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FINAL REPORT ON PROJECT 2-131

PROPOSAL: Teaching the Large Class at the Undergraduate Level

FOREWORD

In the summer of 1970, a study {(Project 2-131) was undertaken
at the Lane Community College, Eugene, Oregon, under auspices of the
Educational Cecordinating Council, in an attempt to explore the effective-
ness of certain organizational patterna in teachlng a large class at
the undergraduate level, The course in which the study was pursued
was in United States history, taught by Peter K. Simpson assisted by
Nancy Smith and Rebert Ashton, two teaching assistants, and 13 student
leaders. The proiect was conducted during a full-year, three-term
course, granting three credit hours per term.

This final report of Project 2-131 is organized as follows:
CHAPTER I presents a review of related research and a summary of the
implications of that research as it pertains to the project. After a
statement of objectives and assumptions, CHAPTER 11 deals with a
description of the class organization and actual operation--the large
class lecture sessions, the small class discussion groups, the leader
seminars, administrative consideratiomns, and the project evaluations
by the instructional staff,

CHAPTER III provides an independent evaluation of the large
class project, including an account of the sources of data, a descrip-
tion of the questionnaire instrument and its use, and an analysis of
the findings in light of project objectives,

This chapter is followed by a CONCLUSION and Postscript and by
the Appendix, which supplies the grant proposal objectives, and copies
of the questionnaires themselves,




CHAPTER 1

A REVIEW OF RELATED RESEARCH AND ITS IMPLICATIONS FOR THE PROJECT

There are many myths that develop in any institution and for-
mal education has not been denied its share, Class size as it
relates to the teaching-learning environment is most certainly the
most formidal:le ef these myths. In addition and closely velated,
there is a whole domain of assumptions made about wvariocus teaching
techniques,

These myths and assumptions contiﬁue in spite of many years
of investigation and a large number of studies to the contrary, It
is the intent of this chapter to examine briefly two general sources
that summarize thz empirical research on class size, teaching techni-
ques, and learning especially as they may pertain to the college level.

In a monograph entitled The Teaching-Learning Paradox, Robert

Dubin and Thomas Taveggia review and re-analyze ca. forty years of

research dealing with methods of instruction at the college level,t

Their conclusions are unequivocal:

The evidence is all in wupon which we may base our conclu-
sions about the relative utility of given methods of college
teaching, when this utility iz measured through final examina-
tions: There are no differences that amount to anythingﬁs

Paradox: A Comparative Analysis of College Teaching Me hods (Eugene,
Gregon: Center for the Advanced Study of Educational Aaministration,
University of Oregon, 1968). ‘

2
Ibid., p. 8.



To amplify further, they examined independent study vs. '"face-
to-face instructional procedures" research and found that college
students passed ", . . thelr course examinations with equal facility

- 3
and level of performance."  This result was also found to be the
case in all other comparisons of various "face-to-face instructional
procedures,"

In their lead chapter, "The Issues Posed," Dubin and Taveggia
suggest that there are at least three factors that characterize the
teaching=learning situation at the college level:

« « « (1) voluntarism on the part of the student in choosing

the subjects of instruction; (2) a knowledge base possessed

by the student for making judgments about the content and
quality of instruction received, judgments which, in turm,
influenced the voluntary choices made; and (3) the complex of
culturally derived expectations and behaviors which cgmprise
what we loosely summarize as the motivation to learn,
These points are ralsed te suggest elements in the teaching-learning
situation that might be fruitful to take into account when doing
research at the college level of instruction. In addition, on the
basis of their examination of self=study, the authors raise the ques-
tion of the role of printed material in learning. "The book rather
than the instructor becomes the teaaher."s When discussing policy
decisions either by teachers or administrators related to teaching
techniques (class size then becoming an important element), Dubin

and Taveggia suggest that it is not research but ideology which settles

31bid., p. 33,
N
Ibid;‘ P‘ 7-

SIbid., p. 2. The suggestion also comes through in this source
and others-~some based on research, others not--that a student's peers
may also be a student's '"teachers! under various formal and informal
situations.

A



matters about what metheds a teacher uses or the size of class teachers
will have at the college level, For example, if there appears to be no
difference in methedology of teaching=-learning, the advocates of very
ciall seminars as well as those who advocate large lecture groups can
equally assert that their preference is not disproven by research to be
less productive in student 1e,arning.,6 Thereby, advocates of a parti-
cular method, whether instructors or admiﬁistrétgrs, may continue to
argue for one format of instruction over another, This is evident when
classrooms are constructed which restrict variation of class size to
any substantial degree, or when for reasons of economy, universities
employ at the lower undergraduate level very 1aréngecture sections to
the exclusion of any other instructional method. Policy decisions
on matters of this kind cannot be supported or denied on the basis of
the present state of researchi7

William Vincent did an e#tensive review of the research deal-
ing with the relation of class size to 1earﬂiﬂg.8 At all levels of
schooling, the evideﬁce appears to be mixed and inconclusive. Review-
ing the studies related to college-level class size, Vincent, with only
one exception, found no significant statistical differences in student
achievement measured either by tests or class marks when class size
was varied along with the technique of instruction (e.g., 1afge classes~

lecture, small classes-discussion).

®Ibid., p. 9.

71Ibid.

84il1iam s, Vincent, "Class Size," in Encyclopedia of Educa-
tional Research, ed. by Rcbert L. Ebel (4th e Londoen: The Macmillan
Co., 1969), pp. l4l-1u45,

'’
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The author by implication suggests that class-size policy is
egtablished on the basis of factors other than empirical research at
all levels of schoolingz., These factors may be labeled extermal (i.e.,
the community paying the cost of low student-teacher ratic) and internal
(school facilities and physical space determining class size).

Given the above considerations, the originators of the project
at Lane Community College made certain assumptions and course plans
based on research findings as well as on their own experience:

Set vp a project to include a variety of teaching

methods (lecture, discussion, project, etc,) The variety
itself may offer something for everyone, but will economize
the major instructor's time in certain functions (major
lectures) so that he can increase his time for other func-
tions (increased office hours for one=-to-one contact).

Include in the project a carefully selected but limited

number {at any one time) of printed materials (books, course

Add tc the "instructional force" carefully selected

students as small group discussion leaders,

Maintain a position that voluntary class attendance

Roll will not ba taken.

If there is little evidence one way or ancther that students
learn better by one teaching technique or» another, or that class size
is important, or that attending class on a reghlar basis affects stu-
dent performance, why not provide a teaching situation with a high

degree of flexibility that economizes teacher time in the formal class=-

. &



room setting? The basic assumption, given the above, was that stu=-
dent performance should not suffer.

This assumption could be monitored, in part, by asking studenta
their perceptions of the project in its various aspects as the vear
went on.

It also seemed reasonable in light of the vast array of "tightly
designed" statistical studies on class szize and teaching methods which
collectively show little significance, that the evaluafion of the pro-
ject might well be far less rigidly structured in the traditional
sense. The evaluation would to a large extent depend on what the stu=
dents who participate in the project have to sayv about it, They would
be the ones most directly affected (or unaffected) by being in the
proiject,

The use of students' grade profiles from the project, matched
to previous grade profiles given by the same instructor in prior years,
was assumed to be an adequafe if epude additional measure for project
evaluation. In additien, keeping gross attendance records (number of
people attending) might give some indication of studeﬁt interest in
light of the voluntary nature of class attendance. It would avpear
from the evidence examined that regular attendance is essentially unre-
lated to student performance.

On these ideastthe project was developed, Its description in

detail will come next,



CHAPTER II
CLASS ORGANIZATION AND OPERATION

Introduction

This portion of the report deals with the development of the
course throughout the year. It is an account of what went on in the
class and what was done on a continuing basis to help achieve the
goals outlined in the grant proposal under chjectives A through D!l
The approach will be a historical one, but the organization will be
topical in order to better accomplish the following: 1) explain the
development of instructional techniques and methods in the large
class, the discussion leader seminars, and the discussion groups;

2) show the interrelationships and the functions of these techniques

and methoeds in the large class, leader seminars, and discussion groups;

- 2

and 3) include the instructor's evaluation of these techniques and
methods in terms of his own efficiency and effectiveness.

The overall structure of the course took its form from the two
basic assumptions that 1) student morale and performance could be main-
tained through student-led, small-class participation at the same.time
fhat 2) teacher efficiency and effectiveness could be improved through

large-class scheduling and presentation. Thus, the bedy of the report

will follow the course structure, dealing firat with the large class,

lgsee Grant Proposal, Appendix A, pp. b-12,

. 1O



second with the small class, third with administrative considerations,

and fourth with instructor evaluations,

The Large Class~-Lecture Session

Mondays and Fridays of each week were given over to full 50-
minute class meetings in a large auditorium equipped with a wide var-
iety of audio-visual facilities and instructional aids, and with
potontial seating for 500 students, This gave flexibility in the class-

room environment. It alseo afforded an cpportunity to use a variety of

teaching techniques--"Smorgasbord," as this arrangement came to be

called among staff members and students alike.

Standard syllabi incorporating these plams and describing the B
course were handed out to the students at the beginning of each term's
work. Instructicnal objectives, couched in procedural and descrip-
tive material, were clarified by statements made in class by the
instructor as the te2rm progressed. Eventually, thsse objectives were
included in weekly study guides given the students throughout each of

the three terms.

Instructional Objectives ' ;

Some of the most important goals of the course were those most
difficult to measure. Though there are no real data either to confirm ;
or deny achievement of thesé goals, they gave shape and purpese to all
other measurable objectives of the course. There were two main goals.
The first goal was to impart a sense of America's cultural distinctive-

ness through a process of continually identifying, or having the stu-

dents identify, developing habits and traditions which contrasted with

. 4i



developing habits and traditions in cther cultures, emphasizing, where
possible, the component forces of what is called "the American Way of
Life" (e.g., the unique frontier experience, the pursuit of material
enda, or the relative classlessness of American society) and making
compafiaons with certain other cultures. The second goal was to help
students develop a keener sense of '"self" by encouraging them to loock
for tne scufces of values, beliefs, prejudices, and attitudes which
corresponded to their own values, beliefs, prejudices, and attitudes--
i.,e., to look for clues in the past which would help them to better
identify themselves within the greater identity of the American nation-
state which encompasses them (e.g., the Puritan doctrine of the "calling"
and hard work, the other side of racial pride which is racial intolerance,
the on-going American sense of mission, or the belief in progress). -
Both of these cbjectives were communicated to students throughout the
vear at appropriate junctures where the course material afforded good
examples of the kinds of facts and ideas which relate to "the self,"
Conerete instruetional objectives were directly related to con-
tent learning and only secondarily to attainment of the proiject object-
ives of morale, effectiveness, and efficiency. They are reviewed here
simply because the methods used te teach the course and achieve pro-
ject abjectives stemmed directly from instructional obiectives. The
several concrete cbjeatives students were to try to achieve were: 1) to
demonstrate on examinations a knowledge of cause and effect relation-
ships (historical process), and multi-causal re;aticnships (historical-

complexity) leading to such events as the English colonization of

21pid., p. 6.



America, the formation of the Constitution of the United States, the
Ccivil War, the period of Progressive Reform, etc.j 2) to show on
examinations some mastery of historical concepts such as mercanti-
lism, politiecal liberalism or conservatism, Jacksonian democracy,
industrialism, nationalism, sectionalism, etc.; 3) to be able to
recognize and describe on examinations and in a questionnaire at the
end of the course the nature of certain basic themes in American
history such as war, revolution, idealism, imperialism, the struggle
between liberty and order, the development of the American conscience
and the on-going power of the American dream, etc., and to be able

to recognize the relationship between the historical periods which
they had studied and these major themes to which they had been
exposedgs 4) to be able to demonstrate on examinations through approp-
riate questions the relevance of the above csuse-and-effect relation-
ships, concepts, and themes to an understanding of America today;

5) to be able to show on examinations, in small discussion groups,
and in class some recognition of what it means to read carefully

and critically, by reading selected essays and'answering oral and
w?itten questions about them; 6) to be able to use the tools of a
historian, including the interview, the use of original source
materials, the application of the "rules of evidence," and the
development of techniques of organization and presentation, in a
group project in which they were to help choose a topic, research it,

and present it to the class in coherent form.

thid., P- 34’-’-36,
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Study Guides

The functicns of the weekly study pguides were developed as the
course progressed; these developments stemmed from dir~usaion leader
and student feedback and from formal questionnaires administered during
the year, When it became clear that the course term syllabi were not
sufficiently directed toward course objectives, the study guide for-
mat was changed to include course objectives in the follpwing manney s
1) by distilling and editing textbook and lecture materials and organiz-
ing them into important objective-related topics followed by thought-
provoking questions; 2) by serving as vehicles for announcing well in
advance the topics for weekly lectures and discussion groups; 3) by
including a very few selected optional readings; and 4) by emphasizing
nanes of a few people or events which were deemed important. This
change made the study guides more valuable than the syllabi in the
students' minds; by winter term the study guides were essentially
weekly syllabi,

Special study guiées were used to help students with assigned
supplemental reading, These guides, designed t9 help clarify the
course cbjectives, were alzso related to the development of careful
and eritical reading habits. They were handed out for each essay or
book éssigned and were used as the basis for discussions in both the
large class and the small discussion groups. Questions were incorpo=-
rated on tests to elicit information about the content of the reading
and about the student's critical evaluation of the reading from tﬁe
standpoint of author bias, the climate of "opinion" in which it was

written, and other criteria of juﬂgmeht. The performance level on

. 14
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these test questions was generally satisfactory.

Lectures

Monday classes were devoted to lectures which were designed 1) to
pose questions and major themes, ideas, and concepts related to each
week‘sbwcrk, and 2) to expose students to a historian's way of thinking-5
It was not a function of the lectures to repeat or rehash textbook mater=
ial for its own sake., Students who had difficulty with textbook reading
wére encouraged to discuss these problems with the instructor during any
of his 20 available office hours, or consult with the teaching assistants
during any of their five office hours per week. Since sufficient time
was provided to accommodate the students, many took advantage of this
opportunity for consultation.
( The lecture format incorporated a gcod deal of variety on the
assumption that variety could improve morale if a proper balance were
achieved between inductive and deductive methods, the use of audio-
visual aids and attention-getting devices, the combining of informal,
loosely structured approaches and more formal, tightly structured
approaches., This emphasis on variety came from implications arising
out of Lewis Goldberg's studies on the relationship between teaching

methods and student performance and from information obtained from

“The one time we did not hold a class discussion of an assigned
bock in the large class, was also the one time we failed to get a good
performance on the test., It must be inferred that the study guides
alene, apart from class discussion, were not of sufficient help to stu-
dents. (All study guides referred to in this segment as well as syllabi
for each term's work are in the files of the principal investigator.)

5
Jerome Bruner discusses in his book, Jerome Bruner, Toward a Theory of
Instruction, pp. 12u4=125, < ————— k

1L
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Nubin and Taveggia's The Teaching-Learning Paradcxgb Both studies

revealed that there were no measurabls correlations between teaching
methods and student performance as measured by tests and that the im-
pact of different teaching methods was distinguished only in affective
responses such as improved morale., The clear implication was that the
use of continually changing methods might be even better classroom
morale and would still have no adverse effect on performance,

A few general conclusions were drawn from evaluation question-
naires asking for student responses to these methcds.7 For one thing,
since tests were inevitably linked to lectures, an cveflong period of
informal, loosely structured lectures adversely affected student morale,
Secondly, dialogue in the large class, though an effective wav to get
the class intellectually "involved," ended bv including only a very
few partiecipants, Since the use of dialogue on a continuing basis
bréught diminishing returns in student morale, it was used less and
less as the year progressed, Thirdly, informal lectures could be used
more often if diagrams, outlines, or maps were used. Students pre-
ferred a friendly, informal atmosphere as long as ciaritv arid structure

were preserved. In all of this the main point seemed to be that variety

‘was considered beneficial; the "cut and dried" lecture approach was

not considered desirable,
Whether "cut and dried" or informal, all lectures required

planning. One note of caution must be entered at this noint. So much

o and
GGrant Proposal/ Robert Dubin and Themas C. Taveggia, The
Leachlng-Learn;ng Paradox: A Comparative Aﬂalv51s of College “Teaching
Methcds, PpP. 11-23.

7
See Appendix C, Evaluation Questlannalre number 2, Dartlcu-
larly questions 5 and 9,



of the success of the project seemed to depend upon the discussion
groups that instructor time was inadvertently channeled into discussion
leader training far more than into lecture session planning, largely
because of the instructor's mistake in’nat recognizing earlier that the
success of the lectures and the success of the discussions were inter-
dependent. Anyone wishing to follow a similar format must be aware of
a very real tendency, particularly during the firat term, to over-
emphasize the discussion aspect of the course to the detriment of
lectures and other egqually important matters.

An additional comment might be made concerning lecture effece
tiveness. During fall term it was discovered that a single theme like
revolution or war lent itself to a "un’¢" approach whenever it came
into major focus in such incidents as the American Revolution or the
Civil War, The "unit" approach simply mez: that more than one week
could be spent on one theme, and the theme . tself could be dealt with
from several different points of view (e.g., that of interpretive
history or that of single causatien or that of +“: political scien=-
tist or the scientist of revolution). Because of positive student
response to the two-week unit on the American Revolufion, a five-week
unit was constructed around the Civil War, with guest lectures as well
as movies and panels to add to the variety. The staff‘andvthe discus-
sion leader evaluations judged this unit to be the most successful
single large class endeavor of the year——suécessful in that it gave
an oppeortunity to focus on nearly all the csursé cbjectives through
one major topic, e.g., éaﬁéal relationships, concepts, themes, and
contemporary relevance. The unit approach undoubtedly recommends it-

self to other themes, but in the attempt to apply it,‘it was found

L =y
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that few topics were as susceptible to this appreach as was the Civil
War--possibly because not all topics were as emotionally charged as

thiz one,

Friday Sessions

In the grant proposal the original object of the Friday session
was to provide instructor-led advanced study sessions and study skills

8 . . . .
essions on alternate weeks, This objective was not implemented for

[n]

two reasons, One was that Lane Community College alreadv had a well-
developed study skills program with up-to-date eéuipment and a highly
qualified staff. Secondly, after consulting among staff members and
reviewing questionnaires taken for a similarly structured class at the
University of Oregon, it was concluded that the plan might seem discrimi-
natory--dividing the class inte what U of 0 students called "eggheads"
and "duﬁces," to the detriment of overall morale.

Thus, Friday sessions were constructed to provide yet another
source of instructional variety. However, it tock time to achieve
this purpose, During the first term, the Friday session came to be a
sort of "catcheall" hour in which tests were given and handed back,
evaluations taken, administrative procedures amnounced, questions
answered, panels held, filme shown, guest lectures given, and infor-
mal talk sessions conducted--zll depending on what had of had not been
accomplished in the two sessions earlier in the week, Plainly, the
Friday session had come to be a "make weight" for unanticipated defi-

ciliencies in the other twe sessions, particularly the discussion sessions.

BGrant Proposal, pp. 5-6,
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But the second student questionnaire of fall term indicated that most
students felt the Friday sessions were not worth their time-~that they
were too spontaneous and unpredictable, The cerments did not suggest
less variety, only more careful planning.g

During the second term, the first ten minutes of the Friday
session was used for announcements and the rest of the time either for
films, guest lectures (which were papular), panels, tests, or the
evaluations that were scheduled. The informal talk sessions and ques-
t+ion-and=answer periods were eliminated. Student response favored
these changes. Thus, it became clear that for Friday as well as for
Monday a variety of methods could be effective if the sessions them-
selves were well planned and structured., What students clearly approved
of in the large class setting was content structure, informality, and

variety.

Special Supporting Facilities and Materials

Audio-Visual Aids. In the interests of both structure and

variety, audio-visual aids were used each term but with somewhat uneven
results, Movie films were the biggest problem. Good historical films
were expensive, and copyright laws prevented reproducing some excellent
television fiLmé‘ Consequently, films were mostly limited to those
from the Lane County Intermediate Education Distriet film library, and
unfortunately, these were not of very high gualityg' Also, severai of
the students ﬁho lived in the Eugene-Springfield area had already seen

these films,

gAppendix €, Evaluation questiomnaire, number 2, questions 1
and 2, :

10 e
Ochapter 111, pp. 59, 51, B5-67.



Such preblems were complicated by some administrative mix-ups
with the Audio=Visual Aids center on campus. Consequently, only one
film was shown winter term--and that was a 20-minute student-made
£ilm taken with modern documentary techniques from old photographs
and paintings and set to a recording of Stephen Vincent Benet's epic

poem, John Brown's Body. The quality, impact, and effectiveness of

this student film far exceeded that of the others previously used,

Yhat is more, this film and a film made spring term are now on file

in the social science department, available for all U,S, history and
other classes at no charge. The Educational Coordinating Council
might obtain fruitful results from funding a project which would

bring instructovs, students, and audio-visual aid experts together to
build files of student-made films in various fields of study. This
class found it to be a stimulating, absorbing, and productive adven-
ture for good students as well as for students who might not crdinafily

have become invclved.ll

Handouts. Some criteria for using handouts were developed as
the yvear progressed. Though most of these criteria were the standard
criteria for such aids, the most important guidelines came from class-

room experience and each particular set of needs and problems, as it

1loosts ean be pared with this method. In calculations the

total cost of student filming for both terms (approximately $95) and
balancing +his against the cost of projected film rentals (approxi-
mately $10 per film or $60 for 6 films)used over the period of both
terms, the least costly procedure seems to be rental, But the impact
of the two student-made films was approximately that which might have
been achieved through the: use of good Life magazine or Rand=-McNally
films produced within the last five years ars costing anywhere from $25
to 550 each to rent and somewhere over $300 each to buy.
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arose, It was discovered, for example, that the use of handouts was
more of a detriment than a help unless 1) there were no other forms of
information purveyed that would do the job better; 2) they were brief
enough to be easily read; 3) they wers prepared with the attributes of
economy and visual impact in mind; and 4) they were used in some wav
(introduction of material, analysis, criticism) at the same time and
in the same class in which they were handed- out.

Not all of the handouts fitted the above criteria. When they
did, they were advantageous from an instructional standpoint in both
the large and the small classes, In the larpge class it was felt they
were bhest used as diagrammatic, or tabular, or definitive illustra-
tions of lecture materialj in the small class they were best used
when they reproduced selected segments of original sources such as
Linecoln's Second Inaugural Address or Wilson's dialogue with the Black
leaders, With class contact hours reduced these supports came to be
viewed as a necessary adjunct to both formal and informal class sessions,
However, student evaluations of their effectiveness were less vositive
than the instructor's and it may be that other kinds of illustrative

materials such as acetate overlays would serve better.

Tests. If there was any single area vwhere student morale was
most at stake, and expectedly so, it was in the area of testing. No
matter how many techniques were used to help encourage student partici=-
pation and involvement and to reduce the threat of the large class and
the lecture system, grading carried with it iﬁstitutional and outside

pressures which were nearly impossible to overcome, One approach might

i
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have helped, that of using behavioral objectives in grading--i.e.,
awarding grades on the basis of the number of objectives students
acceptably achieved. They were not used because they had not been
pre-tested, and it was not clear how much additional preparation this
method would require in a program that was already demanding a substan-
tial departure from institutional norms. 2 Thus, the instructor was
thrown back on the older, qualitative point system of grading. The
task, then, was to use this system in a more profitable and less
threatening way than is generally the case.

The forms of testing used usually included a combination of
general essay and cbjective questions designed to measure the extent
to which students were échieving course objectives, All questions
were taken directly from topics and names on both the weekly study
guides and the reading study guides. In this.way, students were
always aware of the questions that might be asked. The tests them-
sélves provided students with a choice of essay questions upon which
to write. Grading was done by the two teaching assistants who graded

and commented on each testj the instructor then reviewed the tests

total number of points calculated as letter grades for the final report,
"Make-ups" were possible throughout the term. Thus, students knew at

all times what the nature of the tests would be, what their point

12

* In the middle of spring term a feasible plan came to our
attention which had been tested and couid have been adapted to our needs,
but by then it was too late. Sea Kenneth Woodbury, Jr., ''Systems
Approach to Western Civilization," Junior College Journal, March 1971,
pD. 72=80. o o
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acecumulation was, and what the requirements were for each of the avail=-
able letter grades "A" through "F»"la

It was felt that the testing should have been on a weekly basis
for all the reasons that learning psychologists suggest: immediate
reinforcement, concept develépmént. and pracfice. However, adminis-
trative difficulties, teaching assistant schedules, and student
resistance to the idea led to the giving of tests twice or three times
a term as mid-terms ahd finals. Results on these tests were generally
good; very few students raceived "F's." In general, a slight differénce
was detected in test performance scores from other classes taught pre-
viously by the class instructor. There were outétanding performances
and poor performances in about the proportion one might expect in any
course where grade points and curves are used, "B'" work, however, seemed
more prevalent during spring term. This tendency seemed to be due to
1) the_usé of study guides which gave the students a basis for test~
oriented study, and 2) the practice of calculating a signifieant, though
not unusually large number of drop-outs each term as part of the total
grade curve. On the whole, it was felt that‘fhe testing.program met
fairly well the currently expressed student needs for predictability,
infreqﬁency, and optional make-ups with#ut sacrificing performance

standards in any way.

3one option winter term left it up to the student to take 2
final exam during the normally-scheduled timej if he was not satis-
fied with his grade after the second mid-term, he could take the
final and have the two highest test scores of the three averaged
together for nis final number of points. This was intended for the
student's benefit, but it appeared to most students to be a punish-
ment for not having scored well enough en the two mid-terms. There
were many complaints, especially from those whose cunulative marks
were close to the border of the next highest grade. This feedback
led to a more successful option spring term.

. &3



The Small Class==Peer Discussaion Group

Whereas the purpose of the large class was primarily to pro-
vide a variety of educaticnal experiences for the class as a whole,
the purpose of the small class, or discussion group, was to provide
an opportunity for individual participation in the total educational
experience, Basic assumptions to this idea were 1) that students
could gain confidence in their own capacities for mastering the
material if they could ask questions and discuss problems of compre-
hension with their peers; 2) that a well-directed use of original
sources (excerpts from speeches, documents, letters, etc.), chosen
to lead students inductively to basic themes, concepts, and events
in Ameriecan hiztory, could be accomplished with greater effactiveness
in small discussion groups; 3) that peer exchange and groun associa-
tion could produce in students a more comfortable, less threatened
attitude toward the course and hence toward its content (the dvna-
mics of socializing content that Bruner and others speak gf);lu 4)
that the above assumptiona could not be fairly tested unlesgs the
instructor were removed from an active leadership role in the discus-
sion groups; and 5) that studants themselves could be sufficiently
trained in course content and teaching techniques to make satisfactery
discussion leaders. It was felt that the discussion group experience
would support what went on in the large class very much as the lgrge
class supported what went on in the pgroupss thus, it was hoped that

the discussion group experience would substantially aid students in

. &4
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achieving the overall cbjectives of the grant., In short, it was

assumed that the discussion group under student leadership was the

heart of the experiment.

Discussion Leaders Selection. Obviously, the selection of

well-qualified discussion leaders was crucial to success. Certain
eriteria were agreed upon and application forms were prepared incorporat-
ing some of these criteria: age, year in college, academiec major, and
performance level or grade point average (GPA).

In asking these kinds of questions, the staff was making the
following assumptions about selection criteria: 1) that older stu-
dents could generally be considered more mature and conscientious,

2) that second-year or transfer students, regardless of age, would
have the advantage of being better oriented to college life, 3) that
social science majors with an interest either in history or education
were likely to be somewhat better motivated toward such a program, and
4) that students who had a good academic record should be capable of
mastering the necess%ry material.

There were other, less tangible, criteria--personality factors,
emotional stability, enthusiasm, comrunicative abilities, articulate-
ness==which were of cbvious importance but which had to be assessed
through interviews pather than questionnaires.

Interviews were set up, during which information was obtained
about the applicant's previous expérienee, his educational aims, and
his reasons for applying. He was also asked whether he planned to
stay the full year, as it was felt he shauid gerve a whole vear in

the interest of leadership continuity. Information from each interview
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was jotted down and attached to the application forms. Other instruc-

tors with whom the applicant had been acquainted were also interviewed,
Each member of the staff then read over the accumulated information, an
from their evaluations, together with those of the instructor, finalist
were chosen and asked to come back for an interview with.the whole sta¥f
Discussion leaders were selected from this interview.

‘Admittedly, the process was imﬁresSicnisfic, but given the short
time in which the scréening héd to be done (dﬁriﬁg the first three week
and the slow response to it among students (many of them, it seemed;
had been reluctant to apply because they assumed from the application
form that the leaderz must be "hrains'), the selection resulted in what
proved to be arcapable and conscientious group of students,

Thirteen were chosen the first term to handle an enrollment of
123 students, resulting in one 1éader for approximately evervy ten stu-
dents and two back-up leaders who could f£ill in for others under snecia
circumstances. All of the 13 chosen were older students ranging in age
from 18 to 35 and averaging 23 vears of age. All were second-year
college students or transfers with junior or senior standing, i,e.,
students well oriented to college life., Four new,selggticns had to

be made during the year: three during winter term when enrollment for

~ the yvear was at its peak (158), and one during spring term when one of

the back-up leaders dropped out of school, These.réplacements were .

also older, more mature students. Continuity was thus achieved and,

partially because of it, a certain esprit‘dg’ca??s developed among

the leaders.

pal oy
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Leader Seminars. The historian Carl L. Eecker once said, '"The

inner core of higher learning is the seminar." To wob the phrase of
some of its nobility but none of its essence, the discussicﬁ leader
seminar was felt to be in this case the "inner core" of the experimentj
in and through it, the limits of student leadership potential were
probed, and the effective levels of content presentation and complexity
tested,

The concrete purpose of the leaders' seminar was threefold:

1) to acquaint discussion leaders with pedagogical methods, devices,

and techniques which might help them te inveolve their students in clasas
discussion, 2) to enrich and deepen the discussion leaders' understanding
of course materials through selected reading and through an exchange

of ideas with the instructors, and 3) to expose discussion leaders to
instruction and reading in the methods historians use to record and
interpret the past.

The first of these purposes was based on the assumption that
sfudént leaders would gain confidence in proportion to the knowledge
they acquired of devices and techniques available to lead discussions,
The second purpose was based on the belief that bright, mature students
would benefit from a deeper exposure to course materials, and through

it could help enrich. his students' understanding as well, The third

historical research would help the discussion leader both to under-
stand the extra reading and to organize the research proijects spring
term, The following description deals with the pedagogical content of

' the seminar which was the respongibility of the instructor.




chief among the technlques used to teach pedagogy was that of
making the seminar itself a model of what the leaders might expect in
class. The instructor acted as a discussion leader, At appropriate
junctures, the various techniques that had been used to encourage
participation were analyzed and discussed, These techniques need not
be deseribed in detail here; they were the standard techniques used

by teachers since Sccrates.ls The peoint is that no single one of them
was used; instead, several and sometimes all of them were used, de-
pending on the kind of discussion material at hand and its purpose in
the learning situatien.

By winter term, the more conscientious leaders (a large majority)
had become confident as well as competent enough to be able to develop
their own styles, techniques, and appraachés,ls By this time almost
all of them had built up a comfortable rapport with their fellow stu-
dents so that very faw.cn—gcing students requested different leaders
for winter or spring terms even though there were provisions made for

them to do so, The attitude of discussion leaders at the beginning of

157 hese techniques were: the questioning dialogue (the techni-
que built upon deductive methods leading from assumptions to inferences),
discovery questioning (inductive methods leading from commonly shared
facts to general theories and conclusion), the argumentative monologue
(taking an unpopular stand being a "devil's disciple'), the transference
of authority (taking the posture of being uninformed or confused and in
need of the group's help), the use of analogy (builiding a new concept
by analeogy from more commonly shared experiences with which the student
is familiar), role playing (letting the students play at being historical
or symbolic figures), content games (letting the student plav "what if?"),
and role denial (abdicating one's role as discussion leader, thereby im-
posing tension on the group so that some one or several others will move
to fill the role--often called by our leaders "the shock treatment").

lEOne discussion leader organized debates, another used a meodified
teani-teaching technique with some of his better studentsz, another used a
problem-solving approach assigning special research, and still another
went to great pains preparing simulations of actual events,
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winter term was one of eﬁthusiasm and anticipation reinforced bv their
sense of having been successful,

This dees not mean that the leaders' seminar could be considered
an unqualified successj indeed, some important qualifications should be
made, It was found that early expectations for discussion leaders
were too high, For example, the first discussion was on the relation-
ship between the Declaration of Independence and the Constitutionj; but,
in spite of the fact that discussion leaders were familiar with both
documents, they were not capable of manipulating what they had learned
about the relationship between them in any other way than the way in
which they had learned it in the seminar. The result was that discus-
sion leaders tended to revert to "canned" lectures of what they had
learned, which was the very thing it was hoped they would avoid. The
problem was attributed to three things: 1) discussion leaders'! inexper=
ience and insecurities, 2) too high a level of abstraction in the
instructor's presentation of materials, and 3) too large a reading
assignment,

Adjustments were made gradually in all of these areas until by
_ winter term an opticnal formula had apparently been produced: readings
were limited to two or three articles or segments of books (usually
from good anthologies or "readings" books) which illustrated only the
most important aspects of a particular topic., Interpretive sources
were limited to not more than two, and, when original sources were used,
they were edited to preserve only the bare essentials. The instructor
also used more concrete examples and illustrations of materials during
the seminar diseuésiOﬁs. stopping more often to make sure everyone under-

stood, In addition, discussion leaders were encouraged to talk with the

- 70
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instructor during the week, and additional office hours were added to
facilitate consultation.

Toward the middle of winter term a balance was achieved between
"input" and "output" which encouraged deeper exposure and wider reading,
though "canned" lectures in the discussion groups were never completely
eliminated. Still, the degree to which the leaders were able to manipu=
late and translate material for their students was cbhservably greater
than it had been before, particularly during the last part of winter
term,

Student response on the winter term questiennaire did not wholly
agree with this concept of the discussion groups. Between the two
questionnaires administered fall term, the second one had revealed a3
sizable increase over the first questionnaire in the percentage of
those who favored the general format of the course gﬁge discussion
groups had become operative, Yet, the questionnaire taken winier
term showed only lukewarm response to these student=led groups, Some
discussion leaders were scored highg-scme low; but, on the average,
most of them were scored as only moderately helpful leaders., Among
the negative comments, the most persistent one was "insufficient leader
training." Since other aspects of the course seemed to be cperating
successfully and discussion groups were not, in.the main, evaluated
as unsuccessful, the instructor continued with the seminar as it had
developed up until that time and, instead, began to visit groups more
frequenti;i Given the overall demands of the course, further 1eader—‘
ship training, either by increasing the number of hours given over to
the seminar, or by increasing the instructor'’s effort and preparation,

was deemed impossible, For teachers wishing to institute this kind of
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program, a summer training session for discussion leaders might be in
order, with credit arrangements provided, The project staff were nct
discouraged even without such a session since one of their purposes

in selecting the leaders was to provide for a carry-over of experienced
people for the coming year., It is their contention that better train-
ing will be the result of héving a core of trained leaders to build

around,

Enrollment and Attendance

It was assumed that enrollment figures each term would give a
reliable indication of the "holding power" of the course and indirectly
the success of the project from term to term. In that respect it was
encouraging to see that only 12 of the 123_studeﬁt§ withdrew from the
class during the fall term, and the enrollment in winter term was up 25
percent, The spring term enrollment, traditicnally down at Lane, was
slightly less than winter term, but only by 4 percent, and, as in
preceding terms, the same studsnté tended to come back to the same
leaders,

Nonetheless, attendamce was low in several discussion groups
until some measures were taken to gear tests more speecifically to dis-
cussion material thereby integrating discussion material more withvthe
general course material, Yet the instructor and staff hever falt Justi-
fied in requiring attendance, principally because they felt it served
no useful purpose to force students who either from a lack of interest
or an abundance of knewledge did not wish te attend. Clearly a part of

the student morale would have been sacrificed as well as one of the tools

- 4
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for measuring the group's impact--the degree of interest shown by
voluntary attendance.

During spring term the format of discussion was fundamentally
changed from a structure of participation through reading and discus-
sion to one of participation through research, Each group chose a
major problem or topic for its project and each individual in the group
was to take up one aspect of the major problem or topic and contribute
his own findings to the whole, The completed project was then to be
presented by the group in any form or with whatever medﬁa the group
desired, Aside from the instructional objective of exposing students
to historical research metheds, the whole program was designed to try
to infuse variety (Objective C of the Grant Proposal) into the diacus-
sion group's experience (Objective B of the Grant Proposal). E

Attendance in the discussion groups rose during spring term. |
This was partly due to the fact that a large part of the term's grade
was dependent on these projects, Students could do independent written
projects if they wished but only four students cheose to do soj the
rest worked within the group structure, Attendance was not only higher
but more regular than at any other time during the vear, Discussion
leaders themselves became deeply involved. They were originally sun-
pose to serve as "ombudsmen" foﬁ their groups, relaying problems, pro-
viding organizational help, and serving as resource persons. As it g
turned out, many of them went beyond these duties to help with the
actual research and presentatioin, The chief problem became one of dis-
couraging discussion leader:s from taking too heavy a burden of their
projects while less-motivated students were allowed to shunt their

O .igations, Inevitably, the talented and well-motivated students did
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the lion's share, but the minor contributors were far fewer 1ln number
than were the non-attenders of the previcus two terms, indicating that
a sipnificant number (somewhere around 15 percent) who had not been at
all involved in discussions during the first two terms did become
involved in the last term's work.

Despite this apparent improvement in student support, the spring
term questionnaire revealed an opposite reacfiqn.l7 It was clsar from
student responses on this questionnaire that attendance had been im-
proved solely because of the threat of grades. In fact, most student
responses showed that the spring term research project was felt to be
less useful than the discuséicns of the previous two terms. The major
reason was that students found the projects less related to what went
cn in the other sessiens., However, even thcugh fawer students supported
the projects, those who did were more emphatic in their approval, Per-
haps alternatives to research should have been offered in each group,
e.g2., a mixed group with some in research and some in discussion or
some doing a bock review or something like it. The idea had been
suggested but there seemed to be too many difficulties in administering
such a program within the framewvﬁk of the projsct,

Two clear points emerged from these evaluationa: 1) attendance
'figures alone were not an accuvate indicator of student interest or
support, and 2) a majority of students approved or disapproved of the
discussion groups pusely on the basis of whether tnay were useful to
them in achieving grades whether they involved students in personal

interaction and participation or not., It was seen from other question=-

175ee Chapter 11X, p. 60 ffT.
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naire responses that student interaction and participation were con-
sidered by studemts to be important and had, in fact, been achieved
in the course; but, by spring term, it was apparent that this had been
accomplished more through the instructor-student relatienships which
had been established in the large class and in offiece hours. This
forced a change in some of the assumptions about the role of discus-
sion groups in general,

During the spring term the projects produced some excellent
work, The films which two of the groups made have already been men-
tioned, In addition, the projects produced: 1) some valuable acetate
transparencies of the 1920's, 2) several slides of old homes in Eugene
and the new developments which replaced them, 3) a slide and acetate
transparency program on the historv of "women's liberation,” and 4) a
unique experiment in multi-media work which was held at night for the
benefit of several intevested instructers.

Seven of the projects were prasented to the class as & whole.
When measuved by attendance, the results were disappointing, but when
measured in terms of quality, the results were gratifying. Four of
the presentations were of cutstanding quality, one was quite good, one
mediécre, and one quite poor (inadequacy of the latter, partly due to
its being the first presentation, therefore, the one most pressed for
time), Student response from those who attended was enthusiastic, and
discussion leader avaluations were positive,

One evaluation plan failed to materialize: that of usiny peer
and self-evaluation as a part of the grading in each group, Students

resisted evaluating each other theough they readily volunteered self-

evaluation, As it turned out, the brunt of evaluation for individual
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contributions and effectiveness in the projects fell on the discussion
leaders., The class, without dissent, accepted this plan és the fairest
possible--an indication, it was thought, of the amount of trust students
had come to place in their discussion leaders by that time.

Evaluation: Discussion Leaders

By virtue of their unique position, discussion leaders shared
the prablemnis, viawpeints, and interests of both the instructor and the
student, It was felt that their evaluation would make an especiallw
mature appraisal--one upon which vprogress could be assessed and guide-
lines for operation provided. The results were gratifying. Two
written evaluations were asked for--cne at the end of fall and one at
the end of winter term. A grading evaluation and an oral rewmort were
asked for spring term. The oral reports are included in the succeeding
remarks.lB

The following judgments and assessments were those shared among
all the leaders: 1) The large class sessions on Monday were helpful
and often gave discussimn leaders a "launching nad" for discussion
in their groups. 2) Friday sessions were too vaguely structured and
generally ineffective first term; . (Students agreed and the sessions
were changed accordingly.) 3$Study guides were of primary importance
both for test preparation and for discussion group topics. 4) Reserve
reading for the seminar was deemed helpful, but it was felt that the
assignments were burdensome during the first term, an appraisal which
again led te¢ specific changes, 5) The'pedagcgical part of the discussion

leader seminar was considered important in that it built the struec-

1850th sets of written evaluations are in the files of the pro-
ject director. ’
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ture upon which discussion would be based for each succeeding
week.

Most revealing were the discussion leaders' assessments of
the discussion group experience itself. Nearly all of the discussion
leaders felt that the great majority of students were interested pri-
marily in what the discussion groups could do for their grades, not
in the opportunity it afforded them for participatian. Other leader
reports supported this major point,--e,g., students were too often
unprepared in their reading; several students always exerted pressure
on the discussion leader to lecturei and attendance was always higher
before tests. During spring term, when the group projects comprised
one-half of the grade, the discussion leaders felt the students attended
more because they zttached more worth to the discussion group, yet
they also felt that students truly gained more from this experience
than any other. Still, in the minds of discussion leaders, the grad-
ing system was the most powerful single influence on student attendance,
contribution, and participation in the discussicn groups--assessments
largely confirmed by the spring term questionnaire.

A very different kind of motivational force operated upon the
discussion leaders themselves, For them, it was the pressure of their
responsibility in guiding and helping ten to a dozen of their peers.
Leaders, without exception, felt that they had learmed more, accomp-
lished more, and worked harder than at almest any time in their college
careers. For them the experience was apparently deeply rewarding.

The resuLts_gf the farmal on-going evaluations of the course
threughcutkthe yvear are discussed elsewhere in this reports; however,

one aspect of +hese evaluations bore directly on course presentation
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and content and are thus better recounted here, Students were told
that their comments were needed not only for eval.iating the total
experiment, but for making term-to-term changes in the course as they
were warranted, It was largely due to student comments combined with
student "feedback" that the test-cption used second term was abandoned,
that lectures became more structured during the second term, that the
discussion leaders' tendency to lecture was revealed and discouraged,
that study guides were handed ocut two weeks rather than one week in
advance during winter and spring terms, and that the idea of the weekly
syllabus was instituted.lg Thus, when changes were actually made on
the strength of student suggestions, students themselves acquired a
sense cf "having a say" both in what was being taught and in how i+

was being taught--a positive factor in maintaining a student morale,

Administrative Considerations

The administration of the course was facilitated vastly by the
cooperation uf the social science depariment chairman, Mr. Beals; the
assistant dean of instruction, Mr. Rasmussen; the dean of instructien,
Dr, Casej the scheduling secretary, Miss Piercy; the disbursement and
pay director, Mr, Doudaj and the academic and classified staff of the
social science department. HNo radiecally new course can be whollvy
trcuble=free, but, thanks to the combined help of these persons many
problems were sclved almost as soon as they arose. The aﬁly major
administrative difficulty worth mentioniné was thai of scheduling.

The source of the problem was the printed time schedule from

which students registered at the beginning of each term. There seemed

195ee footnote 13,
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to be no way to describe the course so that it would appear to be
simply a regular undergraduate survey course in American historvy.

The Ffirst term's schedule carvried a footnote next to the class time
which said "extra hours required." Student feedback later suggested
that this footnote discouraged some students who might otherwise have
registered,

The schedule was changed for winter term with the full coopera-
tion of the registrar's office, The main Monday-Friday lecture period
was listed on a single line, but unlike the fall schedule each of the
14 available discussion hours on Tuesday and Wednesday were listed
below it, Though there is no specific way of knowing enough student
comment was heard to indicate that the inereased enrollment winter
term might have been even greater had the course not appeared so
complicated to register for in comparison with other history coursas
on the same schedule. No alternative for gpring term suggested it-
self, and, again, there is no way of knowing precisely how much influ=-
ence the schedule had on the slightly lower enrollment that term,
except through some feedback,

Admittedly, student feedback is by nature imprecise, but it
was persistent enough to justify our noting that any variations from
the normal, small class structupre of the ccﬁmunity college curriculum
stood out glaringly and often confusingly in the college time sche-
dule. Anyone incorporating new approaches that involve radically

different scheduling must try to solve this problem at an early date.

Il
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Instructor Evaluation

There were three major evaluative considerations relating to
the overall cbijectives of the Grant Proposal which were wholly within
the instructor's purview: 1) the degree to which instructor efficiency
was improved, 2) the instructor's perception of the extent to which

his effectiveness was improved, and 3) the instructor's professional

judgment of the total worth of the experiment.

Instructor Efficilency

The goals set by Objective D of the Grant Proposal to improve
instructor efficiency were realized with minor qualifications. The
exact formula outlined under part 2 of Objective D was followed,
resulting, for the most part, in the savings in time predicted under
part 2, subsection fizo One exception was that office hours were
not as efficacious as they might have been. Some kind of package
learning for certain segments of course work not covered in class
might have increased the efficacy of the office hours, as could the
imposition of appointment schedules; but, in the interests of student
morale which, according to questionnaire responses, hinged partly on
ai: easy, informal acceas to the instructor, neither of these strategems
was employed.

In another related area, administrative details of varying

kinds--departmental reports, student "adds" or '"drops," discussion

group time changes (when they became necesszary), student record

2('-"Secie Objective D, Grant Proposal.
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tabulations, etc,--all came to the instructor's office at times

other than those when the two teaching assistants on the staff were
available. As a result, these tasks, originally intended for them,
had to be handled by the instructor. To compensate, teaching assis-
tants were given more tasks related to the class peried itself in-
cluding lectures and panel discussions. As it turned out, this
change proved beneficial; it added variety to the course presentation
and was popular among students,

Some remarks are in order about the teaching assistants., It
was extremely fortunate for the staff (and course) to have attained
the two that it did. Both had impressive credentials to begin with,
but they added to them immeasurably through their innovative and
energetic help.zL They took on the major portion of grading and the
responsibility for arranging audio-visual materials and aids. They
made effective and well-prepared classroom presentations and became
very helpful counselors for studentsj; students, in turm, came to
respect their advice and to rely upon their assistance. Planning,
implementation, and evaluation of the course would have been diffi-
cult if not impossible without them,

Such assistance would be wvaluable, but not essential for per-
petuating this format in years to come, the reason being that their

work provided encugh materials, enough precedents for handling students

21Rcb3ﬁt Ashton=-MAT in history from Johns Hopkins Universitvy,
one yvear of high schoecl teaching in American historv, progress toward
PhD in Russian history.
Naney Smith--Honors graduate at the University of Oregon, work
on her MA thesis, 2 years experience as a teaching fellow at the Univer-
sity of Oregon, student teaching in the Eugene :acondary schools.
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and classes, and enough ideas concerning the future of the program that
their duties can be absorbed by the instructor. It is recommended, how-
ever, that some qualified assistant be employed during the first vear bv
any school wishing to implement such a project, or that some compensation
be made to an inatructor for summer time preparation which this kind of

program would demand,

Instructor Effectiveness

Students were asked to assess instructor effeectiveness through
questionnaires; discuszsion leaders had to do the zame as a part of their
end-of=term feparts,22 This segment is the instructer’s self-evaluation
of what he considered to be the impact of thisz program on his effective-
ness=«i,e,, of the program's impact on the instructor's energy, enthusiasm,
and interest, without which instructor effectiveness is undermined.

. The fact that there were no repetitive clase sessions was of ut-
most importance as it allowed time for other and mors varied tasks and
removed the drudgery of repetition. In the large class, both the highly
strutured and the loosely structured sessions needed careful planning.
As mentioned earlier, these needs were partially sacrificed to the needs
of discussion leaders and the discussion leader seminar during the first
term. Onece a balance was achieved, however, the preparation time Ffor
the large class increased and sessi~nz improved., At the same time
extensive personal contact with studenté during office hours Qperafed
to "personalize" the class for the instructor as well as for the

student, From an instructor standpoint the "feel" of the

22gee Chapter ITI, p. 60 £f,
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class improved due to a growing sense of mutual trust and of shared
concerns which sezmed to make the class pe.sonally responsive, atten-
tive, and receptive to changing topilez and themes., It is the instructor's
impression that these things were mostly the result of his opportunity
to focus on one class rather than several.

The single class format had other advantages as well, Tor
one thing, puest lectures and panels could be easily scheduled without
repetition., Also it helped produce a sense of instructional continuity
which, together with the variety of instructional contacts with students
in the large class, the small class, the seminar, and in office hours
invelving students working with the same general material and partieci-
pating in the same class experience, created a feeling of excitement
which translated a whole new set of instructional problems into challenges
to be met rather than obstacles to be overcome,

In a curriculum where repetitive lecture and class sessions are
the rule (i,e., the small class curriculum), interest inevitably lags .
not from yearly repetition of the course, but from multiple repetition
of the same course throughout the yvear. This is a recognized threat
to instructor morale. In the present program, however, instructor inte-
rest was not only sustained but nurtured by his being able to concen=-
trate on the historical process unbrocken by repetition and undiluted

by multiple focus.

Special Evaluation: Course Content and Instructional Objectives

Aside from measuring course objectives through the student's
performance on tests, the instructor developed a course content and

instructional cbjectives questionnaire at the end of the year designed
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to test the student's grasp of the historical procesz at work in the
history of the United States and the recurrent themes that emerge from
that process., The same questionnaire asked the students to record
their impressions of what the instructor did in elass--<i.e,, what they
perceived his teaching methods to be==in order to compare these Impres-
sions with what the instructor himself had set out to do and what he
thought he had aectually dene.23

The first set of questions (part II of the questionnaire) were
designed to obtain the students' impression of how much emphasis the
instructor placed upon either i) the development of eritieal capabili-
ties among the students, or 2) the telling of information and explaining
of materials, concepts, and ideas, or 3) the demonstration of concep-
tual relationships. The way in which students responded indicated they
either did not understand the instructions, or they did not understand
the questions, or they could not distinguish between instructional
strategems, If any general result can be noted, it was that students
felt the instructor's primary emphasis was placed on explaining things
to them and secondarily on demonstrating conceptual relatienships. In
their minds, the least amount of emphasis among the three was placed
upon development of critical capabilities among students. Again, these
distinctions ave not clear, but the tendency mentioned did show up.

| For our purpcses, the second set of questioas (part III) was

more important; also, fortunately, there was less ambiguity and less

chance of misinterpretation here. The five questions in this part were

23See Course Content Questionnaire, Appendix B also, Infra.,

Chapter II, pp. 7-9.




more closely related to instructional objectives than te instructional
methods, Without analyzing the data to obtain standard deviations or
correlational criteria, the results showed in general, that objectives
which it was felt a survey course in U.S, history should accomplish
had been accomplished, at least for roughly 70 percent of those res-
ponding (who represented approximately 65 percent of the class).gu

Although the results largely speak for themselves, a few com-
ments might prove useful, The responses that the majority chose in
answering qQuestions 4 through 6 represented precisely the instruc-
tional objectives aimed feor. In questiens 7 and 8, both answers A
and B represented ingtruectional objectives, but in a relatienship of
primary and secondary emphasis; in each question the greatest number
of students chose the primary instructional objective over the
secondary ob-jective,

Perhaps the most gratifying results from an instructional
standpoint were cbtained from the course content portion of the
questionnaire., Here the cbject was to prcbe for the kind of generali-
zations students might have acquired through the course, or from
earlier history courses, or from general knowledge reaffirmed through
the course, The method used was to ask the students to match certain

general themes treated in class with the specific periods of American

2%he questionnaire was filled out during -the final exam
Since those who did not respond included several who had taken the
teat early, as well as a few who were exempt from taking it, and
several more who had other tests to take that day and did not have
the time to fill it in, there seemed to be no reason to assume this
percentage would have been altered radically if the whole class had
responded. This was especially true since among those who did not
respond were students with a wide cross-cL_:tion of earned grades
from A through D and an equally wide variation in interest from non-
attenders through those who never missed a class,
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history during which these themes might have been dominant and to
explain their choices. More than one, and up to three themes could
be chosen for any one period. Most students did not take the time
to explain their choices; §pt all respondents did £fill in the match-
ing portion of the questicﬂnaire.

Student choices were color-coded on a master sheet., The pattern
of these choices, again without detailed analysis, tended to reveal
significant agreement with the themes as they were emphasized in class.
For example, the colonial period was treated in class as one in which
all of the themes mentioned could be observed., On the questionnaire,
student choices reflected that no one was misled into thinking the
period was also a time of awakening world leadership., The appearance
on the questionnaire of the revolutionary period led to the cbvious
choice of the theme of revolution, but the themes of reform and inci-
pient natiocnalism were chosen as well, both of which had been emmhasized
in clasa.

Moving further, a student's common-sense assumptions might not
have léd him to choose "divisiveness" over "imperialiem" as the major
theme of the period of manifest destiny; yet the class approach to
manifest destiny was to treat it as the harbinger of the great sec-
tional zonflict-<a caée in which the acquisition of vast new lands

'
thrust the question of slavery and freedom irrevocably into American
politics where tremendously divisive forces were set in motion. . Again,
the gradatians'cf choice for themes representing the period of indus-
trialism were almost the mirror of our presentation of that unit‘in

class. Choices under the periods of the Spanish-American War and the

Progressive era reflected similar patterns. America's disillusionment
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with world leadership was shown by student choices under the 1920's
and the Denression decade, as the growth of reform spirit was shown
during the New Deal, The eﬁphasis in class on the American acceotance
of world responsibility after World War II was likewise revealed, as
was the increasing awareness among Americans of a basic imbalance bet-
ween the demands of liberty and the need for order during the present
period,

The results, again, were not subjected to vigorous analysis,
largely because a questionnaire designed for sophisticated statistical
compilations would have been too time-consuming and expensive to pre-
pare for the kind of information deemed desirable. What seemed to
emerge from the questionnaire was the fact that a significant number
of students absorbed some measurable knowledge which allowed them to
accurately generalize about the thematic significance of major periods
of American history., Since the course had deliberately been organized
to reiterate themes, with the hope that students might see in these
recurrent themes the relationship of past to present, it was felt that
the overall aim of the course had been achieved. Whether this achieve-
ment was the result of the instructional program or not was beyond our
capacitv or purpose to show, but there is a justifiable inference that

such a relationship existed,

CONCLUSIONS

The conclusions and recommendations which summarize the entire
report stem from data analysis and the combined judgment of the proiject

avaluator and the instructor. The conclusions presented here are merely
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designed to supplement and amplify the final conclusions and recommenda-
tions; judgments made are in the context of what went on in the course
on a day-to-day basis,

The central hypothesis which the project was designed to test
was whether a large class could be taught without undermining student
morale or performance, The basic assumptlons of educators and stu-
dents alike were that the two main threats to student morale in a
large class were 1) student: anonymity and 2) the student's inability
to participate actively in the learning process. Thus, the method
in such a way as to eliminate these two threats,

As reported in this narrative, student anonymity was attacked
by radically extending cffice hours and by conducting classes as infor-
mally as course structure and content presentation weuld.allgw, Both
of these procedures were aimed at increasing individual student-teacher
dialogue. As the questionnaires show, these methods were successfulj
none of the respondents felt the project class produced anv feelings
of student ancnymity.

The prab:=m of the students' inability to participate in the
learning process was attacked at two levels: 1) through the use of
the questionnaires as vehicles through which student opinien could
become a force for altering certain aspects of the course, and 2)
through the use of small discussion groups, There were two types of
discussion group activity used during the year: 1) student exchange
on assigned reading and course matarials and 2) problem solving through
group research projects, Although the evaluation and questionnaires

did not agree, the instructor judged the preblem-seolving approach most
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successful in terms of student interest and participation., This assess-
ment was largely because more real student interest was eﬁgendgred by
tasks than by talk, As has been mentioned, more students approved of
the talk sessions, but their approval was nct nearly as emphatic,

From an instructor standpoint, the problem-sclving approach was
more profitable and more beneficial to learning., There was greater
attendance in thes. sessions because grades were attached to the pro-

jects, In the instructor's judgment, the chief drawback was in fail-

ing to reach this larger number with the group task idea, not in substitut-

ing this idea for the talk sessions., One highly positive result of the
experience was the number of alternativru it forced the staff to come up
with which can be used in the future. The talk sessions were not con-
sidered a mistake; they drew out those who found discussions profitable
and thus opened up alternatives to several students who would not have
benefited from lectures alone, nor participated as much in the large
class, One overriding consideration must “e kept in mind: s+tudent res-
ponse to questions about the discussion periods proposed only means of
changing them not of eliminating them, or of substituting something else
for them., Also, students who didn't like to attend these discussions
simply stayed away, Few suggested there should be a return to three
large class sessions per week, and scarcely anyone advoc. d returning
to the older small-class format.

In the final analysis, student response clearly showed that the
project course offered ample opportunity for participation to all those
who wished to participate, and that the alternative of discussion groups

was considered bv all to be better than a third class session,
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Thus, the course project eliminated the two assumed threats to
student morale inherent in the large clasz, Student response was favere
able and neither performance nor content was sacrificed, Teacher
efficiency was increased as well as teacher effectiveness, mostly in the
vital area of student-teacher contact, On the basis of these results,
it is recommended that school administrators provide room ‘n both their
curriculums and in their planning of faciliti.» for large class formats,

Some instructors are better equipped and better motivated for
large lectures than they are for small classroom exchanges, This large
class unquestionably provided for a more efficient use of the teacher's
time and as a consequence may have resulted in saving taxpayers' money;
and since student morale and performance can be maintained in a large
class, it is recommended that administrators maintain a flexible out-
look about class size. The course methods described in this revort
provide a basic format from which teachers accustomed to the large
class environment and temperamentally suited for it, can construct a

course satisfactory to teachers, taxpayers, and students alike,
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CHAPTER IIIX

AN INDEPENDENT EVALUATION OF THE LARGE CLASS PROJECT

To arrive at an independent evaluation of the project (see State-
ment of the Problem, Objectives and Evaluation, Abstract of the Proposal),
the prineipal investigator depended most heavily upon the analvsis of
the responses to a series of four questionnaires., In addition, he drew
upon information derived from cbservation of the class-room situation,
selected interviews with students and staff, and recorded information
such as student grades,

It is the intent of this chapter to review briefly the major
and minor objectives of the project and cite the sources (as well as
limitations) of data that were used to assess the degree of accomplish-
ment of these objectives, Then before treating the findings fully, a
brief section will be inserted that makes some general comments about
the use of the four questionnaires among other thines, as well as a
brief section describing the general ~tudent orofile of those students
registered For the large class during the three academic terms of the

{

duraticn,

Sources of Data in Light of Project Objectives

The major objective was to maintain student morale and perfor-

mance in a class format more conducive to instructor efficiency and




effeetivess than the usual format--i.e,, three lecture classes a
week‘l It was assumed, i1 fact, that decreasing the time (and energy)
required to make repetitive presentations in the form of class lec-
tures and using the time saved to lengthen office hours for the purpose
of inereasing the availability of the instructor for one-to-one contact
between students and instructor, that student morale an. performance
would increase.

Student performance was evaluated in part by the grade distribu-
tion of students during the three terms in the U. S. History Project as
compared to the grade distributions of students having tl.: same instruc-
tor in previous courses in this subject taught under the standard format
(i.e., five three-hour courses per term)., Obviously, this evaluation is

not based on a traditional experimental design (control/experimental

‘ llt is assumed that morale and performance are interrelated, It
would be difficult to assume in general that a student who lacks hope or
confidence in his ability to perform academically in a particular course
or subject would in fact achieve a satisfactory grade (defined as C or
better) in a given course e» subject. It is further assumed that a stu-
dent's confidence would be demonstrated in his level of reported enthus-
iasm for the larye class prciject and/or the instructor in addition to his
achievement as measured by course grades,

To clarify a bit more, it was assumed that if instructor time is
more efficiently utilized bv eliminating repetitive activities and that
time is used for such things as student conferences--helping students with
academic problems in a genuine manner-=that teacher effectiveness would
increase with tangible positive results in student performance. Again the
ability to demonstrate this as well as the general attempt to demonstrate
the direct relation between teaching-learning is difficult, to say the
least, The softness of our data is an admitted drawback., (See Chapter I,
Review of Related Research,)
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groups taught by the same instruﬁtcr).g This kind of exploration proce-
dure was the only practical approach available,

Another aspect of the evaluation of student performance was the
maintenance of attendance records in gross terms only. That is, at
varicus times {(usually once a week) a head count was mauz in the large
class meeting, and this count was compared to the actual enrollment
according to the official records of the registrar's office, In addi-
tion, the "turmover rate" was recorded from term to term; that is, the
registrar's records were examined to see how many students shkifted out
of the projeect to another sectien of U, S, history at Lane between fall
and winter term and again between winter and spring term. Since the
practice of dropping and adding courses by students is a normal phenomenon
at Lane, it was antieipated that the number of such students might be a
high percentage (10 to 20 percent) of total enrollment,

In addition, self-report attendance information was collected
from the students with specific reference to their attendance in the
small discussion groups. This was cross-checked with the discussion

leader's attendance head counts,

3several reasons exist for the rejection of a traditional experi-

mental design for evaluation of the prejeect, First, given the self-
selection of courses and specific course sections at Lane, the establish.

gated against student freedom to select instructors aad/or sections of a
course (mar- students work and are restricted in the time of day cor days
of the week they are able to meet their class obligations). Second, it
was originally determined that any such project be conducted under the
usual or no: 31 coastraints found in such an educational environment,
Third, and perhaps most important, the whole thrust of the proiect was to
heighten students' voluntary participation in the varicus project activ-
ities. Given the general restraining influence to achieve acceptable
grades, the project staff did not wish to encumber students with any
more institutienal imposed restrictions than absolutely necessary. This
was one of the reasons for not making class attendance mandatorv or keep-

. ing class attendance recoids in the usual manner.

e
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The major reason for the collection of attendance data at all
was the assumption that attendance was an indicator of student interest,
This indicator is of value only when augmented by data from the question-
naires,

There was an additional reason for making head counts of class
attendance at various times. Those involved in the project wantad to
know if the percentage of attendance was within the general range of
attendance in social science classes taught under the regular format,

The student turnover data were collected because they were
assumed to be an indicator of the holding power of the project. If the
rate of students transferring from the project to a regular section of
U. S. history was high, this might well indicate that the instructor and/
or the pré-ject format was unacceptable to the students’.u The degree of
student participation was measured by the attendance records kept, self-
report data from the questionnaire, and ~bservations made by discussion
leaders and the instructor,

Morale of the students was measured primarilvy from the student
questionnaires, (See "Student Morale" Lelow,)

The measurement of the efficiency and effectiveness of the tea-

cher is dependent primarily on observation-l data collected by *nae

uTc determine if students who changed :-at term's end did change
for these and/or other reasons, the principal investigator intended
to interview as many of these students as possible, As discussed later,
the rate was so low, this proved to be unnecessary,

5This aspect of the evaluation is also treated in the instructor's
analysis of the project. See Chapter IIX,.
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principal investigator, the questicnnaires, and the assessments made

by the instructor and discussion leaders,

The Questionnaires l'iha:=1;::r:‘|.1::,eg;i6

A series of four questionnaires was given to students during
the three academic terms during which the proiject was in operation, The
first two questionnaires were given to students during the fall term,
one before the formation of small discuss.on groups and one after.
Questicnnaire Three was given during winter term and Questionnaire Four
during spring term.

The Ffirst two questionnaires were generally exploratory in nature
made up essentially of open-ended ques:ions. From the responses to these
questionnaires and other information (e.g., student interview and a
review of related research) the last two questionnaires were constructed.

In the last section of this chapter, specific questions from each
of the four questionnaires will be discussed as to their relationship to
the achievement of the project objectives. At this point, two general
comments should be made in terms of the use of the questionnaires. First,
all students were encouraged to fill out the questiannaires,v but in
_ Veeping with the voluntary nature of the prcject; no one was required to
do so, The returns ranged between 51 and 73 percent. However, checks

such as grade distribution of those responding and not responding did

6see Appendix C. Various first-level tabulations and open-ended
responses plus computer printouts on cross tabulations are on file with
the principal investigatc .

7A variety of en.ouragements were given at the time the question-

naires were filled out, Chief among these was the assurance of anony-

EA



51

. indicate that those responding were representative of the total number
of students involved in the project. Second, it was emphasized that the
questionnaires were a major means of giving feedback to those directing
the project., All attempts weve made to gi.z tanpible evidence to this
latter point. In fact, it is safe to say that in matters of conduct of
the lecture sessions and discussion groups as well as such things as
course tests, the results of the questionnaires in summarv form caused

substantial change in aspects of format and substange.a

General Profile of Respondents

One section of the first, third, and fourth questicnnaire asked
students for certain vital and academic information. To this was added
their course grade from the term in which they completed the questionmaire,.
As stated in a prior section, the grade distribution of those responding
to the questionnaire was checked against the general grade profile of all
students enrolled each term té determina the degree -of representativeness
of those respending to the total enrolled, It was assumed during the
first term that those not responding were generally students receiving
grades less than C, that is, students who might attend class less regu-
larly and who maintained, at best only marginal interest in the nroject.
However, this check did not reveal any significant difference between

. . : ) . 9
the grade profile oi the total enrollment and the respnondents.

8see Chapter II,

gOne other check was made. The responses to certain substantive
questions (in questionnaire number four) of those respondents who remained
in the project all three terms were checked against the responses of all
other respondents. 'The:e was no significant difference between the res-
ponses of the two pgroups.



At least 8l percent of the student respondents achieved a grade
of C or better in each of the three terms. The madjoritv of the resvon-
dents were male, 25 years of age or less, fuil-time students, graduates
from large high schools (1,000 students or more) and were enrolled in
the college transfer progrim whether or not they were working toward a
degree at Lane or not, In all cases these majorities ranged from 60 to
over.90 percent, The inference that can be drawn from these data is that
to a large extent, the project attracted and held academically-oriented
students, If this assumption is correct, the responses to some of the
substantive questions especially in the third and fourth questionnaires

can be explained in a more meaningful manner.

Findings

Student performance when measured by course grades was rather
striking. During the fall term, 84 of the 123 arigiﬁallf enrolled
received a grade of C or better (68 percent). Fifty=-three students
received a grade of A or B, During the winter term, 108 of the 158
originally enrolled received a grade or C or better (68 percent).
Seventy-seven students received a grade of A or B, During spring term,
%8 of the 152 originally enrolled received‘a grade of C or better
(64 percent), Seventy-two students received a grade of A or B,

While this grade profile is significantly higher than grade nro-
files éiven by the same instructor in prerious years, this fact alone
could not attest to the "success'" of the project. The instructer whe
was also project director could have influenced the results, This
posgibility was discussed at great length with the instructor prior to

the beginning of the proiject,
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Student Morale: Attendance, Attitude, and Turnover Rate

In terms of student attendance in the large group sessions, the
general trend was not exceptionally better than student attendance in
general at Lane,

Specifically, gross attendance ran 80 to 85 percent of actual
enrcllment figures., On days following major exams, attendance would

drop below the 80 percent mark, sometimes as low as 60 percent, Verv

groups on the basis of the self-report data in questionnaires three and
four. These rates were confirmed by the informal checking of the
discussion leaders.l® It should be noted that mixed in with computed
figures on attendance were the students that had withdrawn or dropped
the project during each of the three terms. Even so, the rate of atten-
dance was disappointing to those working on the project,

In discussing this matter with some students during the first part
of the year, further confirmation was cbtained that this attendance
rate pattern was very close to that found in other cocllege transfer
course:s they were registered in, Several students, indevpendent of one
another, suggested two possible explanations of this phenomenon. First
they suggested that many students who were recent graduates from high
school were vnable to respond to a more open envirvonment. That is,

students were unaccustomed to the new-found freedom at the college

Opnis particular cross check lends credence to the notion that
students were generally henest in their responses to the questionnaires,

¢
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level., These students, their peers were suggesting, had not vet
found a compelling substitute for compulsory attendance generally experi-
enced at most elementary aﬁd secondary schools, Put somevhat differ-
ently, some students, while enrolled in college for whatever reason,
lack sufficient self-motivation to regﬁlarly particivate in the activi=
ties (courses) in which they were enrollad. If this apmraisal is
correct, it may well be a direct reflection on the custodial care
anrproach typical in secondary schools.
The second and related point that students made on this matter
was that there seemed to be a mincrity of students that would register
at Lane with little intention of ever seriously pursuing academic studies.
A part of this group in some students' judgment was a minoritv of those
males who were eligiblé for the G, I. Bill, The rationale for this
particular pcint is as follows. Given a lack of motivation and goals
and/or wishing some '"recovery" time {(an expression used by one student),
coupled with low tuition (and costs in ggneral for those students living
at home), some returning G. I.s were using their service benefits to su-
port themselves during a period of transition, by enrolling at Laﬁe.ll
Because of the continued interest in attendance, this was a matter
discussed at great length in the discussion leaders' seminar. Their

analysis of whether or not to attempt to institute formal attendance

llln a discussion of this point with Richard Dent, Assistant Direc-
tor of College Entrance Examination Board, Westernm Region, California,
he stated that preliminary findings from a study conducted by C.E.E.B, of
community colleges in California which are operated at low tuition sup-
ports the assertions of our student informants about a minority of their
peers who are under the G, I. Bill,



55

procedures coupled with responses to the same question (questionnaire
number two--question nine) by students led those in charge of the
project te reject the notion. Almost all the discussion leaders and

74 percent of the respondents to the questionnaire argued against
instituting formal attendance procedures. One reason that came through
from both groups was that the time and effort required for such endeavor
was wasteful and unproductive., That iz, thoze who would become regular
participants in the class would not increase significantly by such means
and those who alregdy were regularly attending would in the process be
(as several students pﬁﬁased it) "put off by the whole thing." In other
words, attendance taking and compulsory attendance were elsmentarv and
high sechesl requirements, These people were now in college, There were
nevertheless a minority of the respondents who argued for required atten-
dance with penalties grade-wise for lack of regular attendance,

As suggested earlier in the report, the turnover rate of students
from fall to winter terms and again winter to spring terms was cbtained
from the reccrdé of the college., The intent was to interview those
shifting from the project to another section of U. S. history to determine
their reasons., This was not done, however, Lecause of the rather surprising
results gleaned from the records., Of the 123 students criginally enrolled
in the fall term of the class, 69 registered for the winter. Of the 5u4
students who did not, 32 dropped school, 19 remained in scheol but tock

12 , : . . .
no history, ' and only three shifted to another section.

lEA spot check of these students indicated that mest had already
taken the winter term of U. S. history or had intended to complete their
social science requirement with other courses in the Department,
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The results were almost the same when the records were checked for
the registration from winter to spring term. Of the original 158 reg-
istered winter term, 78 continued in the project spring term., Of the
80 students who did not, 49 dropped school, 31 remained in school but

tock no history (the same spot check was made with this group that was

same in terms of reasons for not continuing in U. S. history), and only
three shifted to another section of U. S. history.

The reasons for this high retention rate may be many, but on eval-
uation of the responses to the questionnaires, one very pronounced rea-
son seems to be that the students who did not shift into another sectien
of U, S. history found the project rewarding in terms of their general
academic experience. This point must be modified, however, by other
inferences drawn from the questionnaire data.

With respect to those students who dropped school, no data were
collected in terms of the impact of the project on their decision, It
is assumed that the project was not the sole or major reason for dropping
school.,

In Queztionnaire Onel3 given before the establishment of discussion
groups, the students were aéked about their impressions of large classes
such as those of the project versus the usual size of class found at Lane.

(question 8). The majority of the respondents felt that in a large class

185ee Appendix C. There were questions on the questionnaires asked
primarily to give students an opportunity to suggest changes in proiect
format (see questions 4 and 7, Questionnaire Two, questions 10 and 11,
Questionnaire Three, question 11, Questionnaire Four). - These responses
were amnalyzed with the Project Director and discussion leaders and where
possible, changes were made and students informed of this., The questions
of this type from Questionnaire Two plus respenses to question 11, Question-
naire One also were fruitful in suggesting new questions for succeeding
ERIC questionnaires,

&y
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there was less possibility of interchange with the instructor in
discussion--questions and answers., As will be amplified later, this
cbjection was not substantially overcome with the establishment of the
discussion groups. The majerity of studentsz did not find student
discussion léader$ even in a small group setting a sufficient substitute
for class contact with the instructor,

During the third term, when group projects bacame the main thrust
of the small discussion groups, efforts were made to include all students
in the identification, selection, and completion of the projects for some
form cf presentation to all students in the experiment., On the basis of

observation, a considerable number of students--possibly a majority--made

substantial contributions in each of the discussion sections on the groun's

project, but the number was short of what was expescted and hoped for.
Une reason for this appears to be the general evaiuatian by fhe'students
of their discussion leaders,

Another check on participation in assumed learning activities of
the course was the use of reserve readings, Originally, in designing
the course, it was decided that the number of outside readings each term
should be kept at a minimum, that they be.sﬁecifically related to lec-
tures and discussions, that the various handouts should reflect the
substance of the course, and that some "testing" of the reserve readings
be made in regular examinations. The use of these reserve materials as
checked periodically bv examining the checkout cards was disappointing.
A regular but small graﬁp of stuéents, no more than 20 percent including
discussion leaders, took advantage of reserve readings, ﬁhen students

were asked in Questionnaire Four to rate various sources in order of

£ 4



importance both in terms of increasing their knowledge and understanding
of U, S. history as well as preparation for examinations (see questions 5
and 6), the respondents rated reserve reading last in each case,

General student morale as assessed by their interest and enthusiasm
for the project and/or the instructor was judged to be high., To discover
if the project or the instructor originally attracted students who had
heard about either, several questions were posed in the first question-
naire to determine the state of such knowledge (the _nstructor had been
on leave from Lane the prior academic year). Specifically, when asked
why they were taking U. S. history (question 1), the large majority (over
85 percent) indicated it was a requirement and/or an interest in U. 8.
history. A like majority indicated little prior knowledge of the nature
of the project (question 3 and 4). To question 2, asking why they had
signed up for the particular section that was the project, 34 percent
indicated %hat they had known the inatructor or that he had been recommended

~to them by a fellow student (in a few cases by their counselor).

Students were also asked for some indication of their prior experi-
ence with large classes such as the project (question 6)., Nearly 60 per-.
cent indicated no prior experience, and of the remaining respondents,
half of them indicated a negative experience of one kind or another while
20 percent of the total respondents indicatedra favorable experience.

Students were also asked the question of whether or not they dis-
cussed the question of class size with one another. The question was
raised in the general context of whether or not it was a major concernm
to their peers, Seventy-five percent of the respondents indicated

little or no discussion of the matter. Almost without exception the
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responses indicated clearly that students gave little thought to the
matter, A few perscns added comments that in essence said that when the
qﬁality of the iésfructar was high, elass size really did not make anv
difference, ,

On the other hand, 25 percent of the respondents didfcléarly indi-
cate that small classes were important either because of the close relation=
ship assumed to be engendered between students and instructor or because
of the reputation of Lane Community College for small classes,

It should be noted that these responses were taken during the
fourth week (fall term) of the project and before discussion groups werc
established, To two other questions on Questionnaire One (7 and 10),
some revealing comments were made in terms of student reaction to the
project at this early date,

Specifically, to question 7 asking the students' impressions
thus far of the project, & majority of the respondents (55 percent)
replied positively in various ways. Most of these comments centered
around the diversity of the group of students and the quality of the
instructor.

Cf the remaining responses, one=half of them indicated a nega-
tive stance about the project--its size-=though even here the reaction
to the instructor was generally good, while the other half took what
was categorized as a neutral stance of waiting to see how things pro-
gressed. Most often, this last response centered around wanting to see
what developed in the diséussicm sectiens,

n

He

In response to question 10 as to whether or not at this point

time they would sign up for the project winter term, not quite 65 percent

€3
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indicated that they would, while half of the remaining respondents were
undecided on the basis of not knowing anything about the discussion group
or being unsure about their own future at Lane. Approximately 15 per-
cent were negative in their attitude toward the preoject.

When asked later in the fall term about their general impression
of the large lecture class (question 1 on Questionnaire Two), 56 percent
of the réspcﬁdents made positive responses without reservation, while
of the remaining, less than 5 percent responded in a negative fashion,
The remainder, while classified as neutral for tabulation purposes,
held favorable impﬁeséicns of some aspects of the project, esmeciéle
the instructer and his lectures.

When asked in the same questionnaire (gquestion 10) given at the
end of the fall term whether or not they would sign up for winter tewm,
74 percent said that they would (a check on second-term enrollment indi-
cated all but two of these did). The remaining indicated that they would
not, but all except one said they were not signing up because of one of
two reasonsj either they alrveady had had the second term of U. S. historv
or were '"dropping school,"

In the following and last question (number 11) th« respondents were
asked if they would recommend the project to ancther student. All but
four percent said they would and nearly all the comments centered around

favorable comments about the instructor,

Pereeived Effectiveness of the Instructor and Discussion Leaders

In Questionnaire Two, additional exploratory questions were raised
in terms of the large class meetings and the small discussion groups.

Three questions were posed in relation to large class lectures and examina-

. &4
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tions and the access of the instructor through expanded office hours
in an effort to help students on a one-to-one basis,

The results of question 1 were cited in the previous subsection
and need not be commented on except as a tontrast to question 3, which
askeﬁﬁfor impressions of the discussion groups. Though in terms of the
post-coded categories established of positive and negative statements,
positive comments were in the majority (62 percent). In many of the
positive comments as well as nearly all of the negative comments, ques-
tions were raised about the competency of the discussion leaders, especi-
ally when contrasted with the major instructor. The training of discus-
sion leaders was in early stages, but there were neverthéless enough
questions raised by the student respondents for the major insfructa?
and the principal investigator to spend more time with the discussion
leaders. These responses led in part to a set of questions posed in
Nuestionnaire Three and Four dealing specifically with student percep=-
tions of the value of the discussion groups. But before these student
perceptions and other related matters are dealt with, the remaining
student evaluations from Questionnaire Two should be commented upon.

Duestion 5 asked for an evaluation of the major instructor's
lectures. Not quite 80 percent responded positively. Gengrallv, in
the negative comments where substantive evaluation was given, as Qell
as in some of the positive responses, was the suggestion, in essence, for
greater structure in the lectures., Some of the most perceptive comments
dealt with what one student called "amoothing out the flow" of the lec-.
tures. Implied in some of these remarks was the student's inability to

see the continuity between individual lectures and between lectures and’



material in the textbock, Though these remarks wers in the minority,
they did indicate a need for some change in the lecture format.

In terms of the examinations during the firast term, question 6
of the second questionnaire asked the students to evaluate exams in
terms of falrness and appropriateness, Without exeeptioen, all respon-
dents replied in a positive manner (even while same of those said that
they simply did not like any examinations). In the following question,
some suggestions referred to having more of one type of question (e.g.,
éssav) than another type (e.g., short answer), but the major suggestion
was to start exams on time,

With released classroom time, the instructor was able to increase
office hours as well as make himself available for special appointments
when students could not fit their achedule to his. When asked about his
availability, all but one who had attempted to see him one or more times
(56 percent of total respondents), found him available and willing to
be of aid, In nearly all cases the aid was found to be helpful accord-
ing to student report, even when it did not pertain to academic matters,
The remaining respondents had made no attempt to see him on any matter.

Questionnaire Three (wintar term) attempted to focus on specific
aspects of the large sessions and the discussion grouﬁs. The training
sessions for the discussion leaders was well along, and it was hoped
that improvément would be observed in the discussion groups. The question-
naire was structured so that the project director would have student
evaluation for each of the discuzsion leaders for diagnostic purposes,

Taking the discussicﬂ groups first, specifically the responses to

the first -set of three questions (part III of Cuestionnaire Three), the

I o
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trend seems quite clesarly toward the vresponse of moderate aid (roint
three of a five-noint scale) in the matter of aiding students in under-
standing the material covered in the Monday lecturas and reading assign-
ments, This was true in all groups. Only to the guestion of aid in
preparing for tie mid-term exam did the discussion groups show a general-
ly higher evaluation Qith responses clustered about point two--great aid.
Two of the tan discussion groups did not, however, measure up to this
rating,

In the second set of three questions (part III of Ouestionnaire
Three), the students were asked to rate their own preparation, the
nreparation of their peers, and the preparation of their discussion
leader for the weekly discussion group. Here, despite respnnseé to
other questions, all the discussion leaders came out as best prepared,
with the most students ranking all but two discussion leaders as al-
ways prepared. The respondents with great consistency ranked their
peers as ''prepared half the time" (point three on a five-rcint scale),
and ranked themselves somewhat higher, the average being 3.5 on a five-
point scale for all but two groups,

‘¥When these findings are viewed in the light of the responses to
question 11 of the same questicnnaire, the general remarks appear to
sustain the resporses to the first set of three gquestions in part III.
In essence, half of fhcse responding to question 1l (23 percent made
no response at all) mades negative comments about the value of the
discussion groups and leaders. Some criticism was made of the leaders'
preparation and the value of the groups in aiding in preparation for
examination, well in line with responses to the rating scales. On

the whole, those who made negative comments mentioned the discussion
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leader's teaching style or a preference for having the major instructor
as the discussion leader.

The other half of those responding to this question (a little more
than 38 percent of the total responding to the questiommaire) were gen-
erally positive in terms of their comments about the discussion grouos
and leaders. These comments tended to be too varied to discern any
pattern of response,

To be sure that these comments were taken from those that were
essentially regular attenders  (those missing no more than two sessions
out of ten), the students were asked to rate their attendance, and,
independently, the discussion leaders were asked to rate the attendance
of each of the students in their discussion group. These two ratings
in the aggregate sense were remarkably close and the vast majority
making responses were judged on both ratings as being in regular atten-
dance,

To obtain a better idea of students' impressions cf the general
project format and the major instructor, questions 7, 8, and 10 were
asked of the student on the third questionnaire. T.»: reader should
note that questions 7 and 8 were identical except that the student
was asked to respond in terms of "Mr, Simpson as instructor" in ques-
tlon 7 and "regardless of who the instructor may be" in question 8,

Specifically, the respondents in question 7 and 8 were asked to
rank four possible alternative formats including the format most commonly
used at Lane--small classes meeting with.a preféésianal teacher two or

. 14
three times a week.

1y
These two questions were modified and used again in the final

evaluation soring term.




At first, the results were somewhat surprising, given the nature
of the mixed anpraisal of the discussion groups. The majority of the
respondents to both questions (52 percent in question 7 and 60 percent
in question 8) rated as first choice the format that was currently being
used. A small percentage (less than ten percent) ranked the format
typically used at Lane as first choice (somewhat larger percentages but
no more than 20 percent ranked this latter format as second or third
choice). The second major first choice was the third item in each ques-
ticn%;that is, "somewhat larger discussion groups but with the mador
instructor as discussion leader."

On reflection, these results, seem to indicate a high degree of
student support of the project. One obvious implicaficn that can be
drawn from this particular part of the evaluation is that the partici-
pants generally favored the kind of course format developed for the
project. One might infer also that while many would prefer the maijor
instructor as discussion leader (a large majority if first and second
choices were tallied together), a majority by first choice were willing
to accept the present format. It would appear, however, if one could
generalize from these findings, most students would nrefer a mixture
of large class presentations with small discussion groups led by the
majer instructor, Again, when seen in this light, the results of the
tallies to these questions conform to the responses to other questions
about the discussion groups.

This analysis is confirmed by the nature of the responses to
question 10 of Questicnmaire Three. The students were asked to comment

about the large lacture classes, Of those responding (20 percent made

. €38
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comment) to this question, 91 percent made positive remarks about the
large group sessions with most comments directed at the general qua-
lity of the instructor.

Still something of a puzzle at the time when the third question-
naire was analyzed was the increase in percentage of first choice (between
questions 7 and 8) when the student was asked to respond to question 8
(regardless of who the instructor may be). This was one of the reasons
for repeating these questions in the final evaluation,

The fourth guestionnaire was designed to amplifyv on previous find-
ings and to determine, insofar as possible, student appraisal of the
various proiject devices, both as to general learning and as to achieve-
ment on examinations (see especially question 5 and 6 on the latter
point).

Computer analysis of the results from Nuestionnaire Four pro-
vided extensive cross tabulation of items from the profile guestions
of students registered in the spring term with questions 1 through 7
of pa}t III. Some further cross-tabulations were done between the
course grade received at the end of the spring term and responses to
questions 1 through 7, part III, Items 1 through U4 were cross-checked
with large class head counts and discussion leaders' records. On this
latter point, there was a high degree of correspondence between the
students' self=report of attendance and the records of discussion leaders.

In all of the cross-tabulation, no significant patterns of res-
ponses emerged, even when grades were cross~-tabulated with variocus res-
ponses in part III. This may have been due to the high percentage of
grades of A, B, and C for the respondents (86 percent), However, this

percentage was not abnormally high when compared to the grade profile

LI
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for all students when the withdrawals were isubtracted from total
original enrollment. When that was done, it was found that 75 per-
cent of those actually enrolled in the project at the time the final

evaluation questionnaire was given, achieved a grade of C or better.

Student Eéaluaﬁion of Resources and Format of Course

Examination of the responses to question 5 and & tended to con-
firm the orior findings of earlier questiocnnaires or complvy with neints
raised in the chapter on the review of related research. Specifically,
the rankings in question 5 indicated in rank order that lectures, basic
texthook (HMA), and study guides were most important in increasing know-
ledge and understanding of U, S. History. Those respondents that selected
any of these three as first choice tended by a substantial majority to
select the other two resources as second or third, The mid-term examina-
tion and resepve readings wére selected least as one of the first three
choices, with the other texthook and the discussion groups ranked fourth
and fifth in frequency of choice among the first three choices.

Simply put, students found the lectures, required text, and the

their knowledge and understanding of U, S, history. This result is not
surprising in that lectures were planned primarily to help students
increase their knowledge and undewrstanding of U. S. history and secon-
darilyvtg pass tests, ' The discussion groups ranked high ﬁuring the

t. winter term only in preparing for examinations (during the third term,
the discussion groups became vehicleés for specialized projects that

often appeared to the student respondent not directly related to the
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thrust of the course)., This latter point was brought out in the com-
ments under question 1llb.

The results on question 6 (ranking of resources useful in pre-
paring for an examination) were different from the results found in
question 5 in the following manner. In terms of the frequency checked,
the first choice was the basic textbook (HMA) followed by study guides
and lectures., Again when the respondents selected one of these three
resources as first choice, they tended by a large majority to select
the other two as a second and third choice. This ranking is not
unanticipated since the examinations are in part centered about facts
and concepts found in the text and verbalized in the lectures. The -
study guides reflect both of these elements.,

.three choices, and in fact the majority of respondents ranked it last.
On question 6, the discussion groups were ranked among the first three
choices by a very small percentage of the respondents. As mentioned
before, the spring term'discussian groups were given over to special
projects essentially, hence the assumed reason for its low ranking as
contrasted with prior evaluations. The other textbook was ranked
fourth in terms of the numcer of respondents marking it among their
first three choices.

Another question asked related to the previous two was question
3, "Do you think that Mondays and Fridays.a student can miss the large
class meetings mére:easily than his other classes at Lane?" These
two days were given over to the large group lectures and other related
activities. The division of responses was nearly equal between "Yes"

and "No," but the comments were most revealing. -Most of those who

Lo Lo
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responded '"No" felt that the lectures were necessary for nassing the
examinations and/or because thev were useful in learning more about
history. Of those responding "Yes," approximately half suggested that
they could miss occasionally because the textbooks and study

guides permitted them to "catch up". These reasons coupled with the
idea that friends who did attend would share their notes covered about
three-quarters of those indicating "Yes." The remainder interpreted

the question as meaning being able to "get away with it" because no roll
was ‘taken. The cross-tabulation on the basis of grades of the respondents
at the end of spring term revealed no r ‘tern. As many C students in
proportion to total C's given divided themselves between the two res-
ponses as students receiving A's and B's who responded.

When these responses are tallied bv tvpe of comment, the findings
do not contradict the ratings related to the importance of the lecture

~in questions 5 and 6.

When the results were tallied for question 7 and 8, something of
the same pattern déveleped as in the third evaluation. In ths fourth
questionnaire, an attempt was made to clarify the choices somewhat. In
both questions, regardless of whether the inétructer was specified or ﬁct,
the majority (over 60 percent in both cases) opted for the class format
in use; Also the maﬁarity of the respondents (over 60 percent in auestion
7 and a little over 50 percent in question 8 ) rankéd tﬁe "usual format
for Lane" last., In question 7 where the instructor was specified, the
third item (small discussion groups led by the major instructor) was the

“»second chcice by 20 percentage points over the second item (meeting

* three times a week in the large group)., The response to the same two
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items on question 8 was much less clear-cut, Approximatelv the same
percentage of the respondents selected each of them as second and/or
third choice,

The comments related to first and fourth choice were revealing.
As stated earlier, the evaluator was puzzled at the lack of difference
between the two questions when the instructor was specified in one but
not the other. It was hoped that the impact of the instructor could
have been filtered out and thereby facilitate a more accurate judgment
of students' preferences for one format as opposed to the others,
The comments revealed that many students lacked adequate experience
with the kind of format used in the project to resvond without refer-
ence to the major instructor. Some .students appeared not to have read
the questions carefully. A few thought them to be identical questions,

The rejection of the "usual format" by the majority in both ques-
tions was essentially due to two primary reasons, First, students
apparently perceived a lack of diversity in the "usual format." It
must be granted that students who were willing to particlpate actively
in the project over the three terms could easily find a number of
different things to be involved in, even including becoming an alter-
nate discussion leader, The second thing that came out of the comments
was the notion that there were manv "usual format" classes, Why not
maintain the vroject that had a different format? These two kinds
of comments would appear to argue for diversity within a class (any
class) and diversity among various class (course) offerings.,

Two other questions need to be discussed before moving on to

the general conclusions,
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Question 1 of nart III was raised for essentially infermational
purposes. From time to time comments about the zdequacy or inadequacy
of the large group classroom were raised by students. This point was
not systematically examined because there was no physical alternative,
It was nevertheless decided to capture a more precise and general rat-
ing by all respondents, Of those respending to the questionnaire, only
3 percent found the facility inadequate for the use it was put te. Of
those who made comments rega-dless of rating, there was no one thing
that stood out by even a small minority as posing any major problem.
However, in the evaluator's judgment, tha seemingly constant presence
of props and scenery belonging to the Drama Department made the ! .istruc-
tor's life difficult at times,

Question 2 was asked simply to obtain a "feel" from the students
as to when a large class is regarded as too large. The question was
stated to obtain from the students an outer limit. The pattern of res=
ponse appeared to indicate that beyond 200 is too large. Eighty-nine
percent checked points at or prior to 200 with a gradual increase of
percentage for each point up to and ineluding 200. A class of 200

received 28 percent of the respondents' marks.
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CHAPTER IV

CONCLUSION AND POSTSCRIPT

Locked in as schools generally arve to particular formats of
teaching by a priori assumptions of what professionals and administrators
t+hink is best for students and teachers, it is easy to overlook some of
the most fundamental notions of good sense undergirded by a multitude of
empirical evidence. While much of this project may be deemed as "tinkering
with the system" as it now exists, it does follow that any system of school-
ing must stand examination of its procedures if some reform is to take
place,l If, during the process of "listening to a different drummer" as
some without the discipline of pedagogy are in these troubled davs,
those who at the heart of the teaching process fail to take steps to
reform and renew that system, it may be difficult to make substantive
changes later, Whatever small changes can be instituted as a means of
improvement on the basis of reasonable evidence should not be overlooked.
Those who created this project must make clear that no claims can
be made that the apparent success of the project can be replicated by
others. The structure of the project and its evaluation was not along the
1livms of traditional empirical research design. ~ulte the contrarv,

those who authored the proposal designed it with success in mind. Simply,

1Fcr those interested in far more extensive criticism of the general
system of schooling in the United States see: Ivan Illich, Deschooling
Society (New York: Harper & Row, 1971) and Everett Reimer, An Essay

on Alternatives in Education (3rd ed., Cuernavaca, Mexico: Centro Inter-
cultural De Documentacion, 1970)
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they wanted to see if student performance could be maintained (or
increased) as measured essentially by course grades while at the same
time varying the usual class format fgund at Lane Community College,
and in the process increase the major instructor's efficiency and
effectiveness. The project was structured to these ends and the stu-
dents were made aware of these goals from the beginning.

The students who reglstered for the Large Class United States
History project were in no way selected, nor once a part of the project
were they reouired to stay., As pointed out in the chapter on evalua-
tion of the project, a large percentage came and went from term to term,
In reality, by the nature of their being college students, by and large
they were already 'prone tc success" academically. By the nature of
their presence, at Lane, they had already successfully completed twelve
vears of schooling or its equivalent, It was generally assumed that
they had the intellect, emotiocnal stability, and general confidence in
their ability to succeed in school. One assumptien that underlay the
project was that academic failure at this level is due to semething
other than a lack of mental competence. The question one may raise is
"How can such a project not succeed given its modest goals?"

At the post-secondary level of education as at lower levels of
schooling, there are few variables of the standard set that have a
demonstrable impact on academic achievement which can be measured by
standardized tests or class grades. Often the assumption is made that
such things as.class size, availability of new physical facilities,
expenditur% per student or instrucfcr salaries have a causal relation to

academic achievement. There is'ncthing in the research that would indi-




7y

cate this.2 It may be that a masterful teacher in terms of knowledge
of his discipline and adeptness at pedagogy will have some impact on
academie achievement, but there has been little demonstration of this
in the research. (The difficulty of measuring whether or not a teacher
is a master iz large indeed and therefore ne such claim can be made for
the majer instructer of the praﬁect.)a The suggestion in the proposal
that an attempt be made to '"measure' student morale is in a real sense
misleading. At this level of schooling (as well as others), the best
measure of student morale obtainable is what students individually and
collectively say about the course and the instructor.

It is therefore within these limitations that the results of
the project are reported. In the final analysis, very little can be
claimed for the project itself except that those who were in charge
learned a great deal working with students and asking them what they
thought of the project., It iz assumed that the students also gained

something,

2Sée especially the Cocleman Report (James S, Coleman, Equality
of Educaticnal Opportunity). -

3 , i

W. W. Charters, Jr., "The Social Background of Teaching," in
Handbook of Research on Teaching, ed. by N, L., Gage (Chicago: Rand
MNally ¢ Co., 1963), pPp. 715-813.
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A Postscrnipt To The Project

Change within the system is, by nature, methodical and all foo
drequently slow. VYet, in the six months since the project's completion,
the majon .instrwcton has been able to devise specific counse changes:

1) elkiminating some o4 the profect's mone obvious weaknesses, such as
anomalous grading methods, insufficient discussion fLeaden training, and
a non-inclusive group task fowmat; and 2) instituting mone defensible
aj.proaches such as pe.nﬁamnancé!o&imted arading and discussicn Leader
thaining in group task direction. Thus, this project has nesulled in
national and caredul improvements all of whiich seem Lo point up the
existence of a neal capability fon meaningful change within the system

itsebd in spite of its present Limitations,
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ABSTRACT

Title: Proposal for Teaching the Large Class at the Under-
graduate Level

Project Director: Dr. Peter K. Simpson
Box 599, Route 8
Pleasant Hill, Oregon 97401

Principal Investigator: Dr. Gregory P. Maltby
2671 Quince Avenue
Eugene, Oregon

Total Estimated Cost: $10,804.00
Duration: July, 1970 through July, 1971
Primary Applicant: Lane Community College

4000 East 30th Avenue East
Eugene, Oregon 97405

Statement of the Problem:

There are conflicting demands on teaching large numbers of students at a
minimum of expense, yet teaching them well. Large classes create an
impersonal teaching situation with little teacher-student contact, or
student participation. Students feel the courses are irrelevant and
this produces a real crises in student morale. Teacher efficiency,
student contact time and subject matter research are all sacrificed

by these traditional large class teaching situations.

Objectives:

To organize a course which will incorporate advantages of efficiency and

economy with advantages of personal involvement, and higher teacher-

student contact, by:

A. Alter the formal lecture-oriented structure of the .large class which
will foster student participation

B. Establish a well directed profitable discussion group utilizing the
creative ~bilities of students

C. Offer a variety of educational experiences within the three-hour course

D. Increase teacher efficiency and effectiveness.

Evaluation:

Assess the impact of the proposed teaching methods on student performance
and morale, as well as the efficiency and effectiveness of the teacher.
Test techniques used in terms of student performance, measured by grades,
attendance reccrds, student capacity and participation results, and note
the teacher's analysis of the degree of success achieved in the term's
experiment.




PROPOSAL FOR TEACIING THiE LARGE CLASS
AT THE UNDERGRADUATE LEVEL

Statement of the Problem

There are two conflicting demands placed on undergraduate institutions
today. Onz is the demand to teach large numbers of students at the minimum
of expense; the other is to teach them well. These demands are not new.
They inhere in the Jeffersonian dictums of the 18th centurygl They have
benxn dealt with, though never reconciled, by each generation since.? Today
the old dilemma is clothed in new words. The taxpayers, for their part,
may ask that the process of attempted reconciliation go on, but the degrece
of financial support they are willing -to extend suggests their priorities
are efficiency, stability, and economy. The large number of students, be-
coming larger all the time, askbon their part for relevance and personal
involvement which they feel the demands of efficiency and econcmy have
suborned,

The.issue is joined on the concrete level of the large class. In the
universities and larger colleges of this state the large class (one professor
and anywhere from 50 - and we tend to forget that 50 is a large class - to |
500 or 1,000 students) has answered the need for efficiency and econgmjg

But in the student's mind it has created the problems of impersonal instruction

Lihese demands coalesce in the title of Jefferson's "Bill for the More General
Diffusion of True Knowledge" introduced in the Virginia Assembly of 1779.
262 AKGC

“Charles Eliot of Harvard was no more concerned about these conflicting de-
mands in 1885 and no more energetic in accepting their challenge than James B.
Conant in 1950, President Eisenhower's Council on Higher Education issued a
bulletin in 1957 which was addressed in major part to the ongoing need to
confront this dilemma.
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student anonymity, and, either in addition to or as a consequence of the
other two, irrclevance., These, in turn, have helped produce a very real
¢risis in student morale.

[n smali colleges and community colleges thwarted student nceds are
catered to; in some cases they form the rationale for the college's existence.
This catecring also must take place within the limitations imposed by economy.
Teacher efficiency, thérafofe,.is sacrificed for lower teacher-student
ratios (an assumed sine qua non for better teaching) and the community
college teacher must repeat his lectures at the expense of preparing for
other lectures on his schedule. At the same time, in these repetitive hours,
he sacrifices student contact time and subject matter research.

The student, then, must weigh the advantages of personalized education

in the community colleges against the disadvantages of lowered content stan-

r+

dards which flow from excessive teaching loads. At the university he must
weigh the disadvantages of depersonalized, mechanical courses requiring a
mature self-discipline quite often beyond him against the advantages of
more thorough and more precise content presentation under thza direction of
more experienced praféssozs.3

This project proposes to implement and evaluate a method which may help
readjust anew the two conflicting demands in American education. The plan is
to organize a course which would strive to incorporate the advantages of

cfficivncy and cconomy inherent in the large class with the advantages of

personal involvement and a higher degree of teacher-student contact inhercnt

3This advantage has often been curtailed of late by the unpopularity of
"survey" courses among senior members of department faculties. Often this
is a result of the growing unpopularity among students of the depersonal-
izing aspects of the survey course, like the strict lecture method.
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in the small class. The Ffocus of planning will be on the large class and
the purpose will ¢ to revitalize it for improving student morale while
keeping standards high and efficiency at a maximum. The method could then
be gencralized to apply to any -r all institutions of higher education,
regardless of size or educational philosophy.

I bring to this proposal eight years of college teaching experience,
which includes teaching in a small college (EOC), a community college (LCC),
and a university (U. of 0.). 1In addition, I have made a trial run this year
of the method being proposed in a class of 375 students at the U. of O.

A general comment on evaluation is in. order at this juncture. Inter-
views during this past year with psychologists, educationrists, colleagues,
and students have indicated a few principles worth recounting with respect
to evaluating new teaching methods. Professor Lewis R. Goldberg's studies
on the effects of teaching methods on student performance as measured by
grades indicates no correlation between the two.* 1In other words, there .is
no measurable difference between a studen's perfarmance.in a class using one
kind of method (discussion) and his performance in a class using another
(le;ture)} Not only that, but apparently it does not even matter whether
he likes the course or not (one can "ﬁate" a course and still do well in it).
Professor Goldberg admits one of the problems is in not being able to equate
grades with the total learning that has taken place. One positive correlation,
however, does obtain from these studies -~ student morale could be improved by
changed (and often continually changing) teaching methods.

The difficulty is, then, that morale does not lend itself to quantified

measurcement in terms of performance. It is a subjective cvaluation obtainable .

élnterviaw; November 10, L969,
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only through questionnaires eliciting information unrelated to performance.
Yet, tacitly or explicitly, the chief educational problem at the lower level
- recognized as such by community colleges and universities alike - is one
of student morale.? Without it the best prepared and deliverea lectures
float out the window; the mos. systematic and precisely organized courses
go for naught. With it, the student comes alive and often, irrespective of
performance, assérts the total worth of his experience. Techniques for
encouraging student involvement, self-evaluation, and small group exchaﬁge
will be tested and evaluated by questionnaire_s Despite difficulties already
mentipned,_attempts will be made to correlate a pre-planned combination of
these techniques and the other more time-honored fechniques of lecture and
discussion with student performance as well as morale. An evaluation will
be made each term and successful alternatives will be‘incdrporated in the
combination of techniques to be used the next term.

Instructor efficiency lends itself to more objective description in
terms of time spent, contact-hours gained, new techniques created, subject-
matter research done, academic counseling made available, and will be reported
on at the end of each term, Instructor effectiveness, again a subjective
.quaﬁtum, will be evaluated by questionnaires. Following is a list.cf pbjec-
tives combined in each case with the procedures by which each objective
might be achieved.

Statement of Objectives and Procedures

Objuctive A: To alter the formal, lecture-oriented structurc of the largo

Sprof. Albert Geurard, "The Faculty Speaks Out", Stanford Alumni Assn. Almanac
pp. 8,9. - -

6An example of a student-prepared questionnaira'is enclosed,
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class in a way that will foster student participation, enhance
the value of the lecture method, and offer a variety of
educational experiences within the weekly schedule.

Procedures for Objective A: Hypothetical classroom situation, Social

O

Science 201. 3 credit hours, 200 students.

1. Monday: Students meet collectively for a lecture by the
professor.

a. This weekly lecture serves the following purposes:
(1) Introduces the topic for the week,
(2) Stresses appropriaté themes.

(3) Provides a series of questions or topics
for discussion.

b. Students are responsible for lecture content .on exams.

2. Tuesday, Wednesday, Thursday: Students mec= for small
discussion sessions.

a. The class will be divided into groups of .. or less
and assigned to one of twenty student leac2rs who have
been selected by the professor (method of -:lection to
be discussed).

b. These groups sign up for a meeting time on a timetable
determined by the availability of space during *+'c
above three days. There will be enough choic~ so that
students should have no difficulty fitting discussion
time into their schedules. :

3. Friday: the third meeting is designed to accomodate two
special interest groups, one an accelerated group inte-
rested in analysis, extra reading, and the challenge of
exploring the material in greater depth (subject matter
majors may find these sessions helpful); and the second
a study group interested in improving study skills and in
obtaining a more thorough understanding of the subject
matter,

a. The accelerated sessions: the professor has the oppor-

- tunity to treat the material in ecrcative and original
ways, utilizing not omnly the leecture but guest speakers,
debates between professors, and audio-visual supports.

ERIC
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b. The tutorial sessions: these sessions focus on study
skill, exam writing, and amalysis of coursc content
for the student with problems.

c¢. The students arc free to attend either session or
both sessions, depending on their needs and prefercences.

Objective B: To cstablish a woell-dirceted, profitable discussion group
experience for the class while utilizing the talents of
bright, interested students who rarely have a chance to
exercise creative responsibility in the large class,

Procedures for Objective B:

1. Discussion groups will be led by students selected from
the class on the basis of applications and interview.
(See application form.)

2. Discussion leaders will meet with the professor one
day each week for a two-hour seminar in teaching methods
and course content (i.e., teaching methods as they rec-
late to the transmission of subject matter).

3. A method professor from the Department of Education will
have a part in the project and will help in the follow-
ing ways:

a. Planning the seminar and the course as a whole in
cooperation with the subject matter professor.

b. Serving as a resource person for fall and spring
terms. '

c. Team teaching the teaching seminar with the subject
matter teacher winter  term.

4. Discussion leaders will receive two hours of seminar
credit for the course. (See supporting letter.)

5. The teaching seminar will be organi:cd on an informal
basis, but with the following formal requirements:

’see Maltby vitae; also latent objectives; also procedurc C.

O
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4.  An assignced amount of outside reading to boe
completed cach week.

b. A formal evaluative critique of their exper-
ience presented on the order of a term paper.

The professor will visit each discussion group at
least once during the term, not in the parson of
evaluatag, but in the person of participant and
guide,

Objcctive C: To offer a variety of educational experiences within the

scheduled framework of a three-hour course.

methods of testing and lecturing;

of materials and audio-visual aids during each tcrm.

Combinations selected from the following tentative

of techniques can be chosen for each term's work and
evaluated both for the purpose of planning the noxt

term's work, and for reporting on the effoctivenecss of

their use during the term being evaluated:

1,

BMy own experience suggests that students like to h
per term; it supports the student-leader and shows

Testing

a. Oral exams

b. Self-evaluatred exams

c. Peer group evaluated exams

d. Objective-computerized exams

€. A combination of two or more of any of these

Lecture Format (History)

a, Idea-oriented

b. Theme oriented or topic oriented

¢. Use of debate with other professors
d. 1Interdisciplinary discussions

Material and audio-visual aids

a. Text hooks :

b. Additional reading -- what books, how many,
which are best suited for discussion pPurposes
student response

¢. Use of films, tapes ete., for special scssions.

the discussion experience,

IThe precise combination of
O they best lend themselves to evaluation will be anal
EE l " moethod professor and sub ject matter professor durin

C(‘diﬁg the course.

a8

This objective is achieved by varying the
and by usiug a variety

list

9

ave at least ond visitarion
professorial interest in

the above as they relate to testing prccedufes and
yzed and formulated by
g the planning session



SAMPLE APPLICATION FORM

(for Discussion Leader)

NAME :

AGE

CLASS:

GPA:

MAJOE :

GFA IN MAJOR:

Former Discussion and leadership experience;

List any other experiences that you feel may qualify you for
this position: :
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QObjective D: To increase teacher efficiency and effectiveness at the

community college lcvel.

Procedures for Objective D: This objective can be achicved by climinating
o repetitive class sessions and the irefficient expenditures
of time and energy attendant on them. Tk~ descriptive
formula below explains the procedure:

i
1. vacthetical”fqrmuggtign: One teacher with a 15 class
contact hour load and two course preparations.
One course = 12 hours One course - 3 hours

15 Class Contact Hours: involves two to three lectures
per week or two to three class sessions of varying
kinds each requiring a minimal preparation time of

two to four hours.

2 Separate _courses: involves two sets of preparations
on the above model.

Total Time (excluding student contact, grading, test
praeparation, or office hours, and taking 3 hours as an
average preparation time for class sessions and one-
half hour for repreparation of each repetitive session)
= 37% hours/week,

Repetitive Time: (i.e. time taken to repeat lectures
or class session, in addition to the quarter oxr half-
hour needed to reprepare these repeat sessions)

= 13% hours (of which 9 class-contact hours are
repetitive.)

2, Hypothetical formulation under the present proposal.

a. The 12 hour course is reduced to 3 class contact
hours in the large class structure.

b. Lecture preparations are redu .ed from three to
one in number,

c. All repetitive class contact hours and reprepara-
tion hours are eliminated and channelled into the
following activities:

1. Teaching seminar - 2 hours

2. Visiting at least two discussion classes per
wzek - 2 hours ' :

3. Increased student contact hours - 5 hours

4, Preparation of lecture - 4% hours

O

ERIC

Aruitoxt provided by Eic:

R




-11-

d. Two lecture preparations are eliminated and the
time saved (6 hours) is channelled into seminar
preparation and/or increased student contact hovrs.

e, Student contact hours, a phrase which means for the
student how accessible his professor is for personal
consultation, are increased from the minimum 15 to
20-22 hours weekly.

f. GSummary: Student contact hours are increased.
Repetitive hours are eliminated. Preparation time
is increased. The professor's time, as well as the
student's is relieved of is '"'samzness' and infused
with a stimulating variety of duties and tasks.

It is in this last Boiﬁt that teacher effectiveness
can be achieved. |

A, To provide an experimental, interdisciplinary format for teachsr-
training in subject matter areas.

1. The use of both a subject matter and a "method" pro-
fessor in the planning and teaching of the discussion
leader training seminar should achieve this latent
objective.

B. To foster inter-institutional cooperation in the viecinity of state
universities or regional colleges with community colleges and other

two year institutions.
) . S . . . 11
1. Many of the discussion leaders will be education majors.
This experiment can lead to the use of transferable edu-
cation credits for participants in the seminar rather
than subject matter credits, depending on the success
of the experimsnt as a content=teaching training device.

2. A course could be developed around the content=teaching
concept for graduate students in education and in sub-
ject matter fields who are interested in college
teaching. Courses like these could serve admirably
as a field work project for these students, utilizing
their help, in turn, for administrative and evaluative
purposes. : :

10 The Hawthorne principle - You teach better about things that enthuse you and
in an environment that offers a variety of stimulating experiences.

11 During the "trial run" this year, over one~half were education majors.

ERIC |
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3, A far-reaching, though perhaps questionable objective
may follow from F.T.E. adjustments made so that sub-
ject matter professors at the larger institutions
could be utilized to team-teach large ''survey' courses
with community college teachers. The merging of all

survey courses in that vicinity could eventually result

if such an objective proved desirable.

of the results of this experiment, and participation in college

teaching workshops.

EVALUATION

This proposal is requested for the period of oneryear, July, 1970
July, 1971. During that period of time we will evaluate the impact of
the proposed m=thod for teaching large classes on student performance,
student morale, teacher efficiency, and teacher effectiveness.

The student-led discussion groups give the student participants a

e
T

larger share of the responsibility for their own education. T think

is important to discover whether the student will respond positively

the opportunity; whether he is capable of it; and if he does not seem to
be, what %ind and how much direction is needed to best motivate and
stimulate him.
The following kinds of evaluations are proposed on an academic term
by term basis:
1. Questionnaires designed to elicit information on teacher cffec-
tiveness and student morale as it relates to (a) the course
format, and (b) teaching techniques used.

2. Analysis of testing techniques in terms of student pcrfiormance
mzasured by grades (Grade curve, etc.)

RIC

s 22

€3

Publication of an article or series of articles for wider disscmima tion

i
1
H
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i
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3. Analysis of attendance records. (Attendance will be noted
though not required every term) for correlation with performance

and possible morale.

4. Analysis of student leader and teaching assistant evaluations for
information on student capac1fy and participation,

5. Correlative and comparative analysis of the above and a final
report submitted at the end of the term together with teacher
analysis of the degree of success achieved in that term's experi-
mant.

During each succeeding term the informatiom will be gathered by the
same methods used during the preceding term in order to facilitate an
accurate year-end evaluation which can show the relative degrece of
objective-achievement within the format of each term's work and in the
context of the vear as a whole. It is hoped that a set of manageable

eriteria for use in future courses will evolve out of this kind of

evaluation. It is also hoped that these criteria will leave wide

latitude for the approach, personalities, and temperaments of indi-

vidual teachers, while at the same time providing substantive guide-
lines for implementation of such a course.

A final report will be submitted no later than July 31, 1971.

894
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PERSONNEL AND FACILITIES

The Project Director's employment during the term of che grant will
be with Lane Community College, The teaching load will be the standard
fifteen hours, twelve hours of U.S, History sections, and threc hours of
Black History. LCC has given permission, contingent on this grant, to
combine the twelve hours of U.S. History into one class (150-200 students),
and made 200 level credit‘available for discussion leaders. They have
also shown their support for such a plan without the assistance of grant
money. However, it is impossible to explore, improve, expand and most
importantly, to evaluéte the impact and result of this radical change
in course method with any measure of competency, completeness, or
consistency without qualified help.

This proposal requires the services of a professor of Education with
special skills in research and Social Science; two teaching assistants
with B.A.'s, one in Education, and one in Social Science (in this case,
History). |

The teaching assistants would come from the University of Oregon,
since LCC has no graduate program. Each teachirg assisfaut would have
the following responsibilities:

1. Attend planning sessions of the professors.

2. Assist admlnlstratlvely (space use plarﬁlng, study guides, grade
compilation etc.)

3. Analysis of attendance data; grade curves, tests etc.
4. Reading and programming student analysis.
5. Compile and evaluate this data with the professors.

6. Observe eaah discussion group at least once each term,
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This assistance will give the professors the time needed to plan
the sessions in detail, for research, and for counsulting with authorities
in such areas as testing etc.

The professors will plan the bulk of the year's work during the
summer session, 1970. The resulis of these planning sessions will be

presented to the committee before the beginning of the fall quarter.




PERSONNEL

Peter K. Simpson, Project Director

Degrees: B. A,, University of Wyoming, 1953, History Major
M. A., University of Wyoming, 1962, Major in
History, Minor in Political Science
Ph.D. University of Oregon, History, 1970

Positions:
Assistant Professor, Eastern Oregon College 1962-65

Teaching Assistant, University of Oregon 1966-68
Assistant Professor, Lane Community College 1968-69
Instructor, University of Oregon 1967-70

(Recommendations and other information are available at the

University of Oregon Placement Office)

Gregory P. Maltby, Assistant Director

Degrees: B. S., Illinois State, 1955 (Major in History)
M. S., Illinois State, 1956 (Major-History; Minor-Education)
Ed. D. University of Illinois, 1966

Positions:
History Instructor, High Schools in Illinois 1957-1962
Assistant Professor, Department of Education
University of Oregon . 1967-1970
(.42 FTE - Bureau of Educational Research, Education Dept.)
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BUDGET

This proposal for improving undergraduate teaching does not require
any change or addition to the plant, the staff, or the libraries of the
institutions involved. The grant aid will be used for personnel, with
the exception of $500 for materials which would include money for pro=

spective computer use.

Personnel

Peter K, Simpson, Assistant Professor
Social Science, paid by Lane
Commnunity College _ -

Gregory P, Maltby, Assistant Professor
Education, University of Oregon (pro rated) § 2,000 *

Teaching Agsistant in Education (one vyear) 2,700
Teaching Assistant in History (one year) 2,700
Work Study Secretary (200 hours @ $1,50/hr.) 200
Summer Planning Session for Simpson and Maltby 2,500
Other payroll expenses (Employee Benefits @ ,102) 104
Materials (computer use etc.) ____.500

Total ‘ 510,804

% Dr. Maltby's services are for the term of the grant, although team teaching
might be used in the future through interinstitutional cooperation (FTE
ad justment) in the manner already used in the LCC geography program.
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APPENDIX B
U.S. Histery 203
Spring, 1971 Simpson

Course Content Questionnaire -- Instructional Objectives

Part I
This is not a test. Look upon it more as an exercise, or even a game,
Using the following definitions, match the 'periods" and the "themes"
on the attached form in accordance with the instructions below.

Period: a historical period is a span of past time used to set off a
Froup of human events, activities, circumstances, attitudes, and habits
of mind which have more in commen with each other than thev do with the
events, activities, etc., of a preceding or following span of time. For
example: the Revolutionary War period as contrasted with the Colonial
period before it, or the New Nationalistic period after it.

Theme: a historical theme is an arbitrarily selected kind of human
activity, circumstance, attitude, or habit of mind which occurs and
recurs in some, many or sometimes all periods of American historv. For
example: an overarching dominant theme in American historv is that of
the American sense of mission. There are several less abstract themes
within it, such as imperialism, racism, etc,, some of which we would
like to have you identify in this game.

Both periods and themes are what the sciences call classification

schemes, The "reriod" is a chronolegical or time-oriented scheme.
The "theme" is more analogous to the biological scheme of grouping
similar kinds of things (i.e., genus or species). Each period is

unique, but commeon kinds of things (themes) occur in them all,

Instructions: Place the letter of an appropriate theme or two or
three (if more than one applies), but not more than three, in the
blank spaces below each of the periods listed. In the blank column
labeled "Reasons," state briefly the reasons which led you teo select
the theme or themes vou chose, (Those who have not had all three
terms, or only one term of this course, may wish to try their hand
as well., Be our guest,)

Part II :
The following three statements GENERALLY describe WHAT YOUR INSTRUCTOR
DID in teaching this course., Place a 1, 2, or 3 in the blank provided
next to each description to indicate whether it was first, second, or
third in respect to the time and emphasis given to it.

1. (a) The instructor demonstrated how to make critical evaluations or
o judgments about the material in the course. HIs assignments,

tests, and research activities principally showed us how to
develop our ability to make these evaluations and judgments,

. 4C0



2. (b) The instructor told us about the material in the course, or
explained it in terms of concepts or ideas, or directed us to
specific sources where these could be found. His assignments,
tests, or research activities were designed to aid us in re-
calling informational and conceptual material,

3. (¢) The instructor demonstrated how to relate varicus concents and
- pieces of information within the material of the course, as well
as how to relate the material of the course to other sources or
areas of experience outside it. He developed assignments, tests,
and research activities which showed us how to develop relations
ourselves rather than to recall or identify those already made
for us.

Circie the letter in each of the following sets which better describes
the GENERAL OUTCOME of this course, or the effect it had on what vou
did., If neither outcome applies to this course, cirele letter c,

4L, a b (a) The course prinecipally repreoduced information, skills, or con-
c - cepts which I already knew or had, at least in substance,
(b) The course provided me with new infeormation, skills or concepts,

5. a b (a) The course provided me with specifiec information, conecepts or
c skills in the field of study with which the course dealt.
(b) The course provided for me generalized knowledge, concents or
skills which have inereased my ability to underst-and the field
of study with which the course dealt.,

6. a b (a) The course helped me to better see the relationship between
problems, issues and events in the past and problems, issues
and events today.

(b) The course helped me to better see the relationship between
the events, the circumstances, the activities, and the habits
of mind within certain periods of past history.

0

7. a b (a) The course gave me new insights into my own attitudes and my
c i personal system of wvalues, and, thereby, helped me better to
know and understand myself.

(L) The course gave me new ways of looking at my veers and elders
in terms of their attitudes and value systems, and, therebv,
helped me better to know and understand people llVlﬂg in the
world around me today.

"8, ab (a) After taking this course, I have a better understanding of how
c historians think about the past and how they interpret it for
our use today.

(b) After taking this course, I have a better understandlnp of what
historians do in their capacity as professional reseapchers, and
how they reconstruct facts from the past in order to make them
intelligible for us tecday,.

T A
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Evaluation Questionnaires (four)




Code

PART I

NAME (Please Print)

Last First  Middie Initial

STUDENT NUMBER

U. S. History, Large Class Project (Lane Community Collega)
Evaluation #1 :

ERIC . 104




Code

PART II

Please answer all questions by checking the appropriate blank or writing
in the answver.

1. Male
Female

2. Freshman

Sophomore
Other . — —
(Please specify how you define yourself if not as
a freshman or sophomore.)
3. Age: 20 or less
21 = 25
26 - 30 )
31 - 35 -
36 - 40 ~

41 er over

4. TFull-time student (10 or more quarter hours this term)
Part—time student (less than 10 quarter hours this term)

S. From which high school did you graduate? (Include name of town and
state)

6. Are you in: the Vocational-Technical program?
the College Transfer pr. —~am?

7. What is your major at LCC? (If none, plezse write "mnone" in the blank.)

8. Are you seeking a degree or certificate from LCC?

Yes

No

If yes, which one? ____
If no, for what purpose are you enrolled at LCC?




Code

PART III

The following questions are designed to give us some idea about how
you got into this class, what you think about it thus far and whether or
not you think you will stay in the class beyond fall term. You are not
being asked to ''rate'" the instructor. Therefore, attempt to separate your
impressions of him from your answers in dealing with the questions that
follow (as unrealistic as this may sound). For example, one of the things
we want to know is what you think about large class sections such as the
one you are now enrolled in. W. are assuming you have some general im-
pressions about big classes versus small classes—-reactions that have
little to do with who the instructor may be or even with the content of
the course. However, if in response to any of the questioms that follow,
the kind of person the instructor is appears to be all important, say so
and if possible suggest the reason. There is no hidden intent in these
questions. One of the major things we want to know is whether or not
large classes (100-200 students) have a place at LCC and if so, what needs
to be done to make them workable and acceptable to students. Therefore,
your judgment will be of particular importance. We shall be asking for
it from time to time throughout the year.

Another point needs to be made. To some of the following questions
the response may be simple and obvious to you but do not assume it is to
us. For example, there is the question, "Why are you taking U. S. history?”
The answer may well be that your course of study requires it or at least
a sequence of some kind in social sciance. If that is the only reason,
say so; but if there are other reasons, please give them. We will assume
that when you give more than one reason in any question, that the order
in which they appear indicates importance-—the first being the most impor-
tant and so on. '

1. Why are you taking a course in U. S. history?

2. Why did you sign up for this section of U. 5. history? (Some of you
may have known the instructor previously. If this was a factor in
your selecting this section, please indicate. If you registered one
week or more late for this class, please mention this point, as well
as why you picked this particular section.)

ico
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3. Did you receive any advice about this particular section of U. 5.
history from your counselor? If yes, what was the nature of the aavice?

4, Did you have a clear understanding that there would be small discussion
sectiona before you signed up for this section?

5. Were the number of different times for discussion sessions sufiicient
to pick from so as to not upset your total schedule (including work,
study, coffee breaks, as well as other classes)? What other times

would you suggest?

6. If you have had pricr experience with large classes, please indicate
vhether the experience was positive or negative and why. If no prior
experience, please write no in the space that follows.

7. Thus far, what is your impression of this large class? Please
elaborate as much as possible.
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10.

11.

It is generally assumed that small classes are necessary in vocatiomal-
technical courses where gaining skill in handling tools and equipment
is a major goal. What about other kinds of courses (i.e., college
transfer)? Does the size of the class--all other things being equal--
make any difference? 1If so, why?

If you have discussed the question of class size with other students
at LCC, what do they think about this matter? TIn other words, is
the question of class size a major concern among students at LCC as
far as you can tell?

At this point, do you think you will sign up for this class winter
term? If no, why?

Please reflect for a few minutes and then, if you can, write down any
questions you think we should be asking students about this project
(U. §. History, Large Class Project) in the weeks to come,




NAME (Piease Print)

Code

Tast First

STUDENT NUMBER . —

~ Middle Initial

U. S. History, Large Class Project (Lane Community College)

Evaluation #2
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After a careful review of the responses to the first questionnaire
and discussion with some students and Mr. Simpson, the follcwing questions
have emerged as being important to raise in terms of the evaluation of the
Large Class Project.

1. At this point in the fall term, what is your general impression of the
large class held on Mondav and Friday?

2. Do you have any suggestions for changing and/or improving the large
class?

3. Thus far, what is your impression of the small discussion group you
are attending? If you are not attending a small discussion group
regularly, please indicace this and tell why you are not attending?

4, Do you have any suggestions for changing and/or improving the small
discussion group?

140
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5. Please give some indication of how you would evaluate the lectures
in the large class thus far.

6. How would you evaluate the examinations you have taken this term in
this clasa? Would vou judge them to be fair? Are you tested on mater-~
ial vou expected to be?

7. What suggestions can you make to improve examinations in this class?

8. Whether or not you are having difficulty in this class, have you for any
reason sought out Mr. Simpson during office hours or at some other
time? If so, for what reason(s)? Have you had difficulty in seeing him
during office hours?

9. What do you think of the idea of taking attendance in the small dis-
cussion groups? In the large lecture class? Please explain your view,



Code

10. Will you sign up for winter term? If no, please indicate why.

11. Would you recommend this class to another student? If no, please
suggest why.

A 4 2
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PART 1

NAME (Please Print)

“Last T First ~ Middle Initial

STUDENT NUMBER

: U. S. History, Large Class Project (Lane Community College)
i Evaluation #3—Winter Quarter

a4 3
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PART IIA

PLEASE NOTE
Please fill out this page if vou were nct registered in this class

fall term or if vou were registered but did noc complete the first
evaluation form given out during the middle of the fall term.

Please answer 2all questions by checking the appropriate blank or writing
in the answer.

1. Male
Female

2. Freshman

Sophomore
Other
(Please specify how you define yourself if not
as a freshman or sophomore.)
3. Age: 20 or less
21 - 25 _
26 - 30
31 - 35 .
36 - 40

41 or over

4. Full-time student (10 or more quarter hours this term) ___
Part-time student (less than 10 quarter hours this term) ___

5. From which high school did you graduate? (Include name of town and
state)

6. Are you in: the Vocational-Technical program?
the Colliege Transfer program?

7. What is your major at LCC? (If none, please write 'none" in the blank.)

8. Are you seeking a degree or certificate from LCC?

Yes
No
If yes, whichote? __
If no, for what purpose are you enrolled at LCC?

e O U I
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PART IIB

If you were not in the fall quarter section of this U. S. History
class, please indicate why you registered for this section winter
term. You may have several reasons. If so, list them in order of
importance.

Name the discussion leader for your group.

What 1is the day, time of day, and place of meeting for your dis-
cussion group?

Have you been regularly attending your discussion group?

7Yes
No

How many sessions have you missed this temm?

~ (write in rwumber)
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In prior evaluations from the first quarter, the questions asked were
fairly general and covered a wide range of topics. 1In this questionnaire
we wish to examine the small discussion groups or rather your impression
of the particular discussion group in which you are participating.

Also, in prior evaluations the questions required that you structure your
own response. In this questionnaire you will for the most part be asked
to respond to a set of fixed choices.

On the following items please reflect on your experience in the small
discussion group during winter term (unless otherwise indicated). Since
the discussion groups started late during fall term and the discussion
leaders were relatively new at their task, it would be best to exclude
from your reflections any impressions of the first few meetings.

In terms of vour discussion group, respond by checking what, in your
judgment, is the most appropriate answer to each of the following

questions:
Has the discussion group been of aid in helping vou:

1. Understand the material covered in the Monday lecture

indispensable
great aid
moderate aid
little aid

no aid

HNWSG0N

2. Understand the ma‘arial asgigned for reading during the week

indispensable
great aid
moderate aid
little aid

no aid

=N WS

3. Prepare for the mid-term examination

indispensable
great aid
moderate aid
iittle aid

no aid

=N W
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Rate the following persons in terms of preparation (reading the assigned
material in advance of class) for the discussion group:

4, Yourself

always prepared

often prepared
prepared half the time
seldom prepared

never prepared

b by W P n

5. The majority of the other members of the class

always prepared

often prepared
prepared half the time
seldom prepared

never prepared

=N W

The discussion leader (disregard this item if you are a discussion
leader)

o
.

always prepared

often preparaed
prepared half the time
seldom prepavred

never prepared

b L0 e

R
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7. Please rank the following options in terms of your preference. Your
first choice should be marked 1; second choice, 2; third choice, 3;
and fourth choice, 4, NOTE that the instructor of the course in these

various options 1s to be Mr. Simpson.

Mr. Simpson

as
Instructor
o Continue with mid-week small discussion groups with
- ) student leaders and a group size average of 10. The
large proup would continue to meet on Mondavs and
Fridays.

) - Have the mid-week class meeting in the large lecture
room with the instructor and with emphasisg on questions
and answers. However, the class would be the size it

is on Mondays and Fridays.

Continue the large lecture on Mondays and Fridays with

—_— ¢ :
the instructor, and have the mid-week discussion Froups

also led by the instructor. The size of the discussion
groups would be 25 to 30 students.

o Return to the usual format for asuch classes at Lane--that
—— : o=t
is, meet two or three times a week in class groups of *25,

8. Please rank the same options again according to the directions given in
#7. NOTE, however, that this time no instructor's name is mentioned,

What is your preference if you had no choice of instructor?

Regardless

of who the

instructor

may be

B Continue with mid-week small discussion groups with

- B student leaders and a group size average of 1N. The
large group would continue to m=et on Mondays and
Fridavys.

) ) Have the mid-week class meeting in the large lecture

o room with the instructor and with emphasis on questions
and answers. However, the class would be the size it
is on Mondays and Fridays.

- , Continue the large lecture on Mondays and Fridays with
—_— ) ' : .
the instructer, and have the mid-week discussion grouns

also led by the instructor. The size of the discussion
groups would be 25 to 30 students, '

. ' Return to the usual format for such classes at Lane--that
—_— < - )
is, meet two or t’ 'ee times a week in class groups of +25,

ERIC b 448
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9, With reference to Questions 7 and 8, if you have an optlion that you
would rate high but was not mentioned, please indicate what it is in
the following space.

Please reflect for a few moments. Do you have any comments to make about
the following?

10. The large lecture classes on Mondays and Fridays

11. The small discussion group

A A Cx
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PART 1
NAME (Please Print) e — : P ——
Last First Middle Initial
STUDENT NUMBER —

1

U. S. History, Large Class Project (Lane Community College)
Evaluation #4--=Spring Quarter




Code _
PART II-A

PLEASE NOTE

Flease fill out this pasie only if you were not registered in this class fall or
winter term or if you were registered but did not complete either the first or
third evaluation form g:iven out during the middle of the fall and winter terms,
respectively.

Please answer all questions by checking the appropriate blank or writing in the
answer.

1. Male
Female _

2. Freshman
Sophomore
Other

il

Please specify how you define yourself if not as a fresh-
man or sophomore.)

3. Age: 20 or less

21 - 25 .
26 - 30 _
31 - 35 _
36 = 40 '

41 or over

4, Full-time student (10 or more quarter hours this term) o

Part-time student (less than 10 quarter hours this term) _

5. From which high school did you graduate? (Include name of town and state)

Appraximately how many students were in your high schcol?irr

6. Are you in: the Vocational-Technical program? _
the College Transfer program?

7. What is your major at LCC? (If none, plezuse write "ﬁone" in the blank.)

8. Are you seeking a degree ar certificate from 1.CC?

Yes
No
If yes, which one? e

I1f na, far what purpose are ygu enrolled at LCC? -

9. If you were not in the winter term of this U S. Histary class, please indi=
cate why you registered for this section spring term. You may have several
reasons. If so, list them in order of importance.
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PART 1II-B

1. Name the discussion {(project) leader for your group:

2. When and where does vour discussion group meet?

I Time Place

Day _ o ) 7

3. Have you been attending your discussion group regularly?

Yes

~ No

How many sessions of your discussion group have you missed this term?

_ {(write in number)

4, Have you been attending the large lecture class regularly?

Yas

No

How many sessions of the lecture class have you missed this term?

(write in number)




Code _

PART II1I

The following questions deal with a variety of issues related to Mr. Simpson's
class. Many of them emerge from answers to questions in prior evaluations that
some of you have completed. Please respond to each of them as honestly as
possible. In no way will any of your answers be used in judging your grade in
the course. Tecause of the use of a code number, omnly the project evaluator
(Mr. Maltby) will know which student responded in a particular way to each
question. The answers to these questions will be of great value irn writing the
final report of the large class project.

1. How would you rate this classroom as far as physical arrangements are con-
cerned--seating, audibility, visibility, ete.?

superior
~ adequate
inadequate

Comment if you wish:

2. Check the one point at which you feel a large class, such as the one you
are now in, would become too large in terms of enrollmenc.

100
125
150
175
200
- 225
250 or more

3. Do you think that on Mondays and Fridays a student can miss the large class
meetings in this course more easily than his other classes at Lane?

~ Yes

No

Please give reasons for your answer:




Code __

4. Have you had any difficulty in obtaining a conference with Mr. Simpson to
discuss your academic problems (if any)?

Yes

No

I have had no reason to see Mr. Simpson

1

If yes, please indicate what the difficulty was in obtaining a conference.

5. The following is a 1list of resources related to increasing your knowledge
and understanding of United States history this term. Please rank them in
order of importance by writing a 1 in ths blank of the most important, a 2 for
the second most important and on through 7, the least important.

texthook (HMA)

reserve and/or suggested readings

lectures '

textbook (Hofstadter, American Political Tradition)

small discussion (project) group

RARER

examination

weekly study guides and other such handouts

If there is some other resource not listed above, please indicate what It 1is
and suggest how the resource would be rated in terms of increasing your
knowledge and understanding of United States history.

Please put a check on the scale indicating the importance of this resource.

/_ / / /1 / /l

— = — N e

1 2 3 4 5 6 7 8

most important least important
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Please answer this next question cnly if you took Mr. Simpson's midterm examina-
tion spring quarter or one or more of his examinations winter quarter.

6. The following is a list of resources that should have been useful in preparing
you to take the last examination in Mr., Simpson's class. Pl-ase rank them in
order of importance by writing a 1 in the blank of the most important, a 2 for
the second most important, and on through ., the least important.

textbook (HMA)

reserve and other suggested readings

lectures

textbook (Hofstadter, American Political Tradition)

small discussion group review sessions

weekly study guides and other such handouts

If there is some other resource not listed above, please indicate what it is
and suggest how you would rate the resource as to usefulness in preparing you
to take the last examination.

Please put a check on the scale indicating the importance of this resource.

Y 4 / A A A A
1 2 3 4 5 6 7
inost important least important
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7. Please rank the following options in terms of your preference. Your first
choice should be marked 1; second choice, 2; third choice, 3:; and fourth choice,
4. (NOTE that the instructor of the course in these various options is to be
Mr. Simpson.)

Mr. Simpson
as
Instructor

Continue the class as it is presently arranged-—that is, the
large group meeting with the instructor on Monday and Friday,
and the small discussion or project group led by student
leadera on Tuesday, Wednesday, or Thursday. Average size of
small group would be 10.

Meet three times a week (Monday, Wednesday, and Friday) in
the large group with the instructor. The Wednesday class
would essentially be devoted to questions from the students.

Continue the large group meetings on Monday and Friday with
the instructor and have the mid-week (Tuesday, Wednesday or
Thursday) small discussion or project groups also led by the
instructor. The size of the discussion groups would he 25
to 30 students.

Return to the usual format for social science classes at
Lane-—-that is, meet three times per week (50 minutes each
time) or two times per week (75 minutes each time) with the
instructor. The class size would be + 25,

Please indicate tle reason(s) for the selection of your first choice.

Please indicate the reason(s) for the selection of vour fourth choice.

126G
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8. Please rank the same options again according to the directions given in #7.
(NOTE, however, that this time no instructor's name is mentioned.)

Regardless
of who the
instzuctor
may be

Continue the class as it is presentiy arranged——-that is, the
large group meeting with the instructor on Monday and Friday,
and the small discussion or project group led by student
leaders meeting on Tuesday, Wednesday, or Thuraday. Average
size of small group would be 10.

Meet three times a week (Monday, Wednesday, and Friday) in
the iarge group with the instructor. The Wednesday class
would essentially be devoted to queations from the students.

Continue the large group meetings on Monday and Friday with
the instructor and have mid-week (Tuesday, Wednesday or
Thursday) small discussion or project group also led by the
instructor. The size of the discussion groups would be 25
to 30 students.

Return to the usual format for social science classes at
lLane-—that is, meet three times per week (50 minutes each
time) or two times per week (75 minutes each time) with the
instructor. Th= class size would be + 25.

Please indicate the reason(s) for the selection of your first choice.

Please .adicate the reason(z) for the selection of your fourth choice.
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9. With reference to questions 7 and 8, if you have an option that you would rate
high but was not mentloned, please indicate what it is in the following space.

10, If you were in Mr. . ‘mpson's class during winter term, how would you compare
the small discussion group and its activities winter term to the small dis-
cussion (project) proup and its activities during spring term? Elahorate omn
your answver.

11. Do you have any comments with regard to improvement of the following areas of
this course? If not, do yocu have a comment of any other kind?

a) The large lecture classes on Monday and Friday

b) The small discussion (project) group




