affiliative models, while all of
them emploved behaviors that fit both the prescriptive and
collabortive process models. And no apparent difterences
were revealed between novice and experienced consultants.
As o group. consultants were more or less evenly distributed
across o prescriptive-collaborative continuum: however, six
of the 10 were in the moderately to very collaborative range.
while only four were in the moderately 1o very preseriptive
range (. 7L some Laeulty developers and other scholars
prefer the collaborative process model as the approach most
likely to improve instraction (Braskamp and Oy 199 ¢
Carroll and Goldberg 1989 Cooper 1982: Dalgaard. Simp-
son, and Garrier T982: Geis 1991 Povhaes 1988 Others
Delieve that i more Hlexible approach is necessary because
the appropriate model depends ongand will eoerge within,
the dynamices of cach consultative sitsttion (Brinko 1991
moreoyer. some instructors might not prefer, need. or be
redddy for the collaborative process maodel, which requires
great commitment on the part of both consultant and
instructor to be eftective (Cash and Minter 1979).

Effectirve practices for giving feedback

Instructional feedback has Deen defined as “information

provided o instructors about their performance that includes
reconmendations for Tuture improvement” (Gil TOST p. S8,
This definition of feedback is remarhably similar to the pro-
file ot the data review and analysis phase of consultation
portrved in earlier parts of this section. This particular
phase of a4 constltation occurs when the consultant’s role
Decomies the most complex, Tor the consultant assumes the
overlapping roles of colleague, active listener. and facilititor
Fonlacs 1988, oS30 Fadh aspect of this comples role s
associated with the pracuce of giving feedback o the
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instructor—the kind of fecedback that comprises both infor-
mation and guidance (that is. suggestions for improvement).
The point at which the consultant gives teedback to the
instructor. consisting of various tvpes of information about
his or her teaching drawn from various sources, has been
deseribed as “the moment of truth™ how, then, does one

scize the moment? (Geis 19910 p. 7).

A review of the literature on effective practices for giving
feedback in the ficlds of education, psvehology, and organi-

sational behasior generated @ comprehensive set of 33 spe-
¢ific recommendations that can guide colleagues as coaches
and expert consultants toward giving etfective fecdback to
instructors (Brinko 1993). The review provides recommendit-
tions on what, when, and how feedback should be given
from the perspective of hoth giver and recipient.

For the giver. feedback is more effective when:

Information is gathered from a number of sources:
Information s gathered from oneselt as well as from
others;

. The source of the information is perceived as credible.
know ledgeable, and well-intentioned:
The source of feedback is Tower or equal in status 1o the
recipient:

- The information is mediated by a consultant: and

- The consultant is authentic, respecttul, supportive,
cpathic, nonjudgmental. and able to keep consultations

confidential (Brinko 1993, pp. 377-78).

No one mode of giving teedback is most effective, and a
varieny of mades is beste With regard o content, feedback is
more cffective when:

It contains accurate data and irrefutable evidenee:

It contains concrete information:

It contains specific data.

I is toctsed:

It tocuses on hehavior:

It is descriptive:

It credtes cognitive dissonance: and

[t contuns madels tor appropreate behavior (Brinko 1993,
PP STY=8h,




From the givers perspective, feedback is more effective
when it is given as soon s possible after the performance
and is considered i process (pp. 80-81.

Additional recommendiations for the effective practice of
giving feedhack tocus on the recipient. In general, Teedback
is more effective when:

. Redipients voluntarily engage in the process of feedback:

. Recipients engage in the process as part of routine pro-
fessional expectations: and

- Recipients” amount of experience and developmentad
stage are considered.

Giving feedback is more effective when the recipient seleats
the mode of its convevanee (pp. 381- 821 The content of
feedback is more effective for the recipient when:

IS sensitive to the recipient's Tocus of control.

U is sensitive to the redipient’s self esteeny:

It contiins 4 moderate amount of positive Teedback with
aselected and limited amount of negative foedback:

1
2
:
D

s negative information is “sandwiched” bet veen posi-
tive information;
- Is negadtive inlornxution is self-referenced:
- Its positive information is attributed 1o internal causes;
e creates amoderate amount of cognitive dissonamncee:
St reduces uncertainty for the recipient:
CMris relevant and mieaningful to the recipient:
[t allow s for response and interaction: and
Horelates to goals that are defined In the recipient or o
revrds that result from positive performance ¢pp.
S8A-85).

And teedback is more effective tor the recipient whien it is
given trequently but not excessively ¢, 3830,

Videotapres and consullation

A number of studies have shown that improsed mstauction
is associited considerably with opportunities for instructors
1o view videotipes of ther own tor g colleague sy teachmg
or to view 4 model videotipe demonstrating effectuv e teach:
ing skills, hoth with and without consultation € Abbott, Wultf.
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and Szego 1989: Boice 198+ Dalgaard 1982: Hendricson.
Hawkins, Litdefield. Kleffner, Hudepohl, and Tlerbert 1983:
Levinson-Rose and Menges 1981 MeDaniel 1987: sharp
1981: Tavlor-Way 1988 Tavior-Way and Brinko 1989). In an
examination of the eftects ton subsequent effectiveness in
eaching) of viewing oneself on videotape, 22 eaching assis-
tants were assigned to experimental and control groups
using a stratified random sampling method. Early in the
term. all instructors” classes were videotaped. Nexto members
of the experimental group atended teaching seminars and
had o consultative session with the semiinar instructor to
view their videotapes, evatuate themselves, and set goads for
improving teaching. Late in the semester. all instructors were
videotaped again. ‘Trained raters scored the first and second
videotapes for cach instructor. The experimental group. after
the consultation and attending semunars, had significantly
higher final ratings than the instructors in the control group
(Dalgaard 1982).

In a vivid test of the etfects of viewing a demonstration
videotape on improving instruct.on. 37 teaching assistants
were assigned randomly to experimental and control groups.
Before the semester. all instructors were videotaped teaching
a 10-minute lesson. Al instructors then attended a seminar
on lecturing skills Gn two groups), during which members
of the experimental group viewed a model videotape on
fecturing. Al instructors were videotaped teaching another
10-minute lesson during the first week of the semester.
Trained raters evaluated both videotapes, and the resuls
indicated that “viewing a model videotape did influence
subjects’ ™ teaching positively (Sharp TORLL p. +98).

In another study. faculty observed both themselves and
their colleagues on videotape (MeDaniel 1987). Members of
a faculty seminar on teaching worked toward gaining con-
sensus on what behaviors constitute good teaching. Al sub-
iccts were videotaped for one hour of weaching, after which
they viewed and discussed the videotape with a consultant
in terms of their own standards of good teaching and identi-
fied specific teaching behaviors to incorporate into their
teaching. Later, cach instructor was videotaped again, and
episodes of effective wachmg were extracted from partici-
pants” tapes: all faculty in the seminar viewed them together.
Many of the faculty tound ~observing others on videotape to
he as beneficial as watching themselves™ (p. W),

0.2
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A particulur advantage of videotaping is that such record-

ings “can serve wherever and whenever there is a need for
instant. aceurate, reliable audiovisual feedback that could
repeatedly be played back for closer examination and analy-
sis” (Perlberg 1983, p. 034). Videotapes are an external
source of information about one’s teaching that can promote
the process of self-confrontation (Fuller and Manning 1973).
One of the primary sources of motivation to change in
reviewing videotapes is the instructor’s identification of and
desire to reduce discrepancies between his or her setf-
coneept as a teacher and what he or she actually sees on
the tape (Perlberg 1983, p. G:41: Tiberius 1995, p. 190). In
teaching. as in much human behavior. nany actions in rou-
tine situations become very spontaneous or automatic. “De-
automization involves redirecting one’s attention onto those
processes for which attention was no longer necessary onee
the behavior beeame automatized.” ... Perhaps changes in
entrenched spontancous behaviors do not persist over time
unltess deautonutization takes place” (Fuller and Manning
1973, p. 483). Video self-confrontation has been found o be
especially effective for improving instuction when it is used

with 2 consultation. In reviewing a videotape. one of the
consultant’s primary tasks (in addition to creating @ safe
environment) is to focus the instructor’s attention on specific
teaching behaviors while viewing the tape (Perlberg 1983, p.
048).

The Role of the Department Chair
While helping faculty to develop has long heen recognized
as an important activity for the department chair, it has grown
in importance over the past 10 o 15 years (Gmelch 1995
Gmelch and Miskin 1993 Lucas 1989, 1990, 199+ Seagren.
Creswell. and Wheeler 1993: ‘Tucker 1993: D. Wheeler
1992). The director of the Center for the Study of the
Department Chair at Washington State University reports that
“department chairs view their facudty developer v e as their
most important responsibility. . Tronically. chairs feel least
trained and prepared in this area” (Gmeleh 1995, p. 154).
Studics of the sources of stress and satisfaction for new
and junior faculty hightlight the importance of the chair as a
faculty developer. Such studies have revealed that one of the
prinmary sources of stress for new faculty is a lack of collegiul
support from senior faculty: however one px nential source
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of satisfaction is the crucial support that could be provided
by the department chair (Boice 1992D: Sorcinelli 1988, 1992:
Turner and Boice 1989: Whitt 1991). New faculty have iden-
tificd department chairs as their advocates (Sorcinelli 1988)
and their mentors (Turner and Boice 1989). Those depart-
ment chairs “who were cited as particularty helpful seemed
to ke time o assign courses that fit Inew faculty members |
interests and priorities™ or worked 1o negotiate minimal
preps or areduced load™ for newer faculty (Sorcinetli 1994
P75 A relatively recent qualitative investigation of the
experiences of new facubty and the role of the department
chair was based on 21 interviews with six new faculty and
on interviews with six department chairs and four adminis-
trators on the dean's st ana large research university

W hitt 1991, Some new faculty praised their chairs for the
concern and help they provided: others complained that
their chairs were not as helpfut as they should have been,
Administrators described the role of the chair as “criticul”™ to
the support of new faculty, explaining that “the depariment
chair's attitude is kev—an attitude that it is part of the job of
the chair to provide unusual support for the new faculty 1o
muke sure that they become good reachers. establish a
meaningful program of rescarch. and receive honest feed-
back and praise” (p. 180). Likewise. in an evaluation of the
Lithy Teaching Fellows Program. interview data showed that
An important source of support for participating faculty
regarding their teaching came from the encouragement and
recognition they received from their departiment chairs.
Rescarchers concluded that without “the support of depant-
ment chairs, many incentives o encourage good teaching
may be fruitless™ (Rice and Austin 1990, p. 39).

How important is the chair in

instructional improvement?

I a relatively recent national survey of facults developers.
respondents were asked o indicate which activities for
improving instruction were currently avaitable on their cam-
puses and which of them they themseh es desired or
planned o implement. The most “desirable™ of all activities
for improving instruction w.as training depautment chairs to
be facitititors of such improvement. Researehiers concluded
that ~the strongest indicator of interest in new collaborative
cttorts is the high proportion of respondents (60 percent)
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who report that they would like ©©o work with chairs to facili-
tate teaching improvement. compared with the low percent-
age who currently do so t1o percent?” (Rurfiss and Boice
1990, p. 801 A recent international survey of 331 faculty
developers asked respondents to rate 30 practices for
improving teaching according o their potential to improve
the quality of teaching (Wright and O™Neil 19932, Three of
the practices ranked in the op 10 across the entire sample
(including the United States. Canada. the United Kingdom,
and Australasia) direaly involved depanment chiairs
“Teaching is tostered s an important aspect of academic
responsibility by deans and department heads™ was ranked
second overatl, and “Good teaching is praised and rewarded
by deans and department heads™ was ranked cighth overall
and fifth in the U s sample. ~Climate of trust created by
deans and department heads fthatl supports classroom
observation” was ranked fourth overall. This finding indi-
cates the veny high confidence that facalty developers have
in the positive impact on teaching of the collegial coaching
and team teaching projects discussed carlier. While faculty
den cl()pcl'\ perceeive themselves =as the CAMpPUs experts” on
eaching.” the results of this survey also indicate their “heliet
in the capacity of faculty members 1o provide one another
with meaningful feedback and advice on teaching with mini-
mal gudance from central agencies™ (Wright and O™Neil
1095, p 13 Finallve in support of the chair's importance in
instructional improvement, a0 study of 300 tacadty at 15 col-
leges and universities tas discussed earlier? reveals that the
most important determinant of whether an academic depart-
ment lus 4 sapportive teaching culture s the department
chuir's 1ole “in creating an environment conducn e to eliee-
tve teaching” Oassy, Wilger, an Colbeck 1994 po 17

Houw do effective chairs promote

improved instruction?

Rased em rescarclt on the vole of admmistrators in facolty
development. department chairs are more likely than deans
10 become actvely involved o assising faculty in their
development nd “their mvolvement usudaliy focuses on
teadchimy improvenent” (Boce 1092bo po 205 I the
Department of Psychology at the Unversiiy ol Missourn-
Columbia, the i and assocaie char detine facalin deved
opent and instractional mmprosemnent as o departimental

IR
This finding in-
dicates tbhe
very bigh confi-
dence that fac-
ulty developers
bave in the
positive impact
on teaching of
the collegial
coaching and
team teaching
projects . . .
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activity (DiLorenzo and Heppner 1994). They have devel-
oped a successful faculty peer consultation program for
instructional improvement, which, framed as completely
distinet from the evaluaion of faculty, is an example of the
type of departmental programs in which faculty devetopers
expressed their confidence in the international survey
deseribed carlier (Wright and O'Neil 1993). The program is
an application of collegial coaching that engages faculty
pairs in observing cach other's classes, interviewing cach
other's students, writing reports of information derived from
hoth sources, and sharing feedback and ideas for improve-
ment in consultative sessions (Heppnoer and Johnston 199+4).
These techniques are simikar o those discussed under colle-
gial coaching and consultation in this section and those dis-
cussed under “talking with students™ in the previous one,

A department chair at Fairleigh Dickinson University
recently described how she was able o introduce obsernva-
tions in the classroom by colleagues or morovement) into
a department when she joined the department both as a
new faculty member and the new chair ucas 199 1), Several
senior faculty, who were excellent teachers, complained that
they should do something to improve the “very poor”™ teach-
ing of some untenured faculty. In the chair's previous de-
p;irlmcnl. peer obhservation had been the norm: therefore, it
was her first recommendation. The senior faculty told her,
“We don't do colleague observation in this department, but
it Harry and 1 volunteer to have you visit our classes, then it
won't seem as it vou are just observing the worst people in
the department” (p. 100). She obseryed these two senior and
excellent teachers fisst, and it helped her to make classroom
observation a new departmental norn.

As deseribed carlier. a wechnique that more department
chairs are beginning to use is one of a number of variations
of the pedagogical colloguivm. The alternative formats for
the pedagogical colloguiuny G course narrative or course
argument approach, a colloquium centered on an essential
idea or coneept. or a ditemnr-centered colloguium) provide
efficient and eftective means of embedding an assessment of
teaching ceftectiveness into the process of hiring new faculty
(Byrnes 1995: Shuluan 1993),

When s University of Wisconsin professor became the
chair of his department, he routinely received and reviewed
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the syllabi deseloped by all the taculty in the depariment. As
he examined the other professors” svllabi. he began to
rethink some of the teaching approaches he used in his own
classes. It was such an eve-opening experience for him that
he mgathered and distributed copies of evervone's course
svitabi . [and] soon discovered that this sharing process
cncouriged evervone to be much mrore thoughtful about
course planning and the preparation of weaching materials”
(Trask 1989, p. 102

In a study of 30 department chairs who were recom-
mended for the study as a result of their effectiveness in
faculty development. participants were asked otk about
what they had done o help faculty members develop
(Xilhite 1990; Wilhite and Leininger 1988). A general pattern
of ¢ffective practices used 1o help roubled freulty emerged
from the interview data. Chairs tried to anticipate problems
by interacting frequenty with and monitoring the perfor-
mance of their faculty, When specific preblems were identi-
fied. the chair and instructor worked together to develop a
strategy that capitatized on the strengths of the individual:
the chair encouraged and supported the faculty members in
their efforts to change.

Another. Targer study was hased oninterviews with 200

S institutions. The chairs were recom-
mended by senior administrators or faculty development
specialists on their campuses. based on their distingnished
records of devetopmental work with their tacultv (Creswell,
Wheeler. Seagren. Eglv. and Bever 199, The rescearchers
asked chairs to describe what they did o improve the weach-
ing performance of their faculiy, Thev-used the results of
their interview data to suggest that ~excellent™ chairs follow
aset of steps similar to a comprehensive process of instruc-
tonal consultation (Bergquist and Phillips 19775 Povlacs
1088 gather background infornuttion: charify the goals and
objectives: observe the performance vourselfs facilitate

department chairs at

improvement and the practice of new shills: and monitor
progress toward improvement and advocate for the individ-
ual (Creswell et al 1990, pp. 61= 07 A specific cise, such
as the following one, illustrates this process. In this case, the
teacher swis a new professor inan education department.
she had excelient rescarch skills but needed to work on her
teaching.

Tetking Teachone Sertonshy




Gather background information. During the tirst year, the
chair “just spent time siting in her office. talking to her,
and not doing much.” But the chair also visited with stu-
dents about complaints and reviewed carefully the stu-
dents” evaluations,

Clarify the problem. By the end of the second year, it was
necessary 1o begin taking steps to improve the individ-
wal's teaching. The chair and the faculty member visited
and began thinking about a faculty development plan and
carricd out several activities under the plan.

Obserce the perforntance yornself- The Cair videotaped
the faculty members weaching in a few classes and then
reviewed with the individual the strengths and weak-
nesses of her teaching. Together. they isolated teaching
bhehaviors that nceded improvement. Then the chair sat in
on o couple of her classes 1o observe her.

Facititate improvement and practice. The chair and the
faculty member team taught @ course together that
required that both of them attend every session. Finathy,
the dean provided a summer faculty development grant
<o that the ¢hair and the faculty member could spend
three weeks during the summer maodifving one of her
COUrses.

Monitor progress. Over a period of several vears, the chair
monitored students” evatuations, By the sixth year, teach-
ing had improved: “She had gone from approximately o
1.5 on a five-point scade (ive as ahigh poinO o a1 or
1.2 in the intervening vears.™ At the end of her sisth vear.
she was given tenure (pp. 67-08).

Faculty developers at the University of Minnesota=Duluth
desenbe o special training program that they use 1o prepare
departmental faculty to comfortably and effectively observe

cach other's cliasses to improve instruction ¢Hilsen and
Rutherford 19913 | is a comprehensive program in which
the chair sernves as facilicor, helping faculty 1o get an
overview ol the entire training process: discuss the differ-
ence baetween peer observation tor improvement only) and
peer evaduation Hor personnel decisions): discuss openly the
anxieties of both tenurad and untenwed facalty working
together to improve waclung: use video to sec the ditfer-
ence between focused. deseriptive observation and rindom,
udgmental obsernvation: discover the value systems underly-




ing cach faculty members weaching: use a visualization exer-
cise to discuss what constitutes effective and ineffective
teaching: establish i shared waching vocabulary: train partic-
ipants how to observe through videotipes and “microteach-
ing” tteaching a short, content-specific practice fessond: set
up observation triads— observer-teacher-tacilitator (chair) —
and begin clussroom observatons: and switch roles and
repeatt the process. All accompanying written materials are
readily available so that the department chair can choose 1o
conduct the training seminars independently or with the
assistance or counsel of a consultant from a campus teach-
ing center.

The Teaching Culture, Instructional Change,

And Feedback from Colleagues,

Consultants, and Chairs

As we consider various ways that colleagues, consultints,

and clairs can provide informative feedback. we do not want
1o lose track of potential connections with the mechanisms of
the process of instructional change and the elements of a
supportive teaching culture (see figure Ton p. 17,

The following example shows the relevance of some
clements of a supportive teaching culture and discusses the
refreezing stage of the process of instructional improvement,
This subscction continues the example begun carlier.

As our professor incorporates the use of problem-solving
groups into her cliass, suppose that the department chair
invites her o join a monthly seminar in which the depart-
ment chair already participates. This seminar is facilitated by
a teaching consultant from the campus teaching center and
its 20 members, who span the ranks from instructor to full
professor and come from various departments and colleges
aronnd campus. Fach member is currently experimenting
with various ways of waching with problem-solving groups.
Once a month, these faculty share their experiences using
these approaches. Our professor shares her experiencees at
the semimar, and her departiment chair compliments her on
the “innovativeness™ of her efforts.

During this fast part of the example. the primary sources
ol informative feedback are colleagues, a consultant, and a
department chair. Notable clements ol @ supportive teaching
culture in this siaation include opportunities for interaction
among Facudty regarding teaching, a department chair who is
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supportive of activities to improve teaching, and the re-
sources of i campus teaching center. The key mechanisms
of the retreezing stage of the instructional improvement
process ire also present. Reconfirmation comes from other
faculty who teach with problem-solving groups, and integra-
tion occurs when the department chair reinforees the profes-
sors self-image as an “innovative” teacher.
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NEW AND JUNIOR FACULTY

Evidence is increasing that new and junior fuculdty find
the initial years in academe to be a time of great stress
as well as satisfaction, On the one band. new and
Junior fuculdty enjoy flexibility in bow they do their
work, opportiotities to learn and growe. and pleasures
Sfrom interacting with students and engaging in their
scholarly work. On the other band. they often are frus-
trated by insufficient time to fudfill all demeands. diffi-
culty in establisbing supportive collegial relationships.
insufficient resources, fear of nonreappointment, and
strugeles in balancing work and personal life. . .
Research also suggests that new and juior faculty need
assistance on several fronts and that colleagues and
administrators need to better nunderstand bow juntior
Jacudty develop careers and cope with career pressires.
In fuct, the willingness of instititions to learn about
and provide support during the carly years may be tital
to their ability to attract and retain potential faculty
members (Sorcinelli and Austin 1992, p. 1.

Although supportive teaching cultures and effective informa-
tive feedback from a variety of sources are generally benefi-
cial for the improvement of instruction, specific tiloring
nmiy be needed for certain categories. One such group com-
prises new and junior faculty.

New and junior faculty refer to “nontenured. full-time
faculty below the rank of associate professor, including
some who are new to the profession, some who are new 1o
their current institution of employment. and some who are
in the midst of probationary appointments” (Finkelstein and
LaCelle-Peterson 1992, p. 8). Today's new faculty differ from
carlier generations in several ways: They have obtained
positions in a competitive academic marketplace. a larger
proportion are women, their average age is greater, a larger
proportion represent dual-career houscholds, and a larger
proportion hold degrees from the more clite research institu-
tions. By the end of this century. two factors are expected to
work in combination to generate a substantial increase in
demand for new and junior faculty—retirements of o large
number of faculty hired during the boom of the lute 1960s
and early 1970s and increases in higher education enroll-
mient (Finkelstein and LaCelle-Peterson 1992). The foltowing
subsections examine the experiences of new and junior
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faculty that characterize academic careers during the pre-
tenure vears, the sociadization of new faculty, institutionad
programs tor the orientation of new and junior faculty, and
mentoring programs that facilitate collegial support for junior
faculty through professional interactions with senior faculty.
The fatter two subsections emphasize their implications for
instructional improvement.

Experiences of New and Junior Faculty

A number of scholars have emploved adult development
theories (see, g Levinson 1080) to conceptualize and
study fuculty carcers (Baldwin 1979, 1990 Baldwin and
Biackburn 1981: Bluckburn 1979, 1985; Braskamp. Fowier,
and Ory 198 1 Cyvtrvnbaum. Lee, and Wadner 1982: Furniss
19« 1: Hodgkinson 1974 Mathis 1979: Menges 1983, Various
sequences of developmental stages have been expressed in
terms of @ mgeneric view™ of the academic career that
includes four phases: noviee professor, carly academic
carcer. midaareer, and kue career (Baldwin 1990). The carli-
ost stage of a faculty members carcer—the novice profes-
sor—happens during the pretenure vears and portrays the
experiences. tasks, concerns, and developmental needs of
new and junior faculty. A primary need of the novice profes-
sor is (o establish competence. A most pressing coneern is
the development of o repertoire of effective teaching skills.
Among the tasks to be performed first are the design of a
number of new courses. often in particular subjects that are
not within the new professor's primary areas of expertise. t
is often necessary for the new faculty member to carry out
these demanding teaching tasks while establishing an appro-
priae research agenda. Further, cach of these professional
demands must be met in the face of competing responsibili-
ties in one's personal life. In all, then, this stage is a time of
intense pressure and stress. During this time of transition
into an academic career, the new faculty member might be
dssisted through institutional resources and support in the
form of a campus teaching center, oricntations. supportive
department chairs, and mentoring (Baldwin 1990, pp.
31=-330 A suceessiul transition or socialization during this
carly phase is especially important for the facubty carcers that
is. “the problems and performance of novice faculty mem-
bers influence their fater occupational progress™ (Raldwin
1979, p. 17,
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Studies of new faculty careers have revealed a number of
common themes that characterize the experiences of new
and junior faculty during the pretenure vears, Whether at
liberal arts colleges or karge rescarch universities, new fuc-
ulty are enthusiastic about their jobs (Batdwin and Black-
burn 1981: Sorcinelli 1988), but they also agree that this
carly phase of their careers is a particularly stressful time of
thetr fives (Buldwin and Blackburn 1981: Braskamp. Fowler.
and Ory 1984 Menges 1994 see also Ratehif! and Associates
1993). One of the primary sources of stress is a pereeived
lack of sufficient time for their activities. Time constraints
make it very difficult o balance the competing demands of
teaching, rescarch, and service. and limit opportunities to
meet the responsibilities associated with personal, social.
and family life (Sorcinelli 1988: Sorcinelli and Near 1989).
New faculy often deseribe themselves as being “the busiest
theyve ever been in thedr lives™ Clurner and Boice 1989, p.
32, ancd a tvpical strategy for ¢coing is to “work harder,
faster, and longer™ (Sorcinelti 19SS, po 12 6. Moreover. longi-
tudinal anatysis indicates that the stress associated with
these difficulties intensifies as the time for tenure review
approaches (Olsen and Sorcinethi 19920,

Although new faculty are committed to teaching well they
are often inadequately prepared to teach effectis ely (Boice
1991h: Sorcinelli FOsSY express concerns about how to teach
better (Baldwin and Blackburn 1981: Stnley and Chism
1991: Turner and Boice 1987, and often receive unsatisfacto-
ne ratngs of their teaching (Fink 198 & Turner and Boice
19870, The lion's share of new faculty’s work time is spent on
prepaation for teachmg (Boice 1991y, and they spend sig-
nificantly more time on teaching than their senior colleagues
(Fairweather and Rhoads 1993: Oisen. Maple, and Stage
1993). The primary reason new faculty spend so much time
on teaching is that they persistently oserprepare. “New facul-
v in their first three vears at krge campuses expended sar-
prising amounts of tme in lecture preparation: Noris
for new faculty with tw o-course: per-semester assignments
were 13 1o 22 hours per week: with three-course Joads, 18
to 27 hours” (Boice 1991¢, p. LR Other reasons new fae-
ulty spend particularly lage anounts of tme on their each-
ing include the need o develop new conrses, a high num
her of separate preparations, and Large elasses (Boice
191 Fink 198 1: Sorcinelli 19SS Turner and Boice 19300,
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The most common approach to teaching among new
faculty is dominated by the lecture or “knowledge-oriented
principles-and-facts prototype.” a style modeled after their
own professors (Fink 198+, p. 1013 They commonly con-
sider good teaching to mean “clear. knowledgeable, and,
possibly. inspiring lectures”™ (Boice 1991h. p. 137), and they
rarch have plans to improve their waching. other than pre-
paring better lectures and reducing standards of difticulty,
In o study of 06 new faculty during their first year at a targe
state university. the most common approach o waching
often resulted “in a syndrome {that) might be termad assis-

tant professoritis —i.c.. new faculty overprepare. feel com-
pelled o teach everything they know. provide linde time or
incentive for student participation. impress students as aloof
and unapproachable, reccive poor student evaluations, and
blame this outcome on the poor quality of students in their
chisses™ Clurner and Boice 1987 p. 1.

A recent qualitative investigation of the experiences of 45
new faculty during their first five vears at a large rescarch
university. however, reveated that by their fifth vear, new
faculty experienee a significant improsement in the effi-
cieney of their preparation for lectures, receive higher evatu-
ations from students, become more introspective about
aspects of their teaching., express greater confidence in their
teaching abilities, and become more satisfied with their
teaching experiences (Olsen and Sorcinelli 1992). Addition-
ally. astudy of 106 faculty at 12 liberal arts colleges found
asubstmtial improvement in the “riding of comfortableness
with teaching™ between new taculty in their fisst three vears
and those in their second three vears as an assistant pro-
fossor (Baldwin and Blackburn 1981, p. 6051,

I a relatis ey recent longitudinal study. four cohorts of
new fuculty —tw o cohorts fron a teaching-oriented univer-
sty and two cohorts from a rescarch-oriented university—
were interviewed in successive semesters about their
teaching and refated work expenences (Boice 1991h, 1991¢.
19921 A set of common characteristios of the teaching
approiaches of new faculty members emerged from the inter-
view data:

to They rely primarily on a facts-and-princdiples tvpe of lee-
tring and conceive ol good teaching as meaning good
content:
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2. They think of their facts-and-principles style of lecturing
as 1 means of detense against complaints from students
that might give senior colleagues the impression that they
do not know their materiak:

3. They auribute their unsatisfactory student ratings o exter-

nal factors, such as the poor quality of students. heavy

eaching loads, or invalid student rating systems:

-+ They are usually inactive regarding instructional change

or improvement. are reluctant to seek assistance from
campus teaching centers. and limnt plans for improvement
10 preparing better lecture content and making assign-
ments Cusicer:

3. they do not even expect to really enjoy teaching or move
heyond their facts-and-principles approach to teaching
tHor example. oward teaching critical thinking) until they
find that they no fonger need 1o spend so much time in
preparation or to worry about crificisms:

0. Even those with prior teaching experience at other cam-
puses use afacts-and-principles style of lecturing as a
defense against students” eriticism. deseribing the practice
as i temporary regression from how they had recently
taught at other campuses: aned

They reach the point of being comfortable and efficient in
their teaching or achicve aceeptance from students cither
very slowly or not at all, although they become somew hat
more efficient in preparing lectures by the fourth vear
and those few who persist ds participants in programs
sponsored by the campus teaching center progress in
more aspects of their eaching (Boice 1991, pp. 1T0="1).

As this profile indicates, “many of the initial habits of new
facultye seem tess than ideal . L andl this L disheartening
pattern .. probably holds true on a variety of campuses”
(Boice 1991¢. pp. 1H1=12). Based on superior ratings from
students, observers” ratings of performance in the classroon,
and faculty self-ratings, however, several new faculty from
cach cohort were identified as exemplary wachers or “qiick
starters” on their respective campuses. The following charac-
terstios distinguish them from theit new peers and suggest
wavs in which other new Laculty can be helped o become
heter teachers,

1. They have positive attitudes about their students:

Totkorng Teachmg seronsty

118

105




100

2. They lecture in a relaxed style and provide opportunities
for students to comprehend the material and become
involved in the class;

3. They exhibit fow fevels of complaining about kack of
collegial support;

£, They actively seck advice about their teaching from
senior colleagues in the role of a2 mentor:

5. They quickly need only moderite levels of time o pre-
pare lectures:

0. They spend a substantial amount of time on scholarly and

arant writing: and

. They are readier 1o become involved in campus faculty

development programs (Boice 1991h. p. 1o9),

One of the most persistent and prevalent sources of stress -
for new faculty is their concern over the lack of collegial-
itv—primarily. the inadequacy of encouragement and assis-
tnee from senior colleagaes—that they experience com-
pared to what they need and expected during their
pretenure vears (Boice 19 Ih: Fink 198 1 Sorcinelli 1988:
Whitt 1991 In a study of 66 new faculty in their first vear at
aharge state university. new faculty anticipated an inteliec-
wally stimukating and supportive environment with frequent
informal interactions about scholarly issues. weaching, and
other professional matters. They expected their senior col-
feagues o be active mentors who woukd serve as good role
models and as a source of constructive advice and encour-
agement” Clurner and Boice 1987 p.13). And in another
study of 3¢ faculty in their first year at a large research uni-
versity. this fack of assistance and support from senior col-
leagues was “the most surprising and disappointing aspect
of their fiest year™ (Sorcinelli TOSS, p. 1200,

In g two-vear study of four cohorts of new teachers, the
advice offered by senior colleagues o new faculty was
found to be pritmarily hased on mgossip and politics.” with
only 3 to 6 pereent of successive new faculty cohorts report-
ing any advice related o weaching (Boice TO91h, p. 151,
New faculty reported seme increase in the quantity of colle-
gl mteractons during their second year, hut those “inexpe-
rienced newcomers who tound collegial support for
teaching got it from other new faculy. oL 10s Bike the blind
leading the blind™™ (Boice 1992b, p. 670 When new faculty
members” experiences with collegial support were studied
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over tour vears, faculty reported bothy higher levels of sup-
port and less need tor such support over the four vears. but
the quality of collegial advice™ did not improve over the
four vears and still primarily consisted of “the gossip poli-
tics-laden information™ that characterized such interactions
during their first vear (Boice 1991a. p. 40). One study found
that new faculty members” satistaction with collegial support
decreases as they approach the time for tenure. and they
tend to rate “colleagues outside their departments s most

helplul or supportive of their careers. with untenured faculty

and chairpersons as nest most supportive. respedtively”
(Olsen and Sorcinelli 19920 p. 21,

Unfortunately. in the face of a lick of initiative from
senior faculty and in spite of their desire tor interaction with
senior colleagues, most new faculty are reluctant to seck
advice about their teaching and other professional matters
(Boice 1991h: Turner and Boice 1987 Whitt 1991 "Sonwe
expressed concerns about sounding naive. unprofessional.
or disorganized by asking for help trony senior taculiy: it 1
sav amvthing. they might wonder it I'm really doing nw joly,”
a big risk o tike with those who nuke decisions about
enure” CWhite 1991, po 1831 As noted carlier. however, new
faculiv identified as excellent teachers and quick starters
have been found to approach a lack of collegial support
without complaint: instead. they actively seek counsel about
thewr teacliing from senior colleagues in the role of mentor
Boree 1991, [991¢, 1992h),

At sone colleges. it could be more than just the quick
starters who actively seck help from senior colleagues.,
Interview data from o recent two-vear study of 31 new tae-
ulty at o comprehiensive university (Branch 1993 reveal an
interesting pattern of collegralitny betw een junior and senior
tuculty that helps focus attention on the importancee of this
collegiahty, New faculty were highly proactive in seeking
advice from senior Laculty about their teaching. Over 80
percent of the new taculiy in the study reported secking
advice about teaching from thew senior colleagues Sevenis -
Ave percent of the new faculty spoke at length about therr
plins tor instructional improvement. and when they dis-
cussed those plans, they frequently reterred o the consulta:
tive sesstons they hud expenenced with senior colfeagues,
The vesults of the study imdieate that “the emphasis placed
on teadching combmed with the relatively high levels of

...inthe face
of a lack of ini-
tiative from
senior faculty
and in spite of
tbeir desire for
interaction
with senior col-
leagues, most
new faculty are
reluctant to
seek advice
about their
teaching and
otber profes-
sional matters.
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collegial support on campus. did appear to be influencing
the new faculy's atitudes toward their teaching™ (p. 210 In
combination, these findings (Boice 199 1b: Branch 1999)
appear to suggest that the socialization of new faculty and
ultimately the quality of their teaching could both be related
to the level of interaction about teaching between junior and
senior faculty.

The Socialization of New Faculty
socialization can be defined as ~the process by which individ-
uals acquire the attitudes. beliefs, values. and skills needed to
participate effectively in organized social life” (Dunn. Rouse,
and Seft 1994, p. 373). More specifically., organizational
sociulization “refers to the manner in which the experiences
ol people learing the ropes of anew organizational posi-
tion. status, or role are structured for them by others within
the organization™ (Van Maanen 1978, p. 191 Interviews with
depariment chairs and dean's staft administrators at a magjor
rescarch university reveal that “they expected new faculty to
already know a great deal about heing a faculty member. to
be experienced researchers and teachers, to have values and
goals consistent with their new institution, and to . .. hit the
ground running™ (Whitt 1991, p. 185). Yet when new facuhy
were asked “What is it like to be a new facuity member?”
they responded with statements like =T have no idea what's
going on.” 1 get no messages from this place,” and -1 fecl
I've been thrown into a big pool without knowing how to
swim™ (p. 189). The experiences of this particular group of
new faculty would lead {onel to speculate that having to be
responsible for their own socialization may have added 1o the
already heavy workload of new faculty™ (p. 193).

some rescarch suggests that the socialization of new facul-
v Coperates on social Darwinistic principles; as one inexperi-
enced new assistant professor commented. Just as graduate
schools let many students sink or swim in the dissertation
strge, we also seem to willingly let people. even good peo-
ple. tail .. if they don't figure things out on their own™
(Boice 1992b, p. 4. The lack of institutional help in the
form of structured opportunties for organizational socializa-
tion of new faculty could help explain why new faculty
experience high levels of stress duting their pretenure years
(Dunn. Rouse. and Seft 199-4). A recent review of the itera-
ture recommends a number of strategies or structures o
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promote the orginizational socialization of new faculty:
prominent among them are orientation and mentoring pro-
grams for new faculty CAustin and Sorcinedli 1992).

Orientation and mentoring programs—whose description
and analvsis take up the rest of this section—can be con-
ceived of as two types of structures for organizational social-
ization of new faculty. They can be characterized and their
henefits better understood in terms of several tactical dimen-
sions of organizational socialization (Van Maanen and Schein
1979): collective versus individual structures: formal versus
informal structures: and serial versus disjunctive structures
(p. 232 see also S, Wheeler 1900).

Collective approaches to socializtion place neweomers in
a group and provide them with a common set of experi-
ences. In contrast. individual approaches socialize newceom-
ers by isolating them from one another, resulting in a
relatively distinet set of experiences for cach person, The
individual approach typically dominates the socialization of
new faculty in the great majority of colleges and universities
(Ounn. Rouse. and Seff 1994, pp. 393-9 Tierney and
Rhoads 1993, p. 27). Rescarch on the experiences of new
faculty clearly shows, however, that they share @ common
set of concerns, especially during their first one or two
vears. During a collective socialization experience. “the
thoughts, feelings, and actions of those in the recruit group
almost always reflect an sin the same boat” consciousness.
individual changes in perspective are theretore built upon
an understanding of the problems faced by all group mem-
bers™ (Van Maanen and Schein 1979, p. 233). Beaause new
faculty do share common concerns about such things as

workload and stress from multiple demands, uncertainty
about what is expected of them, a desire for collegial sup-
port, and a need to develop teaching skills (Austin and
Sorcinelli 1992), 1 strong argument can be made for supple-
menting the traditional, individual approaches to soctliza-

tion with a collective approach that addresses these com-
mon concerns. Orientations (workshops) for new faculty
that offer conerete assistance with the development of teach-
ing skills and address other common concerns of new facul-
v are being used successfully in avariety of college and
unis ersity settings (Fink 1992).

During formal approaches to socialization. newcomers
are separated from the regubar work setting and put through
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a tailored set of learning experiences. The formal socializa-
tion of new faculty is represented primarily by extensive
graduate school training and teaching assistantships (Dunn.
Rouse, and Scff 1994, p. 392) that constitute the bulk of “an-
ticipatory socialization” preceding organizational socializa-
tion for new faculty (Tierney and Rhoads 1993, p. 23). Infor-
mal socialization is based on a lissez-faire approach that re-
quires newcomers to fearn from experience—trial and error
—in the regular work setting, “where they must select their
own socialization agents . .. fand] must foree others in the
setting to teach them™ (Van Maanen and Schein 1979, p. 238).

The organizational socialization of new faculty relies pri-
marily on informul approaches, and “at 1 minimum, new
faculty need experienced and caring mentors” (Tierney and
Rhouads 1993, p. 28). A recent study of the experiences of
four cohorts of new faculty—two from a comprehensive
university and two from a rescarch university—reveals that
swomen and minority faculty reported significaoly fewer
mnstances of “substantial mentoring”™ than their white male
peers. even though “there were no fewer offers of mentor-
ing for nontraditional newcomers than for men™ (Boice 1993,
p- 306). This lack of mentoring for women and minority
faculty could be hecause they are underrepresented in the
professoriat and because, while “majority-group senior fac-
ulty can mentor women and minorities, it is more difficult
for these mentors to be role modets. . .. Furthermore, men-
tors who have navigated nontraditional paths can provide
specific information on how they overcame the obstacles as-
sociated with token status™ (Dunn, Rouse. and Seff 1994,
pp. 0=2),

In serial socialization, a senior member of the organiza-
tion serves ds a role model or mentor for a neweomer to
assist him or her in successfully assuming a similar organiza-
tional position. But “when no role models are available to
recruits to inform them as to how they are to proceed in the
new role, the socialization process is a disjinctive one . .
land] such situations make things extremely difficult and
anxicty-provoking for the newcormer™ (Van Maanen :ind
Schein 19790 pp. 217=48), Mentoring programs for new fac-
ulty can offer concrete assistance with the development of
teaching skills and address other of their professional and
personal coneerns (Sorcinelli 1993),
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Orientation of New Faculty

Eighty-nine percent of the respondents in a relatively recent
sunvey of 155 fuculty development professionals indicated
that they cither currently use or plin to use “orientations on
teaching skills for new taculee™ as a suategy for instructional
improvement on their campuses (Kurfiss and Boice 1990, p.
T Inan international survey of 331 faculty developers in
the United States (N = 163). Canada (N = 3D, the United
Kingdom (N = 82) and Australasia (N = 33, “workshops on
teaching methods for targeted groups, such as new taculty
and teaching assistants.” were ranked seventh out of 30
strategices for instrucuonal improvement in terms of their
potential to improve the quality of teaching (Weight and
O'Neil 1995, p. 330,

several possible reasons exist tor the perceived valdue of
orientation and mentoring ininstractional improvement of
new faculty, First. tor the most part. graduate schools stitl do
not assume the responsibility for effectively preparing future
faculty in terms of pedagogical skills. Second, institutions
assume that new taculty can indeed be motivated o im-
prove their teaching during the pretenure yewrs as part of
their preparation tor the tenure decision. Third, much like
teaching dassistants, most new faculty members encounter
common set ol challenges regarding the improvement of
their eftectiveness in teaching tWeimer and Lenze 19910 pp.
A19=200. Finallv. rescarch shows that at [east four persistent
needs of new faculty can be addressed by such programs—
the need o develop teaching skills, the need tor colleguality.
the need for information about institutional expectations and
resources, and the need to reduce stress from the multiple
demands of teaching, rescarch. and service CAustin and
Sorcinelli 1992, pp. 97-98).

A study of 100 new faculy during their first year of weach-
ing reveals that these first-vear teachers struggled widh has -
ing a limited range of teaching skills, experienced Hmited
interaction with their colleagues, and complained of a frus-
trating and stresstul workload, When asked what institutions
could de o help new faculty, omever, they responded most
frequentty that institutions should provide ~better informa-
tion at the start of the vear™ (Fink 1981 p. 107 Orientation
As discrssed here reters o something other than common
and briet welcome to-campus sessions offering information
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on ringe benefus, parking stickers, campus facilities. institu-
tional policies. and the like. It refers 1o “substantial orienta-
tion programs” (Fink 1992, p. +1) or “teaching ctfectiveness
workshops™ (Eison and Hill 1990, p. 225) for new faculty,
which include essential campus and institutional information
but also give significant attention to the development of
classroom teaching skills and other professional responsibili-
ties of new faculty Gesearch and grant writing. for example),
Among the ~lessons fearned the hard way™ by faculty devel-
opers at Southeast Missouri State University was that new
faculiy need o receive fundamental campus and institwtional
information as an important part of an orientation “before
fthey) become willing to think about feffective weaching)”
(Renegar, Summary. Bonwell, and Eison 19870 p. 117).
Although mecting these immediate needs of new faculty is
necessiary. however, it ~does little to close the gap between
subject matter expertise and weaching cffectiveniess”™ (Eison
and Hll 1990, 5. 225, In the cardy 1980s, faculty developers
at the University of Teaas. because of their concern about
filling this gap, prepared @ weeklong orientation that focused
more on husic teaching skills for new faculty:

it aliways has seemed peculiar, and a little backirard.
that clementanry and secondary teachers are provided
with tretining in teaching skills as well as content matter
white college tstructors are very seldom. if erer. exposed
1o methods fthat] will assist them in guiding the learning
of their stidents. This lack of specific training in teach-
ing techniques can be extremely stressfud for a new
Jacnlty moentber as well as inefficient as they iy to learn
“on the joh " (Lewis, Svinicki. and Stice 1985, p. 10,

This situation raises an important chatlenge tor higher
cducation—one that substantial orientations for new faculy
can effectively address, Such orientations can be described
along several dimensions: €1 tining —is it offered before
the fadl semester or periodically over the course of the first
semester or vear? (23 content—what is the relative emphasis
of the orientation on waching. rescarch, and institutional
information? (3) attendance —is it mandatory or voluntary?
C1y andience—does it include only full-time faculty or part-
time faculty as wellz €30 organization—=does the university
hold one common or centralized orientation for all new
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fuculty or are there decentralized programs for new taculy
in different colleges or departments? (Fink 1992, p. 410,

One of the carliest farge-scale programs tfor orienting new
fuculty was undertaken at the University of Texas at Austin,
beginning in 1980 (Lewis, Svinicki. and Stice 1983), The
progriam was initially: offered during the full week just
betore fall registration but has since been shortened o three
days (Erickson 1992): its cortent is primarily related to
teaching but also includes information about the campus
and the community (Erickson 1992 Fink 1992). Attendance
is voluntary. all new faculty are invited, the program is cen-
tralized. and it is designed and faciliated primarily by the
campus teaching center. An extensive packet of written
materials (250 pages) supplements the program. and many
experienced faculty are involved as presenters at various
sessions. Participants have many opporunities to interact
with cach other. Early in the orientation. institutional rules
and regulations are explained. and participants complete all
formal persennel forms together. The first aspects of wach-
ing to be addressed dre designing courses and svilabi and
becoming acquainted with the university's students. During
the middle part of the program. new taculty choose from a
variety of sessions on eaching methods presented by expe-
rienced fuculty who actually use these methods in their
teaching. The latter purt of the progrium covers evaluation of
teaching. instructional improvement. and the campus teach-
ing center’s activities: it also includes presentations on com-
munication and learning theories undertving the teaching
metheds covered in previous sessions. According to partici-
pants. the two strongest points of the orientation are the
“clianee to meet and interact with various faculty members
Irom other disciplines™ and the emphasis of the program “on
teachingl. which helps them prepare themiselves and their
materials for o more productive beginning in their new posi-
tions” (Lewis, Svinickic and Stice 1983, p. 201,

The campus teachmg center at Southeast Missouri State
University offers o centralized. weeklong program modeled
after the orientation program at ‘Texas for new taculty during
the week hefore the fall semester. Unlike the program at
Tesas. however this program is for full-ime faculiy only,
and attendance is nandators (Renegar et al, 1987 The
mudjor topics coverad in the sessions Gas weell as ina supple-
mentary relerence book include designing courses, teaching
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critical thinking. leading discussions, lecturing effectively.
and constructing tests. In response to feedback from partici-
pants. @ number of noteworthy improvements have been
made over the vears (Eison 1989). Depurtment chairs are
asked to distribute letters 1o all job applicants indicating that
participation in the orientation for new faculty is expected if
they accept the position. Additionally. a short stitement has
heen added to contracts for new faculty that addresses the
requirement of attendance. After the contract is signed. new
faculty receive letters from the provost and the director of
the campus teaching center that describe the program. New
faculty are also surveyed regarding their interests in various
instructional topics. Extensive information about the campus
ttours of the campus and library are also oftered) and the
community is now provided on the first day of the orienta-
tion. and two-hour lunch periods and all of Wednesday are
now set aside for participants to attend to other responsibili-
ties during the week before classes begin, Participants now
choose among alternative sessions, small-group sessions
now permit more interiaction among participants, active
learning techniques are used more extensively. and partici-
pants eviluate cach session separately.

Other successful orientation programs include aspects
simikar to these two models. but cach has one or more fea-
tures that make it distinctive, The orientation program for
new faculty at the State University of New York at Buffalo,
for example. is a centralized four-day program offered two
weeks betore Tall classes begin: atendance is voluntary and
limited to full-time faculty (Welch, Solkoff, Schimpthauser,
and Henderson 1988). A special feature of the program is
that about one-third of the total time is devoted to micro-
teaching in small groups: this experience gives “participants
an opportunity 1o recenve immediate corrective teedback
from peers of videotaped, eight- to 1o-minute tecture seg-
ments”™ (p. 1101 Orientation at the University of Oklahoma is
a centralized program for all new fuculty members Gatten-
dance is voluntany) that consists ol i semester-long set of
weekly Ts-minute luncheon seminars. The content focuses
on professional development Crathier than just instruciional
developmenty and covers issues related 1o rescarch, teach-
ing, and university resources (Fink 19920 At Luther College
in Towa, orientation consists of “advance readings, @ one-day
general orientation, and a program of weekly discussions
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with follawv-up newstetters through the fall semester”
(akoubek 1994, p. 220). Topics for the weekly discussions
are chosen by the new faculty, a senior faculty member is
asked 1o be a resource person on each week's topic, and a
one-page newsletter sumnarizes the key points and practi-
cal suggestions that emerge from cach week's discussion.

The components of these successful orientations are consis-
tent with u set of suggested program goals based on a
national survey of 69 faculty developers with experience in
designing and conducting orientations and workshops for
new faeulty (Eison and Hill 1990). One additional program
goal identified in the survey is noteworthy: “development of
4 mentoring progrim for new faculty™ (p. 227).

Mentoring Programs

A number of scholars have responded to the needs of new
faculty to develop their teaching abilities and increase their
interziction with senior colleagues by recommending mentor-
ing programs that would develop teaching and other profes-
sional knowledge and skills (Austin and Sorcinelli 1992 Cox
1995; Jarvis 1991 Sorcinelli 1994, 19935: Turner and Boice
1987, 1989). Among, desired or planned strategies for
improving instruction, a larger percentage of 155 faculty
developers in one survey recommended “recruiting senior
faculty as mentors of waching for new faculty™ than any
other strategy except “training department chairs to facilitate
teaching” (Kurfiss and Boice 1990, pp. 76 =77). A recent
international survey of 331 fuculty developers reveals that
“mentoring programs [that] include such activities as peer
consultation and faculty support systems for new professors”
wits rted Afth out of 36 strategies in potential to improve
the quality of teaching (8right and O'Neil 1995, pp. 35-30).
AMentoring programs discussed in this subsection emphasize
the improvement of teaching.

The Lilly Endowment Teaching Felows Program is
arguably the most well known and one of the most effective
overall programs for assisting new faculty in improving their
teaching (Austin 1990b, 1992). A significant number of these
programs have contained an embedded. formal mentoring
program—some 12 of the 10 that reported the components
of their programs (Austin 1990b). The pattern of senior-
junior faculty mentoring Varies 4cross programs. Generally.
senior faculty mentors are those who have an established
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campus reputation as excellent teachers and scholars. In
some programs, new faculty are encouraged to select a
mentor from a department other than their own to protect
them from any experiences or issues that might prejudice
decisions about tenure. In other programs, new faculty are
encouraged to select a mentor who is from the same depart-
ment so that they share the perspective of their discipline.
meetings can be casily arranged. and the mentor can be on
hand to protect the mentee from excessive depantmental
workloads while they are working together. Another com-
mon pattern is to allow new faculty to select their mentors
either from their own department or from a different depart-
ment.

The mentor's role also varies across programs. “Some
pairs arrange regular meetings to discuss teaching-related
issues und to visit each other's classes. There are some
instances where a mentor and fellow have engaged in joint
research projects. ... In some programs, mentors also meet
separately with the program directors for orientation to their
roles and responsibilities™ (Austin 1992, p. 77). When it
comes to arrangements for mentoring in the Teaching
Fellows Program, “one factor associated with success is . . .
flexibility in approach™ (p. 78).

A number of published reports of successful mentoring
programs (that emphasize the improvement of teaching) are
available in the literature. A Lilly Teaching Fellows Program
with a successful mentoring component was held at the
University of Florida (Austin 1990b). The teaching fellows
were paired with mentors from their home departments and
worked in an “apprenticeship relationship” o improve
teaching. The pairs became “participant observers in each
other’s classes and talked frankly about successes and prob-
lems in their teaching™ (p. 180).

The Teaching Improvement Program (T1Ps) at the
University of Georgia was developed largely in response to
the ongong success of its Lilly Teaching Fellows Program.
TIPs "was conceived as a way of helping junior faculty by
providing them with a senior faculty mentor” (Dichl and
Simpson 1989, p. 149). Mentors are senior faculty members
who are widely known to be outstanding teachers. Most
mentors are winners of university teaching awards, members
of the University Instructional Advisory Commiittee, or former
mentors for Lilly Fellows. Initially, mentees included both
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faculty who were new to the university and had little teach-
ing experience, and faculty who had previous teaching expe-
rience but were new to that university or were in their
second vear of teaching. Later, only new faculty without
prior teaching experience were eligible to be mentees. Men-
tees are paired with mentors from a depanment other than
their own to separate mentoring from dedisions about tenure.

This program at the University of Georgia is administered
by the campus teaching center (Office of Instructional
Development). The associate director and director of the
office describe the interactions between mentors and
mentees as follows:

11IPs is designed for the mentor and mentee to meet two
or three times over the course of d quarter. The first
meeting. arvanged by the TIPS staffl is « session o intio-
duce the mentor and mentee. The next key meeting
occns when the mentor visits a class taught by the
mentee. The mentor is instructed to observe the teaching
performance and to be prepared to share observations
with the mentee. The mentee is then invited to obserre
the teaching techniques of the mentor. 1he process is
completed at a final meeting in which the mentor
points out the strengths of the mentee s teaching and
offers some suggestions on how classroom performance
might be improved (Jackson and Simpson 199+, p. 9.

This process of collegial coaching that constitutes the pri-
mary activity of TIPs has proven to be very cffective. Even
though some of the mentors have expressed concern that
their suggestions for improvement—promoting discussion in
class. setting expectations for the class, and trying new
teaching methods—might not have been helpful, “the
mentees reported those same suggestions to be very valu-
able” (Dichl and Simpson 1989, p. 154).

Mentoring has been an important component of Miami
University's Teaching Scholars Program since 1978 tCox
1995). Over the years. more than 125 senjor faculty have
offered 1o be mentors, cach identifying spedific areas of
expertise in teaching, New faculty consult with their depart-
ment ¢hair and the program director to assist them in select-
ing an appropriate mentor from this tist of volunteers, from
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an extended group that includes former teaching scholars
and mentors. or from other colleagues with whom they
would like to work. “The structure of their interaction is
flexible: For example. the mentors and proteges nay attend
one another’s classes, discuss teaching philosophies. or
explore university issues together™ (Cox 1994, pp. 81-82).
Mentoring has also been a successtul component of the
Teaching Fellows Program (sponsored by the campus teach-
ing center) at the University of Massachusetts at Amherst
(Sorcinedli 1999). Much like Miami's program. interactions
between mentors and mentees are varied. They might con-
sist of mutual classtoom observations, obtaining and dis-
cussing student feedback from each other's classes, and
regular meetings to discuss teaching and other professional
concerns. At Cardinal Stritch College in Milwaukee. cach
new faculty member is paired with a senior colleague, who
serves s amentor. In the first phase. they discuss teaching
goals and methods and observe cach other teach, while the
department chair also observes the new faculty member's
teaching, During the second phase. the mentor provides
more services of a collegial coach. “The mentor and mentee
review the chair's assessment of teaching, the students” rat-
ing. and their own evaluation of instruction. Their goal is to
synthesize the diverse sources of feedback and to develop
specific strategics for improvement and innovation™ (Sor-
cinelli 1995, p. 130).

Some interesting variations on this common pattern
reportedly have been effective. For example, the Senior
Mentoring Service initiated at Temple University in 1990
offers cach new tull-time faculty member in the College of
Arts and Sciences amentor from a pool of recently retired
faculty known for their excellence as teachers (Sorcinelli
1995). In addition 1o reviewing course materials with the
mentee, the mentors “often visit proteges’ classes or review
4 videotape of those classes™ to facilitate their private discus-
sions of teaching issues (p. 130). The University of Marviand
University College administers o comprehensive faculty
development program for its Lirge cadre of parttime or
adjunct instructors tabout 60 cach seniester) (Millis 199 1)
Each new adjunct mstructor is offered ateaching mentor,
sclected trom i list of nominees for a university teaching

award and current adjunct instructors with exceptionally
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high student ratings. These adjunct instructors “care about
teaching, an avocation for them, and they welcome sup-
port” (p. 74).

A detailed and comprehensive two-year study of the
nature and effectiveness of a systematic mentoring program
involving 25 mentoring pairs at a large comprehensive uni-
versity compared the activities and performance of new
faculty who were participants in the formal mentoring pro-
gram with new faculty who did not participate thad no men-
tors) and with a group of new faculty who did not partici-
pate in the program but were involved in spontancous men-
toring relationships unrelated to the formal program (Boice
1990, ‘The structure of the formal mentoring program con-
sisted of weekly meetings of ¢ach pair. monthly meetings of
all pairs together. and biweekly mectings of pairs with the
project director. Evaluation of the program included check-
lists completed by the pairs, describing topics and actions in
cach weekly meeting: ratings of the nature and effectiveness
of cach pair's interactions nude by the director during
biweckly mectings: interviews with participants at the begin-
ning and end of the program: records of the conversation at
monthly mectings of all pairs: overall scores of the effective-
ness ol mentoring on a mentoring index: personality assess-
ments using the Myers-Briggs ‘Tvpe Indicator; and pairs’
ongoing and end-of-year self-ratings of aspects of their
experience (Boice 19900

An overalt finding of this study-is that =all but a few of
these pairs were highly successful, As a rule. mentoring was
associtted with more rapid sociutization to campus and with
improved student ratings of teaching compared to nonmen-
tored peers” (Boice 19920, The study has some other
important iindings:

1. Most of the mentoring pairs would not has e persisted
were it not for the “structure and prodding™ provided in
the fornul project Every pair in the project yvolunteered
this opinion at the end of a vear, amid recollections of
laving initiabiy disliked the recurring prods (via visits
from the project ditector and via reports of actvities and
succeesses front other pairs in monthly group mectings)
and structuare (via datie sheets and questionnaires)” (Boice
oo p 15

“..As arule,
mentoring was
associated
with more
rapid social-
ization to
campus and
with improved
student ratings
of teaching
compared to
nonmentored
peers.”
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. Most of the content of interactions between mentoring
pairs focused on two topics—teaching and scholarly
productivity:

. Getting mentors to become less passive and to assume an
interventionist role (to supplement their roles as listener
and supporter) in promoting instructional improvement
required a tailored request from the project director:
“Only when | structured the task of coaching mentees at
teaching did mentors get more involved. They agreed,
once involved. that brief visits to mentees™ classes and
subsequent teedback on a briet checklist could be man-
aged in o constructive fashion. And they found that the
practice of bringing their mentees to their own classes . ..
was both helpful and reasonable” (Boice 1992a. p. 35):

. Mentors who were arbitrarily: paired were just as eftective
as those paired by department. gender, or ethnicity: and

- Mentoring pairs shared a common conception and under-
standing of mentoring as “support and guidance in social-
izing new faculty™ (Boice 1990, p. 1500

This rescarch suggests that ~a general principle for maximiz-
ing the uscetulness of mentoring programs fis that] mentoring

pairs may need considerable mentoring. including prods,
directives, and chances to show oft successes™ (Boice 19924,
p. 55




SUMMARY AND CONCLUSIONS

It is far from paradoxical to say that to understand how the
teaching of individued faculty members can be improved., a
good place to start is an examination of organizational
forces within the university, The existing cultures. subeul-

tures, and structural resources at universities in part condi-
tion the quality of instruction in classrooms and the case or
difficulty with which this quality can be changed. This report
emphasizes not only the importance of increasing the qual-
ity of college teaching but also the great need for teaching
cultures that encourage such efforts: in turn, the implemen-
tation of strategies to improve instruction helps create more
supportive teaching cultures on college and university
CAMPUSCS.

Overview

Regardless of whether the teaching cutture is the dominant
culture or “merely” a subordinate subceulture at a particular
college or university, the characteristics of a culwure that
supports teaching are of great importance. The effectiveness
of all strategics for improving instruction is clearly enhanced
by the presence of aculture that is supportive of teaching.
The refevant research literature, primarily qualitative stadies,
case studies. and sunveys, has rather consistently identified
the followmy characteristics of cultures that support teaching
and its improvement:

e U nambiguous commitment and suppart by senjor admin-
istrators 1o teaching and its improvement:

o Shared values about the importance of teaching between
administrators and faculty, with the widespread involve-
ment of faculty in planning and implementing activities
and programs to improve teaching, thus creating a sense
of the faculty’s “ownership™ of these activities and
programs;

e A broad. expanded view of scholarship and scholarly
activities:

e A requirement that some demonstration of effective
teaching be part of interviewing and hiring new faculty:

e Trequent interaction and collaboration among faculty and
a4 sense of community among, fcuhy regarding teaching-
related issues:

e A Liculty desclopment progrun or campus teaching
center:
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e Presence of effective departmient chairs who are support-
ive of weaching and its improvement:

¢ Decisions about tenure and promotion connected to rig-
orous evaluations of teaching,

This report has been particularly interested in the varie-
ties of informuative feedback—themselves facilitaed by a
supportive teaching culture—that drive the process of in-
structional improvement. Most strategies for improving
instruction can be meaningfully arranged into categories
according to the primary source of informative feedback
that serves 1o initiate, direct. or sustain improvement in
teaching. Prominent sources of such feedback are colteagues
and consultants, chairs, students, and the teacher himself
or herself.

With regard o, first. faculty colleagues as sources of infor-
mative feedback. faculty seminars, workshops, and colloguia
are taditionai (hut sull effective) practices for encouraging
interaction and collaboration among faculty regarding teach-
ing issues. Recent developments in a variety of arcas—action
science. reflective practice. adult learning theory. and the
like—have encouraged an expanded range of strtegies for
improving instruction. One important set of activities, pro-
grams, and projects in this expansion is the renewed use of
team teaching. Faculty collaboration through team teaching
benefits professors by developing ther teaching abilities,
intellectually stimulating them, engaging them as self-directed
lcarners, and more closely connecting them o the univer-
sity or college as o community. The capacity of team teach-
ing o improve instruction appers to derive from the oppor-
tunities for interaction provided by collaboration in teaching,
through which colleagues come o trust one another. ob-
serve cach other teach, and discuss their ideas and concerns
about teaching. The various models of team weaching form
a continuum from the least collaborative o the most col-
laborative. As far as can be told at this point, the most col-
Kiborative models seem to have the greatest success in
improving teaching,.

A second set of adtivities, programs, and projects that can
he included in the expanded range of the use of faculty
colleagues in improving instruction is collegial coaching.
Iwo prinuany activities involved in collegal coachmg are
observation of classroom teaching and instructional consul-
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tation. including a review of course materials and discus-
sions about classroom practices. Teachers who interact with
their colleagues as coaches are using strategies for instruce-
tional improvement that engage them as self-directed tearn-
ers. From the descriptions and analyses of coaching projects
undertaken at a variety of colleges and universities, etfective
programs have all or most of the following attributes: (1) an
underlying philosophy: (2) a procedure for selecting partici-
pants: (3) a training program tor collegial coaches (observ-
ers consultants): G a preobsenvation conference: (3) one
or more classroom visits and observations: (0) a postobser-
vation conterence: and (7) participants” evaluations of their
cffectiveness,

Many ol the informal processes of consultation carried
out in collegial coaching projects have been formalized in a
comprehensive set of more routine services provided by the
tramed consuitants who constitute the staft of campus teach-
ing centers, Instructional consultation is usually based on a
comprehensive model that includes date collection and
analvsis by the consultant. strategios for improvement that
are worked out between the consuttant and the teacher, and
avaluation Consultation improves teaching primarily
through the use of eftfective practices in giving feedback
toften associated with student ratings and direct observation
or videotapes of classroom teaching) and through the vari-
ous interpersonal rofes assumed by consultants (datat collec-
tor. data manager. facilitator for instructional change. source
of support to help analyvze and interpret the results of tryving
new teaching behaviors, and information source about
teaching and its improvement).

Chairs of departments. too. are important to the improve-
ment of teaching. One wav they help s by providing sup-
port—linancial and otherwise—to ongoing formal and
informatl attempts 1o improve teaching. They can define
[ alty development and instructional improyenent Gas dis-
tot from faculty evaluation) as important departmental
activities. They can plan programs for the departaent. such
as pedagogical collocuia, that help improve teaching, They
cuan cven intervene more directly by following a set of steps
simibir to those used ininstructional consultation: gathering
hackground inlormuation about the teaching of i member of
the department. claritving the teacher's goals and objectives:
observing the teacher in the classroom, facilitating improve-
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ment and the practice of new skills; and monitoring progress
towurd improvement and advocating tor the weacher.

Although it is sometimes forgotten, students are not
“stlent partners™ in the enterprise of improving teaching.

“One way their voices can be heard is through filling out
teacher and course evatuations. Research has shown persis-
tently that feedback from students” ratings is of value in
improving teaching, particularly if this feedback is accompa-
nicd by consultation with the weacher. Good evidence shows
the utility of the teacher’s sitting down with a colleague or
teaching consultant to jointly interpret the feedback from
students, select targets for improvement, and develop strate-
gies for instructional change. And the more diagnostic the
rating form used by students—for example, forms with items
asking about specific or low-inference behaviors of teachers
as contrasted with items about global or high-inference
behaviors—the more help they are tikely to be.

The voice of students can be heard even more direetly by
talking with them, Student interviews can be successfully
used in several different ways o give feedback to teachers:
group discussions: small-group instructional diagnosis: the
class interview: and quality-control circles. A particularly
distinctive way of receiving feedback from students is for a
professor o invite students into his or her classroom who
are not “official” members of the class but who are trained
in classroom observation. The prinury purpose of this
approach is 1o provide confidential observations to increase
the instructor's effectiveness in helping students fearn.
Another strategy for “listening” 1o students, “classroom
assessment,” comprises @ wide range of methods college
teachers can use o obtain useful feedback on what. how
much. and how well their students are learning. Classroom
assessment helps instructors o monitor students” learning
continuoushy so that they can identify Gand respond with
instructional changes o) gaps between what the wacher
thinks he or she is teaching and what students are actually
learning.

‘feachers have an additional important source of feed-
back. another significant voice to listen to: their own, Be-
cause college teachers often have a strong need to seck
sell-determined competence by continuously scanning the
instructional environment for informative feedback, their




helu ior can be examined—and the source of changes in
their hehavior understood—hy viewing them as “reflective
practitioners.” Activities that constitute reflective practice or
practice-centered inquiry—which have been shown to he
usetul strategies for instructional improvement—can be
arranged along a continuum. At one end are the intormal
ohsenvations, questions, and realizations that arise in the adt
of waching. coupled with the immediate retlections on them
during and shortly after class, In the middle of the contin-
uum are more persistent. vet still informal, efforts at obser-
vation and inquine (for example. notes taken and records
kept). At the other end of the continuun, retlective practice
tukes place within the framework of @ more formal design
for research.

The ultimate foundation of all retlective practice or self-
reflection s the ability and opportunity to engage in self-
evaluation or self-assessment. Two common methods of
collecting feedback based on self-evaluation at universities
involve the use of self-rating forms and sclf-reports. At some
colleges and universities, for example. facalty are asked o
complete the same Cor slightly reworded) teaching evalua-
tion questionnaires as their students. This pre scedure enables
faculty to analyze their work and to reflect on their teaching
along the same dimensions their students use 1o cvaluate
them. A second method., self-reports completed by college
professors. has traditionally been limited to vitae and reports
of activities: recently, however, the idea of self-reports has
been coneeptuzlly and functionally expanded into the use of
teaching portfolios. These portfolios cossentially represent an
claborate and reflective form of self-cvatuation. They usuatly
contain the products of good teaching, material from the
teachers themselves. and information from others. Unlike
most other strategies for improving instruction, these portto-
lios provide opportunities for professors to reflect on their
own teaching within the content of their own disciplines
and within the context of their own particular classes: thus,
the coneept of @ teaching portfolio is hised sqetarely on the
notion of viewing a teacher as a reflective practitioner.

Although supportive teaching cultures and effective prac-
tices of informative feedback from a varicty of sources are
generally beneficial for the improvement of instraction. spe-
cific taloring might be needed for certain categories of
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teachers. One such group consists of new and junior £ weulty,
Beauuse new faculty share common cancerns about such
things as workload and stress from multiple demands,
uncertainty about what is expected of them. @ desire for
collegial support, and o need 10 develop teaching skills. a
strong argument can be made for supplementing traditional.
individual approaches of sociulization that help them adjust
to their new environment with a collective approach than
dddresses these coron concerns, Workshops and what
have been cadled substantial™ orientation programs for new
Ftculty twhich offer conerete assistance with the develop-
ment of weaching skills and consider other matters of impor-
Encee o new facultv) are being used successfully in v ariety
of colleges and universities. In addition. formal me ntoring
programs for new and junior faculte members dre also heing
usedat ditferent schools to - give conerete assistance waith the
development of teaching skills. to address various profes-
sionaland personal concerns, and, in general, o counter the

vagaries of the usuadly informal socialization of new college
teachers,

Even the best informative feedback twithin the contest of
the most supportive of teaching cultures) would come 1o
muuhl it mdividuad teachers ignored it or did not act upon

- What. thens motivates individual weachers o want 1o
miprove their teaching and to prodnee and naintain actaal
changes in attitudes and behuvio? The aenenl theory of
change comprisig the three stages of unfree sing. changing
and refreeszing cn be applicd here. During unfreezing. lllL‘
motivation to change is areated. A teacher experiences “dis-
confirmation” cues from his or her environment. Such cues
refer o intormation—incinding informuative feedback from
the various sources discussed i this report—indicating that
the individual's present attitades and behaviors are not
achieving the gouls or producing the kinds of results tha
would be consistent with his or her current selt-inage as 4
teacher The wacher “compares™ inforination on the out-
comes ol his or her actual hehavior o outcomes thiat hee or
she wanld desre and consider important on ideal. Any
meongruence coubd fead toa sense of anviety or inadeque wy
relaed 1o notachicving some aspect of one's ideal self
mage A destre to clinmate such disequilibriam nught well
motivate change cprovided that the individia can envision
wans to cange that will prodice results that reestablish his



or her positive sell-image as a eacher without feeling any
loss of integrity or identity).

After the unfreczing stage has produced a motivation to
improve one’s teaching, the individual scarches out new
ideas and new information tor considers ideas and inforn-
tion he or she has already received from various sourees) 1o
dey elop new attitudes and behianiors that will be rewarding
and confirming (hoth by the self and others). Any cognitive
redefinitions and changes in instructional behay iors and
teaching practices are likely 1o be sustiined (refreezing)

. when the new behaviors and practices are encouraged by
- others crecontirmation) and fit into the ol personality of
the teacher tintegration),

Expanding the Scope and Extending the
Analytic Framework of This Report
The scope of this report might be expanded and its analytic
— framework extended in several wavs, First. this report s
_ focused prinmariby on full-time faculty: Yot part-time faculny
' and teaching assistants tgraduate studentsy do much teach-
ing at our colleges and universities. Che material in this
report obviousy s relevant to these particular weachers.
although a tuller report would explicitly show how the
teachimg culture and sarious sources of intormative feedback
are ol value to them. Although far from common. exemplan
programs tor helping part-time faculty o develop their pro-
fessional and pedagogical shills doexist ¢Gappa 1981
Guppaand Leslie 19930 Millis 199 00 similarly certain excel-
lent training programs for teaching assistants ¢an be found
CAssociation of American Colleges and Universities and
Council of Graduate Schools 1991 Cage 1990: Lambert aned
Tice 1993 Nygpnst Abbott and Wultt 19891 The raining of
teaching assistants is espedially valuable because of its dou-
hle mportance—-to the qualinng of undergraduate instruction
and to the preparation of futire teachers (Richlin 19930

Ihe model for mstructional improvement ottered in this
report is open 1o changes in the copliases of 1ts elements,
For example, we lanve taken serioushy the importance o !
academic departments and divisions 1o the process of
improving instruction: Fhas, as seenin baore Trp 170
chans of academic departments are iy zed as an mpor
tant sotttce ol infornntn e teedback for individual instiae:
tors, ws e teacher s colleagues ewho e hhely tao be from
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the teacher's own department). Morcover, academic depart-
ments obviously take part in several of the activities identi-
ficd tin the third section) as particutarly supportive to
teaching and its improvement—namely, a teaching demon-
stration or pedagogical colloguium as part of the depart-
ment's hiring process. collegial interaction and collaboruation
about teaching. departmental chairs who support a teaching
culure, and the connection of rigorous evaluation of weach-
ing to decisions about promotion and tenure. Still. it would
be possible to give academic departments and their impor-
tnce o the improvement of teaching even more promi-
nence in our model Indecd. it will need to be done if
~colluborative depatments™ (Wergin 199:4) hecome estab-
lished in universitios, These sons of departments and similar
academic units—to a degree not currendy seen in most col-
leges and universitics—would be selt-directed collectives
working cooperatively towuard goals [including, presumably,
etfective teaching] derived from a well-articulated institution-
al mission . .7 (p. vii). In this vision of ~cultures of collec-
tive responsibility.” an institution’s performance incentives
and rewards would focus on the departmental “team.” and
faculty rewards would be hased on individual contributions
to that team,

Fhe insights and results of certain theoretical and empir-
ical hodies of work might supplement our model. For
instance, other general theories of human motivation,
thought, and action might add o the generad theony of
change used here tunfreezing, changing, and refreezing).
One possibility is Bandura's social cognitive theory (1980,
which ~embraces an interactional model of causation in
which environmental events, personal factors. and hehavior
all operate as interacting determinants of cach other™ (p. xi).
Another body of waork that might supplement our report s
the theoretical and rescarch literature on ol quality man-
agement or TQM (sashkin and Kiser 19931 as applied o
m-ttutions o higher education (Chizmar 199 1 Williams
1993 TQM teaching leaming models have been developed
in wLich the student is perceived as a customer. In these
modcls, the prinaples of TQM---including continuous
improvement. consistent guality, stafl” student participstion.
meeting customers” tre., students’y necds, coordination,
management procedures that detect poor quiatity and
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encourage good quality—are scen as contributing to effi-
cient and effective higher education,

Questions of ¢pistemology are not explicitly discussed in
this report. although they do lic in the hackground, and
more direct exploration of such questions would be of in-
terest. For example, the thind section brietly mentions “a
broader definition of scholarship.” Virious new torms of
scholarship tincluding the scholarship of teaching as well as
the scholarship of application and that of integration) could
challenge the epistemology built into the modern research
university (Schon 1995), These new forms of scholarship
“imply a kind of action research with norms of . fuheir]
own. which will contlict with the nornis of techmical ratio-
nality—the prevailing epistemology built into the research
universities™ (p. 27 Thus. it teaching is 1o be seen us a form
of scholarship, “the practice of teaching must be seenas
giving rise to new forms of knowledge™ (p. 31 Changing
univ ersities 1o incorporate new forms of schiolarship would
include introducing action research as alegitimate and
appropriately rigorous way of knowing and generating
knowledge.

Finakly. this report las been written within what Tas been
called the “instructional paradigm”™—not surprising as most
of the work reviewed is grounded in this paracdigm.
students” learning is obviously aconcern of this approach:
consideration of effective instruction. atter atl includes con-
siderdation of what. and how much, students Tearns Yet learn-
ing consideriations are often not systematically emphasized
and presented m the instructional paradigm. Many analysts
and educators belicy e that we need o improve pedagogical
practice by strengthening the links betw een teaching and
learning. “For too long. our ¢go involvement in teaching hus
resulted in benign neglect of Tearning. 1Cis trae that hetter
teaching does trequently produce more and hetter learning,
But 2 locus on learning is just as likely 1o make for better
teaching. 1ts not that one is more important tun the other
The twoare mseparably inked. which we understand m
theors but often ignore in practice”™ (Weimer 1996, pp. 2-50

“Ihe role of e taculy member involves more than the
transter of mformation In this framework, the weacher
tunctions more s @ anager who eages and then monuors
4 variens of mstracional tsks that we know are positively
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associated with learning™ (Menges and Weimer 1996, P 147
Even so. this explanation does not see the role of eacher

as completely ditferent from what it is conventionally

taken to be:

Some of the work in this new paradign is different. It
employs strategios and orientations that are allerneatives
to the concentional teaching role. But much of the work
is the same. Teachers still Pl and orgentize courses.
They still desigrn assigrnments and assess student perfor-
mance on the assignments. But cren these custonanry
instructional tasks are thought about in new weays.
What we propose. then, is not more or less work for
Jacudty but work of a different kind—icork. e belieee.
with a clearer sense of focus and propose. I is teaching
consiclered principally in terms of its impact on sti-
dents and learning (Menges and Weimer 1996, pp.
=18,

Others, however, have called for i more dramatic para-
chigmatic shifti—that is, “focusing on universities upside
down: from faculty productivite 1o student productivity, from
Faculty disciplinary interests to what students need to learn,
from faculty teaching styles 1o student learning stvles, from
classroom teaching to student fearning” (Guskin 1991, p.

250 Similarly, the mission of our colleges and universities is
seen 1ol as Cinstruction but rather that of producing learn-
ing with every student by wheaterer means work hest™ (Barr
and “Tagg 1995 o 13 Instructional and leaming paradigms
differ in how they view the teaching learning theories
underlving the activities of higher education, the missions
and purposes of colleges and universities, criteria for success
ol these organizations, their teaching learning structures,
their productivity and funding. and the natare of the roles
for college emplovees (Barr and Tagg 19933, To the estent
that colleges and unnersities adopt the leasning paradigm,
the modet ol mstructional improsement offered in s
report will lave to be chunged awcceordingly

Concluding Comments

Tlas report is about improving teaching, althougly it is not a
presentation ol tips or tools for teaching in the college ¢lass-
room tsece, e Daves 1993 Nckeadchie 19000 as valuable as
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such presentations are. Nor is it an examination of the theo-
rv and rescearch on teaching and learning Gsee Feldman and

Paulsen 19940, Rather. it reviews pertinent literature on orga-

nizational activities, programs. and projects that purport to

improve teaching on a campus in order to discover which of

them have been shown to be the most consistently effective.
1t tries 10 give enough detailed description of the various
strategies to be helpfut to those setting up programs to

improve teaching. And it has tied to go bevond a “menu™ of

practices—hy embedding the various improvement strategics
in an anubvtic or conceptual framework emphasizing sup-
portive teaching cultures that facilitate informative feedback
from mujor sources aat a university. In atl, a primany purpose
of this report is 1o serve as a stimulator of renewed interest
in improving instruction and as @ source of guidanee. diree-
tion. and 1deas for deans. department chairs, facuby teaders,
and others who want to initiate. expand. or revitalize
instructional improvement on campus,

Across universities and colleges, the number of programs
for improving instruction has apparently increased over the
past 15 vears or so. It certainly s true that the cariety ot
approaches o mproving instruction has increased. More-
over. some new approaches being tried are more venture-
<some: colleges are experimenting with new strategies to
help nurture supportive teaching cultures and o increase
the effectiv eness of facilitative feedback o weachers.

Well-honed rescarch about instructional improvement is
particularly important to the implementation of various pro-
grams for improving instruction. Feachers are more likely o
change their pedagogical practices when . good research
hase for domg so is available. Thus, it is of more than rou-

tine interest that an admirably wide variety of research meth-

ods, including survey researcli, in-depth interviews, fickl
experiments. ethnographic accounts, and case studies, has
heen used o gather information about programs and strate-
gics and o evaluate their effectveness,

Yot certdin gaps tenin in the available rescardh. For
mstanee. although o tair amount of research esists on the
general role of department chinrs, research oncthe ways that
Chairs can most elfecuvels taalitate the improvement of
instruction s only mots carhy stages. Inother areas, more
onver, stateuies for mproving teachimg hasve been chimed o
he eflective onrelan ey wedak evidence. Indeed. on several

SRS
... aprimary
purpose of this
report is to
serve as a stim-
ulator of re-
newed interest
in improving
instruction and
as a source of
guidance, di-
rection, and
ideas. ..
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occasions, this report has had to rely on research that might
he called “descriptive™ or “advocacy™ rescarch. This research
cither did not assess outcomes or did not check systemati-
cally on implementation,

On a larger scale. the ficetd has yetto develop a compre-
hensive conceptual and analytic framework (as well as an
organized body of knowledge) for understanding instruc-
tional change in terms of settings, processes, strategies, and
the like, What will probably prove to be most usetul here is
the development of an integrative framework laying out the
individual, interpersonal, group. and organizational influ-
ences on instructional change. While work has begun in this
arca, much remains to be done.,

Although this report is filled with descriptions of effective
practices and strategies for improving teaching, we need to
know more about how to implement thenr and to prioritize
them. Which practices work best for which taculty? Is it cas-
ier to implement these strategies at some schools and harder
at others? Does implementation need to be tailored by aca-
demic discipline? Does a special “synergy™ exist between
some of the practices? If the time of teachers, students, and
staff, materials, and space are costs, are some strategies-or
practices more cost-effective than others? In short. which
strategies and practices work best under what conditions
and at what costs?

More than “good will™ is required to implement the pro-
grams that have been devised to improve teaching. More
needs to be known about the existence and nature of vari-
ous road blocks and how to remove them or get around
them. Each college or university has its own politics and
hiases, some of which hinder the implementation of activi-
ties to improve teaching. More broadly put. the competing
cultures, scarce resources, different sets of values about
what is imporant, power differentials, intractable groups
and people at today’s colleges and universities all affect the
implementation and effectiveness of programs,

Teaching will not be improved at our colleges and uni-
versities by wishing it so. This report contains both implicit
and explicit recommendations for improving instruction in
higher education instititions along with specific strategies
for their implementation. At this point, it is worth restating
the broadest of these recommendations, I colleges are seri-
ously interested in improving their instruction, then ways
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need o be found to “unfreeze” certain attitudes and behav-
jors of some teachers that prevent them from improving
their weaching. Supportive teaching cultures on campus must
be strengthened, especially at those colleges where such
cultures are subsidiany to more dominant ones. More teach-
ers need to be given guided experience in being “reflective
practitioners.” Students should be treated tand sought out)
as active partners in the improvement of instruction. Formal
as well as informal collaboration among colleagues in the
teaching venture should be rewarded. Chairs need o be
encouraged to offer the invaduable support they can bring
through their creating an environment conducive to effective
teaching. Trained consultants—often (though not invariably)
associated with campus teaching centers—should be recog-
nized as the experts they are in instructional improvement
and their activities facititated. And new and junior faculty
must be encouraged and helped with their teaching through
programs recognizing their special necds and talents. The
mare that colleges “take teaching seriously.” the more indli-
viduat faculty members will 1oo.
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Education, Research in Higher Education, and Review of Higher
Education. He is author of College Choice, a 1990 ASHE-ERIC
Higher Education Report, and with Kenneth A. Feldman, edi-
tor of an ASHE reader, Teaching and Learning in the College
Classroom. Paulsen is an experienced faculty development
consultant and previously served as an instructional develop-
ment specialist in the Office of Instructional Resources at the
University of Illinois at Urbana-Champaign.

KENNETH A. FELDMAN is professor of sociology at the State
University of New York at Stony Brook. His work has appeared
in an array of professional journals, including Sociology of
Education. Research in Higher Education,.and Journal of
Higher Education. His well-known book with Theodore M.
Newcomb. The Impact of Collige on Students, was recently
republished as part of a series on the foundations of higher
education. He and Michael B. Pavlsen coedited Teaching and
Learning in the College Classroom. In addition to receiving 2
Chancellor's Award for Teaching from the State University of
New York. Feldman received a distinguished research award
and a career achievement award from the American Educational
Research Association.
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