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ABSTRACI .
This instructional analysis kit fcr teachers presents
a self-evaluation form, 22 instructiomnal elements, an annotated
bibliography of learning resources for each element, and a student
evaluation form parallel to the instructor self-evaluation form.
Instructions are provided on administering the forms, analyzing
instruction and student responses, and interpreting the results of
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catagories: course planning, course content, instructional
procedures, learning materials, and evaluation of learning.
~Suggestions are offered for ways to improve instruction. Work groups
at the college or university have successfully used the kit to
discuss needs and plans for the improvement of instruction. (SW)
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INTRODUCTION

The INSTRUCTIONAL ANALYSIS KIT has been developed to help you
analyze your instructional procedures as a first steﬁ toward course
improvement. The kit consists of a self-evaluation form to enable
you to quickly identify the elements of the instructional process
- which you are mdst interested in improving. Twenty-two instructional
elements are first identified and then more fully explained. An
annotated bibliography of learning resources for each element
follows. .

The kit has been designed so that you can evaluate your own
teaching in a minimum amount of time- and then identify what you wish
to improve in your instructional techniques. Suggestions are
provided for ways in which the improvement could be effected. For
examp1e; if in your se]f—eva1gation, you identify the need to find
out whether your students.are grasping the material presented, you
can turn to the explanation of the e1emént "presentation of material-
pace" which describes ways to gather information about the pace of
presentation. The Tearning resource section of the kit then provides
an annotated bibliography of books and articles which deal with how
to pace a-course to accommodate individual students. Supplementary to
the kit is a student evaluation form parallel to the instructor self-
evaluation form. With it are instructions on how to administer this
form, analyze the data, and interpret the results in conjunction with
your own self-evaluation. If you wish to use the student evaluation
form, refer to p. 41.

We suggest that you take advantage of the resource persons avail-
able in your colleyge or university, especially in the process of
identifying and clarifying the instructional elements you wish tb im-
prove. Work groups have used this kit successfully to discuss needs
and plans for the improvement of instruction.

Research on the Instructional Analysis process has been supported

by a Quebec kesearch Grant.

|V}
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Aruitoxt provided by Eic:

SLLE=FVALUATION FORM

Use this farn to evaluate one course that you wish to improve.
Indicate your resaonse ta eacn itee by recovding the appropriate

number

a

16.
17.

in tae box weside the item.

1 I do this very well

2 1 do this fairly well

3 MNot applicable to this course
4 I could do this hetter

5 1 could do this much better

At the baoginning of the course, I give my students a clear
indication of how the course will be organized.

I tell my students what they can expect to learn as a
result of taking this course.

At the beginning of the course, [ determine what skills
and abilities my students have brought to this course.

[ start by giving the students a brief outline of the main
ideas or ygeneral themes to be encountered in the course.

I decide what | want my students to learn and I select
my cours2 material accordingly.

As the course progresses, [ explain how course topics are
retated to each other and to the main ideas in the course.

I make sure that the anount of material covered in this
course is appropriate to the amount of time a student is
expeected to spend on the course.

I present the course material so that it is challenging
but not overwhelming.

[ includs variety in the examples and applications of
material to provide interest for all students.

" provide a brief agenda at the beginning of each class.

. get information about how well my students understand
the material being presented and adjust my rate of pre-
sentation accordingly.

[ use different ways of presenting material according to
what is being taught.

In Tectures or discussions, | use questions and other
strategizs to encourage the students to actively respond
to the material.

[ make =ure there is ampie opportunity for students to
actively participate in the operation of the course.

[ encourage students to pursue special interests in my
course.

I make time available for students to consult with me.

I choose the text and other learning materials for this
course 50 that they clarify and highlight mater:al pre-
sapnted to the students.

When necaessary, [ create my own supplementary learning
matorials,

At the beginning of tne course, ! tell the students how
their work will be evaluated.

[ design test ~uestions to match my learning objectives.
house test results to see where my Students need extra
halp. ’

I use measures of how much students have learned to assess

the effectiveness of my counse.
.
: ‘
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HOW _TO ANALYZE YOUR INSTRUCTION

As you complete each step, check mark the appropriate box.
You may find it convenient to remove the Self-Evaluation Form
and the Analysis Sheet from the kit to work with. These pages
are perforated for this purpose.

1.

On the Self-Evaluation Form, place a check mark next
to any item which you marked "4" or "5'"; these are the

items which you consider need improvement.

Write the numbers of these quastions on the accompany-
ing Analysis Sheet (page 7) in the first column.

If there are any other items on the Self-Evaluation
Form which you would 1ike to work on, write the numbers
of these items in the first column of the Analysis Sheet.

The Qutline Of Elements Of The Instructional Process
(page 9) names each of the items on the Self-Evaluation
Form as well as providing you with an overview of the

instructional process. Beside each item number you have
recorded on your Analysis Sheet, write the corresponding

name of the instructional element.

Turn to the Explanation Of Flements Of The Instructional
Process (pages 11 to 19) and read the explanation of each

_item you have recorded on your Analysis Sheet.

Turn to the Learning Resources section (page 21 to 38)
and identify the books, articles, or pamphlets suggested
for study in each area of concern. ‘

Record on the Ana]ysié Sheet, the books and resources
you will use. Then specify what steps you intend to
take to improve your instruction.

Congratulations for having come this far. Now get to it!
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ANALYSIS SHEET -

\

\
STEPS TO BE TAKEN TO IMPROVE INSTRUCTION

[TEM INSTRUCTIONAL ELEMENT
] ; :
- Example - I 1. Outline core material. .2. Read section
4 conceptual themes from book by Ausubel & Robinson. 3. Iden-

tify main. themes. 4. Plar my presentation
such that I keep coming back to these thenes
periodically and showing the students how
each topic fits in with the themes.




OUTLINE OF ELEMENTS OF THE INSTRUCTIONAL PROCESS

COURSE PLANNING (Tearning system)
1. Course plan
2. Goals and objectives
3. Assessing entry skills

COURSE CONTENT (curriculum)

4., Conceptual themes
Selection of content
Organization of material
Amount of matari.l
Level of difficulty
Variety and interest

O 0 3 O »n

INSTRUCTIONAL PROCEDURES
10. C]assroom management - preparation
11. Presentation of materfa1 - pace
12. Presentation of material - variety
13. Student-teacher interaction
14. Student participation
15. Responsivenzss of teacher to students' interests
16. Availability of .zacher

LEARNING MATERIALS (texts, readings, mocules, assignments, etc.)
17. Choice of materials
18. Creation of materials

EVALUATION OF LEARNING
19. Evaluation procedures
20. Testing what is taught
21. Evaluation as feedback
22. Amount learned

-~/
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EXPLANATION OF ELEMENTS QF THE INSTRUCTIONAL PROCESS

COURSE PLANNING (learning system)

1.

Course plan: Giving your students a clear plan of how ycur
coursé has been organized should aid them in developing their own
approach to learning. It should also encourage them to become
active participants in the teaching/learning process. ‘The outline
should include:(a) the aims or goals of the course; (b) main
topics in the course and a brief explanation of how these topics
are related; {(c) what principal instructional methods you intend
to use; (d) texts, readings or other learning materials needed in
the course; (e) an explanation of how the studénts' work will be
evaluated. The course plan serves as the common framework from
ﬁhich the teacher and students will work. '
Goals and objectives: The broad goals of the course serve to
focus the student's attention on the expected outcomes of the

course. The more specific objectives describe for the student
what he should be able-to do as a result of having taken the
course. The specific objectives'sh6u1d include the concepts
and relationships which the student is to Tearn and the skills
end abilities which the student is expected to demonstrate by
the end of the course. These objectives will serve as study
guides for the student. For example, one of the broad goals
of an introductory course in political science might be "under-
standing the differerces between democratic and authoritarian
government." A specific objective wou1a then be to "describe
the defining characteristics of democratic and authoritarian
governments and provide examples." An example of a broad goal
in a humanities course would be knowledge of Plato's Republic.
An accompanying specific objective would be to "compare the
views of justice and state_the consequences of each view for

society."

;

1
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3. Rssessing entry skills: Finding out how much students already’

know about the course content or how many of theobjectives thay
have already mastered can aid the instructor in designing an

effective teaching strategy. For example, the instructor of a
second-year physiology course might discover through pre-testing
that over half of her students do not know the appruoriate dyes

_ to use for staining slides. Or, a sociology teacher who had

/ planned to begin his course with a-short introduction to_qughti—
tative research methods might discover that 80% of the students
were already familiar with the methods he intended to present.
In both csses, appropriate modifications to the}p]anned instruc-

tion can be made. s

COURSE CONTENT ({curriculum)
4. Conceptual themes: The conceptual foundation for a course con-

sists of the main ideas or themes which integrate the course
content. Once the teacher has identified these main‘themes,
course materials can be gathered and filed according to the
g themes. For an English course in which one of the main themes - (
is "Man's inhumanity to man," a teacher might wish to co11ec£ '
exémp]es from poetry; short stories, drama, and novels to
illustrate the breadth of this theme across different forms.of
expression. Identifying these themes provides the teacher with
a useful organizational too],'bﬂt perhaps more important, it
also faci]itate§/student learning. Once the student grasps the
principle ideas he or she will learn new éoncepts more quickly
Abeeau§é’they can be related to the ceonceptual.foundation. For
) -~ example, a student who understands the rule of supply and de-
T mand in economics will be able to understand production and
marketing more readily. Similarly, a student who has grasped
the principle of homeostasis will be better able to understand

subsequent examples of body functioning.
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Selection of Content: Since the*instructor is an expert in the

content area, he or she must choose from th% wide range of pos-
sible content the topics which will be included in the course.

. Cértain topics will constitute core material becauzz later Tearn-

ing depends upor knqw]edge'of them. - Other topics”w?1{ be impor-
tant because they illustrate the wide range of‘possib1e app1ica%
tions of the subject area. For instance, in an introductory )
chemistry course, study of the periodic table would be considered
core material. Studying the oderation_of a smelter plant or of

“a city filtration system could illustrate possible applications

of chemical knowledge. Content should be selected to accomplish

the Tong term Tearning objectives of the course. If several

“instructors teach different sections of the same‘course,vthey

should come to some consensus on at least the core content,
leaving the chpicé of optional material to each individual

r

instructor.

Organization 'of material: A clear presentation of course topics
and their re]at1onsh1p to the main concepts-in the course should

a1d students' retention of material. Often a graphic represen-

‘tation of the main ideas in the course can be distributed to

students to provide this organization. For example, in a course
on social serv1ce programs, course. material is organized in the

fo11ow1ng manner:

Social Service Programs

| —

Health Care Programs RHbusingPrograms . Income Security Programs

N

f
Hospital-
ization

T J I . i
Medical Public Urban . Public 01d Unemploy-
Services Housing Renewal Assist- "~ Age ment
ance Security Insurance

%
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7. Amount of material: When planning the total amount of material

to be included in the course, the instructor should consider the
amount of time a student is expected to spend on the course.
A rule of thumb is 2 hours work outside for each hour in the
classroom. The amount of learning material presented to the
student at one time, whether il takes the form of a lecture or
a se1‘-instructionai package has an important effect on student -
motivation, iearning, and retention. If material is presented
in small units, the student experiences succéssfu1 completion
RQf a task more frequenf]y. This is a strong motivator and re-
.§u1ts in better lTearning and retentfion. However, the units
}J?must b€71arge enough to be meaningful and to avoid artificial
7 segmentation of the ledarning material. For example, a modular-
ized course in introductory psychd1ogyvmight include separate
units on classical and operant conditioning. A laboratory
instructor who wants to cover three different laboratory pro-
cedures might plan to have students practice each proCedure
immediately after it haslbeen.exp1ained. This not only regﬁ]ates
the amount of material presented but also provides the practice

neéessary for this kind of learning.

8. Level of difficulty: Students appear'to léarn most effectively
“when they find the material challenging but not overwhe1m1n
New mater1a1 s%ou1d be presented with enough examples to make

the nen1y acqu1red concepts clear and not confusing. When first
introducing the concept of iambic pentameter, for example, an

" English instructor would be wise to present several clear cut
examples of this concept from different poets. As well, the
instructor might present examples of other types of‘meter, SO
that the dfstinguishin§ characteristics.of the concept.can~be
identified. As students'show they grasp the basic idea, more
complex examples may be introduced.

1




Variety and interest: The wider the variety of illus-

trations, approaches, and applications of course material,
the greater the number of students who will be-reachedl In
the field of law, for example, the concept of blame might
be treatedmin a number of different contexts, such as auto-
mobile accidents, crimes of passiong white-cb]]ar crime, or

“breach of propise suits.

INSTRUCTIONAL PROCEDURES

10.

11.

Classroom management - preparation: An agenda or general

plan-of-action prepared before each class meeting is a
useful guide for both instructor and students. Laboratory '
instructors in the physicd] sciences use this approach by
distributing to students prior to a Tab a summary of the
steps to be.carried out in an experiment. Thﬁs general
strategy, with appropriate modifications, can be applied

to many different kinds of class meetings, including_ | .
lectures, seminars, and discussion sessions. The age;E}
should be flexible and should be based on the specific
course objectives. Students should be able to follow the

s
K]

agenda and relate it to the overall course plan.

Présentation of materjal - pace: A certain amount of flex-

ibility in pace is needed to'accomquate students' reactions
to and ability to learn course materials. New material .
should be presehted with frequent opportunities for feed-
back from students. Many instructors accomplish, this goal

- by taking a few minutes after the presentation of new

material to pose a problem or question, allow students to
write down a brief answer and collect these to see if
students understood. Others, as a regular part of each
course meeting, ask students to fill out a feedback sheet
on which they note concepts or ideas diséussed in class
that day which are still not clear to them. Both techniques.

~allow #he instructor to gauge student understanding-and

adjust the rate of presentation to it.

1o

Mg
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13.

14.

16

Presentation of material - variety: Careful fitting of the mode

of presentation to the topic being treated can result in more
effective learning. A wide variety of‘techniques (including
tutorials, modules, videoQtapes, cassettes, slides, graphics,
student presentations, field trips, etc.) should be considered
for their presentation effectiveness. An audio-visual me thod
might be best for presenting the principles of electricai con-
duction but a discussion session might be m.e apptropriate for
exploring the practical applications of these principles. A
?o]e-p]éying situation might be the most appropriate way to
present principles of interpersonal counselling.

y ‘
Student-teacher interaction: One wé;jkn which the teacher aids

student Tearning is by animating the 1earn1ng proecess and by
providing opportunities for students to act1ve]y respond to the
material they are iearning. For example, the* teacher invites
questions on a new concept, or encourages students to question
each other in groups while he or she circulates and provides help
where.needed. A physics teacher might explain a new principle
and ask students to think of polsible applications of it. A
compdter science instructor might exp1ain a new programming pro-
cedure and then ask students to solve a problem using it. A
writer of self- 1nstruct1ona1 materiels m1ght periodically insert

‘questions which requ1re the student to synthesize what has been

read and formulate an answer before continuing.

Student participation: Students can be expected to learn more
from a course in which they actively participate. If given

responsibility for certain course activities and decisions re- .
garding presentations, quizzes, assignments, or projects, stu-
dents will feel more involved in the course. Peer tutoring,

| too, fosters greater participation. Positive attitudes arising

from this involvement usually result in better Tearning.



15.

16.

17

—
e
e

Responsiveness of teacher to students' interests: Encouraging

students' particular interests in course topics by'providing
sources of specific information to them should stimulate a con-
tinuing interest in the subjecf matter. Teachers who take the
time at the beginning of a course to determine the interests of
their students and who then respond to these interests find that
student§ develop a very pos?hjve attitude toward the course and
the subject matter in general. For example, a teacher of in-
troductory biology might discover that one class is made up al-
most exclusively of nutrition majors. This information would

‘allow the teacher .to develop explanatory examples relevant to

their interests.

[

Availability o7 teacher: Students often wish to follow up a

special interest or seek clarification of difficult concepts by
contacting the teacher for resources. StudentQtegcher_contact |
can be arranged in many ways. 'A11owing time before or after
course meetings and maintaining clearly stated office.hours are
two possibilities. ‘

LEARNING MATERIALS

17.

Choice of materials: Texts and reédings should provide back-

ground and explanations of the important topics of a course.

They should also p?ovide material for enrichment and remedial
purposes. For examp1e,:in a course on histokica] research,
readings should include methods of research and an indepth

study of a particular case so that students have both a basic
procedure to follow if they ére uncertain about research methods,
and descriptions of alternative approaches that the more

advanced student could use.
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- 18. Creation of materials: In cases where no text or readings can

be found which cover a certain topic adequately (e.g., a new
discovery), an instructor may want to create some learning
materials. Supplementary materials may take the form of & one-
page informational handout or a more elaborate self-inscructional
package. Care must be taken in the preparation of such mater1a15
to ensure their c]ar1ty and usefulness. Students learn a lot
and enjoy learning from well-constructed modules, for example.

EVALUATION OF LEARNING
19. Evaluation procedures: The methods used to evaluate student
" Tearning should be in keeping with the goals and objectives of
the course as stated in the course plan. The procedures for the
evafuation of lTearning should be announced at the first class
meeting, should be a part of the course plan, and should be

repeated at regular intervals.

20. Testing what is taught: What is tested shou]d be what has been
taught. . The method of testing must match the learning obJec-
tives. For example, if one of the objectives of a course is
that students be able to diagnose childhood diseases, an appro- .
priate test of this objective would provide real or simulated
cases and would ask students to provide a diagnosis. It would
not be appropriate to ask students to write essays about
various diseases. If, in an elementary statiéfics course,
one of the objectives is that students be able to calculate

"a correlation coefficient, then an appropriate test of that
objective would be to have students actually ca]cﬁ]ate the
statistic from a given set of data, and not;mere1y to define

"correlation coefficient."

10 2
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21. Evaluation as feedback: The most important use of the evaluation

-t

22.

procedure is to show both students and teacher where Tearning

has occurred and in what areas more work is required. Specific

feedback aliows the student to concentrate on the specific areas

where further study is needed. Frequent measurement of the

~amount Tearned also allows the teacher to gauge the effective-

ness of the instructional strategies being used and to make

changes as necessary.

Amount learned: Assessing how much students, have learned at

the end of a course yields valuable information regarding the

~effectiveness of a course. Comparing knowledge before and

after a course (pre- and post-testing) is one way of measuring
how much has been learned. Determining how much is retained
and applied in later éggrses is another way.,
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ANNOTATED BIBLIOGRAPHY OF LEARNING RESOURCES

These learning resources have been selected with the intention
of providing you with the most useful and practical books and articles
available. The books and articles considered to be first choice in
each section are asterisked (*). The bibliography is designed so that
references which apply to t".. general area are noted first, then
references for each element are given. These resources as well as
others are available at the Centre for lLearning and Development.

.. COURSE PLANNING
y S
~ The referénces following immediately are generally applicable

to the problem of planning instructional sequences:

*eterline, W.A., & Lenn, 7.D. Coordinated instructional systems.
Palo Alto, California: Sound Education, Inc., 1972, pp. 1-43

Provides a step-by-step approach to planning, cohstructing,
and validating instructional materials.’ :

Donafd, J.G. Before instruction: Preparatory steps and checks.
Learning and Development, 1975, 6 (5).

This newsletter provides a checklist of jmportant points to-
consider when planning a course of instruction. Information
from three sources: students' entering skills; organization
of instruction; and goals of instruction need to be coordin-
ated for effective course planning.

Eriksen, S.C. Motivation for learning. Ann Arbor, Michigan:
University of Michigan Press, 1974, pp. 26-42.

A discussion of general guidelines to keep ir mind when
deciding what goals to pursue in a tourse of instruction. He

/ also discusses how, with these objectives in mind, one can
Rrmanid plan appropriate instructional arrangements and evaluaticn
.. Schemes.
*Gagné, R.M. Essentials of 1e$ﬁning for instruction. Hinsdale,

[T1inois: Dryden Press, 1974, pp.. 97-122.
In this chapter, Gagné discusses how to plan inétnuctiqn for
an overall course and for individual units within the course.

<

!

IS
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Kemp, J.E. Instructional design. Belmont, Califoraia: Lear Siegler,
Inc., 1977. (130 pp.)

A brief to-the-point guide to planning instructional
sequences.

McKeachie, W.J. Teaching tips: A guide book for the beginning college
teacher. Lexington, Massachusetts: D.C. Heath and Co., 1969,
pp. 5-10. ' '

This book is a source of 1nforwat1on for all college teachers,
despite its title. In his second chapter, he discusses a
number of questions such as how to choose a text, and what
teaching method to use,which must be considered in course
planning. .

1. Course Plan P

The following references g1ve specific ideas on how to construct

a course plan (outline):

Deterline, W.A. & Lenn, P.D. Coordinated instructional systems.
Paio Alto, California: Sound Education, Inc., 1972, pp. 2-5.

This article stresses the reasons for and importance of
giving students a general outline to tell them where .they
are going in a course. " .

McKeacn1e, W.d. Teach1ng tips: A guide book for the beginning college
teacher. Lexington, Massachusetts: D.C. Heath. and Co., 1969,

pp. 13-14. '

. A brief discussion of the important items to include in a
“course plan or outline.

A number of course outlines from courses given at McGill are avail- -
" able as examples from the Centre for Learning and Deve]opment,

McGill University.
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2. Goals and Objectives . S e
The references listed below are divided into»three cdtééories:

1) those which introduce the topic of objectives and why they are,

valuable;

2) those which describe how to construct theﬁz

3) chose which treat both questions.

Why?

Geis, G.L. Why write and use behavioral objectives? Learning and
Development, 1972, 4 (1). .

This newsletter explains the potential benefits of using
behavioral objectives.

Pascal, C.E. Towards meaningful educational objectives. Learning
and Development, 1969, 1!(37\ i

~ Shows how stating objectives_can help the teacher focus
on the important 1nstruct1ona1 goals and reject.the.trivial
ones.

How?

*Cohen, A. Objectives for college courses. Beverly Hills, California:
Glencoe Press, 1970. (140 pp.)

This book contains a variety of materials .including: a pro-
grammed lesscn in writing objectives (chapter 3); a ques-
tion-and-answer chapter-on criticisms and caveats; a size-
able*selection of specimen objectives on a great variety of
subject matters; and a short but useful annotated biblio-

graphy.

-

Gagné, R.M., & Briggs, L.J. Principles of instructional design.
New York: Holt, Rinehart, and Winston, Inc., 1974, pp 75-97.

This book discusses various elements of instructional design.
Chapter 5 deals specifically with how to construct objectives
for the different kinds of human capabilities a teacher may
want students to acquire.

IS o,
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Johnson, R.B., & Johnson, S.R. Assuring learning with self-instruct-
ional packages. Don Miils, Ontarir: Addison-Wesley, 1973,
pp. 2-39.

A Tearning package in which one Tearns about objectivés
while constructing them.

Vargas, J. Writing worthwhile behavioral objectives. New York:
’ Harper & Row, 1972.(175 pp.) .

A self-instructional book in which one'Tearns about
objectives while constructing them.

How and Why?

' Davis, R.H., Alexander, L.T., & Yelon, S.L. Learning system design.
' New. York- McGraw-Hi11, 1974, pp. 27-76. : -

. A'well designed book which takes the learner through the
, -stages of discovering what objectives are, identifying good
. objectives, and composing one's own objectives.
: ! ;

Mager, R. Preparing instructibna] objectives. Belmont, California:
~Lear Siegler, Inc., 1962. (60 pp.)

~

~

A self-instructional book covering the whole area of 1nstrucf-
ional objectives. )

3. Assessing entry skills

Davis, R.Hs, Alexander, L.T., & Yelon, S.L. Learning system'des{gh.
New York: McGraw-Hil11, 1974, pp. 93-98.

This short section describes the kinds of entry skills an
instructor may wish to assess and concentrates on how to
use the information thus accumulated.
Donald, J.G. Before instruction:: Preparatory steps and checks.
: Learning and Development, 1975, 6 (5), 4-5.

Discusses several forms a pre-test can take.

1
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COURSE CONTENT

The following references offer a wealth of generai information
regarding course content and have been divided into two categories:

backgiound and immediately applicable.

Background

Ausube], D.P., & Robinson, F.G. School 1°arn1ng New York: Holt,
Rinehart, and Winston, Inc., 1969. (691 pp.)

This book covers the whole gamut of—factors which-influence-- -
classroom learning. It is an attempt to translate theory

and research into practical application. Chapter 6 "Transfer
of Learning" and Chapter 11 "Use of Instructional Mater1a15

in Optimal Planning"” ‘are pc rt1cu1ar1y useful. :

A few excerpts from this book will be mentioned below.

Gagné, R.M.,'&‘Briggsn'L,J, Principles of instructional design.
New York: Holt, Rinehart, and Winston, Inc., 1974.(270 pp.)

A practical guide to systematically planning instruction.
Special attention is paid to the proper sequencing of
material for effective learning. Excerpts from this book
have also been suggested for later topics.

immediately Applicable

*Gagné, R.M. Essentials of learning for instruction. Hinsdale,
I11inois: Dryden Press, 1974. (164 pp.) _ .

This book deals in very understandable terms with the whole
learning process. The last two chapters are immediately
app11cab1e to everyday classroom situations.

. Ty]er, R.W. Basic principles of curriculum and instruction.
Chicago: University of Chicago Press, 1949, (129 pp.)

)

A very comprehensive book providing good insight into
specific ways to arrange learning material to fac111tate
learning.
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4, Conceptua] Themes

* The following excerpts from the writings of three well-known
educators stress the importance of identifying the underlying
pr1nc1p1es of a content area. These should be used to organize

the teaching of a topic most effect1ve1y

Ausubel, D.P., & Robinson, F.G. School learring. New York: Ho1t
Rinehart, and Winzton, Inc., 1969, pp. 166-167 & 319-321.

*Bruner, J. The process of education. Cambridge; Massachusetts: P
Harvard University Press, 1960, pp. 17-32.

5" selection of Content

"Davis, R.H., Alexander, L.T., & Yelon S.L. Learning sy$tem design.
New York: McGraw-Hill, 1974, pp. 201-202. -

This short section emphasizes the 1mportance of determ1n1ng
the level of skills students have attained when they enter
your course. This information will enab]e you to plan your
1nstruct1ona1 strategy.

Kemp, J.E. Instruct1ona1 design. Belmont, California: Lear Sieg]er,
- Inc., 1971, pp. 43-46.

< A brief but useful discussion wi th examples of how to choose -
and sequence subject matter co accomplish your objectives.

Tyler, R. w Basic principles of curriculum and 1nstruct1on Chicago:
University of Chicago Press, 1949, pp. 3-62.

This selection discusses ways of answering the question
"What are the most 1mportant concepts to 1nc1ude in my
"’Course?" I - - et

”

6. Organization of Material

Beard, R. Teaching and learning in higher education. Middlesex,
England: Penguin Books, Ltd., 1970, pp. 99-102.

This brief section deals with how to effectively orgahize
- lectures. The suggest1ons given can be adapted to prepara-
tion of written materials as well.




ro
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+ L. Principles of 1nsuruct1ona1 design.

t. Rinehart “and W1nston, Inc., 1974, pp. 99-120-&

*Gagné, R.M. and Briag
New York: H01
-137-157.

I discussion of GrganiZation at both the general topic and

individual lesson levels, paying special attention to the

kinds ¢f organization optimal for learning different kinds
. of capabilities i.e., information, skills, etc.

Tylers R.W. Basic principles of curriculum and instruction. Chicage:
University ot Chicago Press, 1949, pp. 83-103.

°

A discussion of how to organ.ze 1ann1ng exper1ences for
pf ective instruction.

7. Amount of Material

Beard, R. feaching arnd learning in higher education. Middlesex,
.England: Penguin Books, Ltd., 1970, pp. 97-99.

“Content" heres is discussed mainly with reference to lectur-
ing, but many of the suggestions made can be interpreted in
@ broacer sense. ‘

McKeachie, W.J. Teaching t19 Lexington, Massachusetts: D.C. Heath
and Co., 1969, po. 7—8.

Gives helpful hints on how to plan and distribute the total
amount of material to be covered in a course of. study.

8. bLevel of Difficu]ty

Aucube1, D.P., & Robinson, F.G. School learning. New York Holt,
,R)nehart‘ and Winston, Inc., 1969, pp. 309-314.

A discussion of how task size, difficulty level and pace of
presentation interact to influence the effectiveness of
instruction.

Davis, R.H., Alexander, L.T., & Yelon, S.L. Learning system design.
‘ New York: McGraw-Hi]] 1974, pp. 207-208 & 227-230.

The principie of "fading the prompt"I or beginning with easy
examples and advancing to more difficult ones is first exp-
Tained and then illustrated with reference to concept learn-
ing. R -




28 .

9 J.rteoend Interest | -
bavis, R.H., Alexander, L.T., & Yelon, S.L. l.earning system design.
New York: McGraw-Hill, 1974, pp. 198 .200 & 204-205.

The important learning principles of meaningfu’ness and
novelty are explained and suggestions are given on how to
apply them in the classroon.

Gagné, R.M. Esseptials of learning for instruction. Hinsdale,
I11inois:L Uyyden Press, 1974, pp. 115-176.

O

The 1mportance of spaced reviews using a variety of examples
is discussed.

-INSTRUCTIONAL PROCEDURES

The references immediately following give a genera] introduction
to instructional procedures. :

Davis, J.R. Teaching strategies for tke college classroom. Boulder, -
Colorado: Westview Press, 1976. (136 pp)

A thorough treatment of the pros and cons of different teach-
ing methods - including the systems approach, lectures,
inquiry training and group processes - and some suggestions
on how to choose the appropriate strategy.

*Davis, R.H., Alexander, L.T., & Yelon, S.L. Learning system deéign.
' New York: McGraw-Hi]] 1974, pp. 219-299.

Emphasizes that different kinds of learning take p]ace most
effectively under different conditions. The authors. describe
.procedures for use in teaching concepts, pr1nc1p1es, problem-
so1v1ng, and perceptual-motor skills.

Deterline, N.A., & Lenn, P.D. Coordinated instructional systems. Palo
Alto, California: Sound Education, Inc., 1972, pp. 70-75.

This article presents the rationale for individualized
instruction anu describes a new role for the teacher as a -
facilitator of learning.

Gagné, R.M., & Briggs, L.J.-Principles of instructional design. New
York Holt, Rinehart, and Winston, Inc., 1974, pp. 121-136.

An overview of the evenfs of instruction, from initially
gaining attention and informing the learner of the objective:
2~ 1o assessing performance and enhancing retention.

V]
f
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10. Classroom Management and Preparation “ﬂ

*McKeachie, W.J. Teaching tips. Lex1ngton, Massachusetts: D.C.
¥ Heath & Co., 1969, pp. 22 24 & 157-158.

These excerpts are concernede1th how to prepare for all
class periods with special attention given to lectures,
for example, preparing a lecture outline to distribute to
students.

Shulman, L. The dynamics of the first class. Learning and Develop-
ment, 1971, 3 (1). - :

Gives a number of suggestions on how to handle that most
important first class.

11. Presentation of Material - Pace

Ausubel, D.P., & Robinson, F.G. School 1earnfng. New York: Holt
Rinehart and Winston, Inc., 1969, pp.-3i1-312.

A general discussion dealing with the rate at which new
material should be introduced.

Davis, R.H., Alexarnder, L.T., & Yelon, S.L. Learning system desigr.
New York: McGraw-Hill, 1974, p. 207.

The principle of distributed practice is discussed with
examples.

Wilson, S.R., & Tosti, D.T. Learning is getting easizr. San Rafael,
California: Ind1vxdua1 Learning Systems, Inc., 1472,
pp. 73-89.

These two chapters discuss possible ways to introduce
individual pecing, even within a semester system.

[N

12. Presentation of Material - Varijety

The references for this section are of two types: those which
describe a broad spectrum-of approaches (general); and those which
focus on one particular teaching method (specific).
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General

Bea: #. P. Teaching and learning in higher education. Middlesex,

brgtand: Penguin Books Ltd., 1970, pp. 91-178.

This section is composed of five chapters, one on each
of the following: lecturing; small group discussigns;
-laboratory teaching; ~rogrammed instruction; and
independent study. :

Briggs, L.J. Handbook of procedures for the design of instruction.
Pittsburgh, Pennsylvania: American Institutes for Research,
1970, pp. 146-155. .

~

Summarizes the strengths and wedknesses of different teach-
ing methods. :

Brilhart, J.K. Effective group discussion (2nd ed.) Dubuque, Iowa;
Wm. C. Brown, 1974. (185 pp.) .

The theory of group processes is translated into practical
suggestions for fac111tat1rg group discussion.

*Eriksen, S.C. Motivation for 1earn1ng. Ann Arbor, Michigan:
University of Michigan Press, 1974, pp.-159-187.

Covers lecturing, seminars and discussion groups,
laboratories, tutorials, independent study, and a brief
4# . introduction to the hardware of instruction, that is,
computérs, te]evision and other media. _ /
*McKeachie, W.J. Teaching tips LP>1ngton, Massachusetgs D.C. Heath
and Co., 1969, ppr 22-119. . 1
This book 4nc1udes chapters on each of the fo11ow1$g
lecturing, discussion, laboratory methods, independent study,
programmed learning and computer-assisted instruction, audio-

visual techniques, and role playing.

Thornton, J.W., & Brown, J.N.'(Eds.).'New medié and college teaching.
Washwngton, D.C.: Netional Education Association, 1968.
(184 pp.)

This book presents a catalogue of innovative instructional
strategies using hardware, for example, television, films,
computers, etc. . ;

wﬁ1son, S.R. s & Tosti, D.T. Learning is getting easier. San Rafael,

California: Individual learning Systems, Inc., 1972,

pp. 51-60.

How to choose the most appropriate display media, for examn1e,
pictures, written wo-a.  araphs, films, for present1ng
information. :
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specific

Many of these references are newsletters distributed by the
Centre for Learning and Development and written by members of the
faculty at McGill University. A1l the entries describe various
teaching methods.

te

Butt, R. The advantages of simulatioh and gaming as instructional
devices: Changing classroom transactions. Learning and
Development, 1975, 6 (3). :

Dychtenberg, A. Modularized instruction: A selected annotated
bibliography. Learning and Development, 1973, 4 (8).

Donald, J.G. Contracting for learning. Learning and Development,
1976, 7 (5)

Donald, J.G. Modular instruction: A resdurce book. Montreal: McGill
University, Centre for Learning and Development, 1977.

Edwards, .R. Lectures, tutorials, and seminérs. Learning and
‘ . Development, 1971, 3 (2).
Dy;htererg, A., & Geis,AG.L. P.S.I.: An annotated bibliography on

an innovative teaching method. Learning and Development,
1973, 5 (2). '

Goldschmid, B., % Goidschmid, M.L. Individua1121ng instruction at
the college end .niversity level. Learning and Development,

1973, 4 (7).

Geldschmid, M.L. The learning cell. Learning and Development, 1971,
2 (57. -

Roid, G.H. Lecturing: Time for a change? Learning and Development,
1969, 1 (2).

i

tys<el, J.D. Modular instruction. Minneapolis: Burgess Pub. Co.%

1974, (134 pp.) .

!

13. Student-Teacher Interaction

Eriksen, S.C. Motivation for Tearning. Ann Arbor, Michigan:
University of Michigan Press, 1974, pp. 150-159.

Discussion of the different roles a teacher may adopt
and how these roles influence classroom interaction.

»\)' j



*Geis, G.L., & Pa§¢a1 C.E. Consequences of learning. Learning
-1 ﬂeve1opment 1979, 7 (2).

This article discusses ways to bring about positive
rewards in the Tearning situation and how such consequences
make instruction more effective. :

Go1dschmid€ M.L. The learning cell. Learning and Development, 1971,
2 (5).

Describes one instructional method, the fgm?nwng cell,
which facilitates greater student-to-student and student-
to-teacher 1nteract1on

7

Kemp, J.E. Instructional design. Belmont California: Lear Siegler,
Inc., 1971, pp. 51-71. -

This section stresses the importance of active involvement
in the Tearning process and gives practical suggestions on
how to bring it about.

Pascal, C.E., & Geis, G.L. Feedback and learning. Learning and

Development, 1970, 2 (4).

This article discusses the principle of feedback, both
from teacher to student and from student to teacher.

Continuous feedback in the learning situation yields better
student learning and better instructor performance. ——_

' I
*Shulman, L. The hidden group in the classroom. Learning and \
Development, 1970, 2 (3). {

Having to work with large groups of students is often seen
as a handicap by the teacher. This article, however, dis-
cusses ways to use the unique characteristics of groups to
make Tlearning more efreut1¢e

14, Student Participation

_____ v )

Butt, R. The advantages of simulation and gaming as instructional
devices. Learning and Development, 1975, 6 (3)

Describes ways to facilitate student part1c1paL|on with the
use of instructional games.
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Davis, R.H., Alexander, L.T., & Yelon, S.L. Learn;_g system design.
New York: McGraw-Hill, 1974, pp. 205-208."

Suggestions om ways to get students to actively participate
in the learning situation.

McKeachie, W. . Teaching tips. Lexington, Massachusetts: D.C. Heath
' and Co., 1969, pp. 55-57.

Ways to get students to participate in class discussions.

Park, J. & Henchey, N., A sinulation exercise for student teachers.
Learning and Developrient, 1973, 4 (5).

Description of cne usw ofs/simulation in a course for
student teachers.

Pascal, C.E. Undergraduates as teachers. Learning and Development,
1970, 1 (8). '

In keeping with the belief that you learn something best
‘wheri you try to teach it to another, this newsletter
explores the many possibilities inherent in using students
to teach their fellows.

Schermerhorn, S. Peer teaching. Learning and Devélopment, 1973, 5 (3).

This newsletter also explores the use of students as teachers.

Wilson, S.R., & Tosti, D.T. Learning,ié getting easier. San Rafael,
California: Indiviaual Learning Systems, Inc., 1974, pp. 35-41

This chépter suggests many ways to get students invol.ed in
the learning process.

15. Responsiveness of Teacher to Students' Interests

Davis, R.H., Alexander, L.T., & Yelon, S.L. Learning system design.
New York: McGraw-Hi1l, 1974, pp. 198-200 & 208-211.

Brief discussions of ways to nurture students' interest in
the subject-matter being learned by relating it to their -
interests. ano by decreasing the negative consequences of"
1nstruct1on ¢nd increasing the positive aspects.
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Mager, R.F. Developing attitude toward learning. Be]mont California:
TAadron Publwshers, 1962. (104 pr.)

Addresses the problem of incireasing students' positive or
wnhproach tendencies toward iearning and deereasing neoat1ve
or avoidance tendencies. .

16. . Avai1abi]ity of Teacher

McKeachie, W.J. Teaching tips. Lexington, Massachusetts: D.C. Heath
and Co., 1969, pp. 170-175. )

Describes reasons for and possible effects of establishing
office hours for meeting students. ‘

LEARNING MATERIALS

17. Choice of Materials B

Deterline, W.A., & Lenn, P.D. Coordinated instructional systems.
Palo Alto, California: Scund Education, Inc., 1972, pp. 28-33.

Discussion of several issues, including how to choose texts
and other materials, how to make the best use of a text which
has already been chosen for you, and how to prepare other
necessary 1earn1ng materials such as auxiliary readings and
practice exercises.

McKeachie, W.J. Teach1ng tips. Lexington, Massachusetts: D.C. Heath
and Co., 1969, pp. 5- lO . .

Deals with the prus and cons of using a textbook; how to
prepare assignments; and choosing the most appropriate -
methods of presenting material.

- 18. Creation of Materials

The first three references deal with how to design and prepare

self-instructional materials.

Deterline, W.A., & Lenn, P.D. Loord1ﬁated instructional systems.

Pa]o A]to, California: Sound Education, Inc., 1972, pp. 28-33.

Y
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Johnson, R.B., & Johnson, S.R. Assuring Learning with Self-Instruc-
tional packages. Don Mills, Ontario: Addison-Wesley, 1973,
pp. 43-95. :

Russel, J.D. Modular instruction. Mipneapolis: Burgess Pub. Co.,
1974. (134 pp.) -

' o
Vargas, J. @rjtiﬁg werthwhile behavioral objectives. New York:
Harper & Row, 1972, pp. 145-171.

Although this book is principally concerned with objectives,
this particular chapter outlines a step-by-step procedure
for preparing units of instructional materials. Brief
examples from various disciplines are given.

EVALUATION OF LEARNING

Evaluation of learning means measuring the success of teechers
as well as students. The references given below address themselves

to both these aspects of evaluation.

*Davis, R.H., Alexander, L.T., & Yelon, S.L. Learning system design.
New York: McGraw-Hill, 1974, pp. 79-127.

This chapter discusses the measurement of student perform-
ance, including the nroperties of a good test, as well as
the evaluaticn of the instructional system for the purpose
of improving it. ‘

Donald, J. The evaluation of learnirng. Learning and Developmert,
1976, 8 (2).

. Discusses the rationale for and methods of measuring
© i > student Tearrning gains.

”éééné; R.MT:\Q\&&qus, L.J. Princib]es of instructional design.
York: Holt, Rinehart & Winston, Inc., 1974, pp. 159-181.

In this chapter, the authors suggest several ways to assess
the extent to which students have acquired the capabilities
the instruction was-designed to teach them.:A close corres-
pondence between test items and course objectives is empha-

sized.

7.
AN
A




Cno;lvnﬂ N. Pregaxl_g cr.terIOI-relerenced tests for classrogm

JCt10Pz Moy \o«x: Ao 1973 7(55 pp.)

Present» a rationale for and methods of implementing
criterion-referernced testing in whi:h students' achieve-
ment is assessed el ifive to some objective criterion
(usually well-stated instructional objectives) rather
than to the performance of fellow students.

‘ Mager, R.F. Measuring instructional intent. Belmont, California:

Lear Siegler, Inc./Fearnn Publishers, 1973. (159 pp.)

K self<instructional book which stresses the importance
of matching.type of ebcessment to instructional ObJECt-

Vps "'\/\‘

Pascal, C.E., & Geis, G.L. An ouL]1ne of methods of grading
student performance. Learning/ and Development, 1974, 5 (5)

The article discusses the reladdye 76rits of three alter-
native grading systems (traditionaT A-F, pass-fail, and
masteiy model) and pirovides a good list of references.

Wilson, S.R., & Tosti, D.T. Learning 1s<gett1ngfeas1er San Rafael,

California: Individual Learning Systems, Inc., 1972,
pp. 103-110.

A brief discussion of alternative systems of grading.

19. Eva]uatiog_frpcedures

McKeach1e, W.J. Teaching tips. Lexington, Massachusetts; D.C. Heath

ard Co.. 1969, pp. 124-:25,

In his chapter on examinations, the author discusses -
different kinds of test fitems and the (importande 9f making

clear to students the rules.cf-the.-qamh xS testing
is concerned, \ ] .
\\\‘“w
20. Testing | WHat is Taught : ' L

_*Briggs, L.J. Handbook of procedures for the des1gn of instruction.
Pittsburgh, Penn§y1vwn'~: Ameyican Inst1+utes for Research

1970, pp. 46-71.

This chapter covers a variaty of testing issues from

construtting 1toms ia veening with stated behavioral
objectives fo scocine the fesi_and assigning grades
'J!J



Eriksen, S. Motivaticn for learning. Ann Arbor, M1ch1gan
Un1ver>1ty of Michigan Press. 1974, pp. 194-218.

In this chapter, the.author discusses the dual purpose
‘of testing, &s an did(to the teacher as well as to the
student, different = ;hods of testing, and alternative
models of grading.

"Green, J.A. Teacher-made tests:(2nd ed.). New YorR: Harper and
Row. 1975, pp. 1-41., .

A thorcugh discussion of planning tests which coincide
with an instructer's learning objectives. Later chapters,
give more detailed information on how to construct and
use various test forw: including performance tests.

McKeachie, W.J. Teaching %tips. Lexington, Massachusetts: D.C.
Heath and Co., 1909 pp. 124—150.

A full treatment of the testing issue inc]hding a consider-
ation of different types of tests, scoring the test, re-
turning test papers, and assigning grades.

Shore, B.M. Guide to resources on objectively-scored teacher-made
' tests. Learning and Development, 1972, 4 (4).

‘An annotated bibliography Tisting books .and articles on
testing.

21. Evaluation as Feedoack

Davis, R.H., Alexander, L.T.,‘&.Y lon, S.L._Learninag system des1qn
New York: McGraw-Hill, 1974 pp. 99-105.

Discusses how continuous evaluation can provide information
useful to boin student and teachers.

Gron]und, N.E. Constructing achievement tests. Englewood Cliffs,
New Jersey: Prentice-Hall, Inc., 1968, pp. 1-12.

The first chepter of this book discusses testing as an in-
tegral part ¢f the learning process, providing feedback for
both teacher and student.

Su
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Pascal, C.E., & Geis, G.L. Feedtack and ]éérning. Learning and
Brvelopment. 1970, 2 (1. '

The authors discuss the principie of feedback: how it
works ana how to utilize it more effectively to promote
student Tearning.

22. Amount learned

The most direct way to measure the effectiveness of instruction
is to measure how much students Tearn. The fd11dwing references
address themselves: to this issue.

Davis, R.H., Alexander, L.T., & Yelon, S.L. Learning system design.
New York: McGraw-Hill, 1974, pp. 111-120.

/f7§5;§Td, J. The evaluation of learning. Learning and Development,
{ 1976, 8 (2). '

’
4

Roid, G.H. Learning about ratings vs. rating ]earning./Learhing and
Development, 1971, 3 (4). :

A

3
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‘ALPHABETICAL B1BLIOGRAPHY OF LEARNING RESOURCES = -~

Learning and,Deve1obment is a newsletter published by the
Centre for Learning and Development, McGill University. Also
available at the Centre are the following books:

Beard, R. Teaching and learning in higher education. Midd]esex;
England: Penguin Books, Ltd., 1970. (222 pp.)

Briggs, L.J. Haﬁdbggk of procedures for the design of instruction.
Pittsburgh, Pennsylvania: American Institutes for Research,

1970. (206 pp.)

Brilhart, J.K. Effective group discussion (2nd ed.). Dubuque, Iowa:-

Wm. C. Brown, 1974. (185 pp.)

Cohen, A. Objectives for college courses. Beverly Hillsy California:
Glencoe Press, 1970. (140 pp.)

Davis, J.R. Teaching strategies for the college classroom. Boulder,
Colorado: Westview Press, 1976. (136 pp.)

Davis, R.H.. Alexander, L.T., & Yelon, S.L. Learning system design.
New York: McGraw-Hi]] 1974. (342 pp.) »

Deterline., W.A., & Lenr, P.D. Coordinated instructional systems.
Palo Aito, California: Sound Education, Inc., 1972. (94 pp.)

Donald, J.G. Modular instruction: A resource book. Montreal: McGill
University, Centre for Learning and Development, 1977.

- (72 pi-)) 1

Eriksen, S.C. Motivation for learning. Ann Arbor, Michigan: e
University of Michigan Press, 1974. (259 pp.)

N
_‘,\f/_' "

[119nois: Dryden “Press, 1974. (164 pp.)

Gagne, R.M. Essentials of learning for instruction. Hiné@a1e,

Gagné, R.M., & Brigcs, L.J. Principles of instructional design.
New York: Holt, Rinehart, and Winston, Inc., 1974. (270 pp.)

Green, J.A. Teacher-made tests (2nd ed.). New York: Harper & Row,
19757 (217 pE.)
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-

Grornlund, N.E. Constructing achicvement tests. Englewood C11iffs,

o Jersey: Prentice-iall, Tnz., 1965. (118 pp.)

~Gronlund, N.E. Preparing criterion-referenced tests for classroom
instruction.- New York: MecMillan, 1973. (55 pp.)

\

Johnson, R.B., & Johnson, S.R. Assuring learning witn self-
1nstruct1ona1 packages Don Mills, Ontario: Addison-
Wesley, 1973. (740 pp.)

Kemp, C.E. Instructional design. Belmont, California: Lear Siegler,
Inc., 1971. (730 pp.) ‘ :

Mager, R. Preparing'instrucfiona] objectives. Be1hont, California:
Lear Siegler, Inc., 1962. (60 pp.)

Mager, R.F. Developing attitude toward learning. Belmont, California:
Fearon Publishers, 1968 (108 pp.)

Mager, R.F. Me: Jur1ng 1nstruct1ona1 intent. Belmont, California: Lear
Siegler, Inc./Fearon PubTishers, 1973. (159 pp.)

McKeachie, W.J. Teaching tips: A guide bouk for the be§inning college
teacher. Lexington, Massachusetts: D. C Heath and Co., 1969.
(280 pp.) T

Russell, J.D. Modular instruction. Minreapolis: Burgess Pub. Co.,

1974 . 134 pp.)

Thornton, J.W., & Brown, J.W. (Eds.). New media and college teaching.
Washington, D.C. : National Education Association. 196%.

(184 pp.)

Tyler, R.W. Basic pr1nc1p1es of curriculum and instructijon. Chicago:
University of Chicago Press, 194° (128 pp.)

Vargas, J. Writing worthwhile behavioral objectives. New York:
Harper and Row, 1972. (175 pp.)

Wilson, S.R., & Tosti, D.T. Learn1ngkjs getting easier. San Rafael,
California: [nd1v1dua] earning Systems, Inc. (188 pp.)

|

Available from the McGill library are: \8
—
Ausubel, D.P., & Robinson, F.G. School learning. New York: Ho]t
Rinehart, and Winston. Inc., 1969. (691 pp.]J

Bruner, J. The process of education. Cambr1doe, Massachusetts:

Harvard University Prass, 1960. (270 pp.)
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STUDETT £YALUATION FORM

Record how you wouid doasribe Lhis course by placing a number
7 ) '

_in the box next tc each itom. ise the following code:

“This is done vers well n
This is done fai~'y well” ’

> ot applicabie to this course

4 This could be done better

> This could be done much better

At the beginning of the course, we were given a clear
indication of how the course would be organized.

The instructor told us what we could expect to learn as
a result of taking this course.

At the heginning of the course, the instructor detevmined
ahat skills and abilities we brought to the course.

The instricicr began by giving & brief outline of the
mair ideas or general themes to be encountered in the
course.

The course mater1al roflects what the instructor told us
we could 2xpect to Larn trom the course.

As the course progressed the instructor explained how
coerse topics dre related:tn.each other and to the main
ideas in <he course. )

The amount of material covered in"this course is
appropriate to the amount of time a student is expor ted
to spend on the sourse. ) -

[ find “he course material challenging, but not over-
whelming,

There is variety in the examples and applications of
material “o provide interest for all students.

The ‘nsires tor provides o brief agenda at the beginning
of each ciass. )

Thee instructor gets information about how weil we under-
stand tie mateciar being presented and adjusts the rate
of presentation accordingly. -

U The instructor wses different ways of presenting material

ateordirg to what is being raught.

In lectures or discussions, the instructor uses questions
and other Strategies to encourage us to actively respond
to the material . : )
There is ample ouportunity for us to actively participate
in the operalion of the course.

We are en;?(raqed to pursue special interests in this
Course., M

. The instructor makes time available for those of us who
wish Lo consult

The 8t and other iearning materials for this course
clarify and hignlight material presented in class.

When necesiary, the instructor creates supplementary learn-

ing materiasls.
At the beginning of tie course, we were told how our work
would be evaluated.
On tests Lhe instructor gives questions which correspond
to wnat. we have baern taught.

Y

. 3jThe instructor uses test results to see where students

need exfra help.

The instructor 15 intorosted in knowing how much we have
tearned from the course. .i N .

-

ca

N

-
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HOW TO USE THE STUDENT EVALUATION FORM

The student evaluation form has been developed fo complement
the instructor Self—evaluation form Students can often provide a
d1fferent perspective on teaching and using ‘student eva]uat1on in
conjunction with self-evaluation gives a more comprehens1ve picture
of an instructor's strengths and weaknesses. If you use this form,
make sure that you'fil1 out the self-evaluation form before you
look at the results oF the student evaluation.

Administering the Questionnaire

Tha page on which you find the student evaluation form has
been perforated so that you can remove it, make copies and dist-
ribute it to your students. If you plan to. tabulate the results by
hand, have the students follow the d1rect1ons as pr1nted If it is
possible to make use of computer fac111t1es for scoring and analysis,
it may be necessary to modify the instructions, for example, to have
your students respond on computer cards. Consult youf Tocal computer

facility for assistance.
To ensure that you get valid information:

1. Students shqu]d he a]]owed to remain anonymous. Do not ask
them to sign their nams;. Do not circulate around the room while
they are respond1ngt,fdme instructors actua]]y 1eave the room, and
have an assistant or a student supervise the administration.

2. The quest1onﬂa1re should be adm1n1stered during the middle
third of the course.

3. Try to pick a typical C]ass for administration, for example,
not immediately before or after a test. Administer the form at the
beginning of the class.

N

RY

1. -
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Lf yvou arel analy ine ihe W'»'. by hand, "=af through the ch-u—esn-:"'
tionnaires, tabulating the number of 1's, 2's, 3's, 4's, or 5's,
for each item on\Table 1. Then fill in the totals on Table 2, and
convert them to 3 rcentages. These pages have been perforated for
easy removal. Drag
row as in the exadp]e. This is the mode, or most frequently occur-

a circle around the highest percentage in each

ring response, \

\
Interpreting the Data

.The modes will show you wherk the'important trends are. ‘In
the example used in the tables. it appears that the majority of
Students have responded with either 1 or 2, a positive rating. In
Tooking at your own data you may well find that the responses
tend to accumulate on the\oos1c1ve side (in columns 1 and 2).
Research has shown that stddents tend to answer questionnaires

favorably.. \

. \ .
To find areas which'need improvement, scan columns 4 and 5 to

find those items which have Hﬁgher percentages. The percentage
Rtse]f'may'not ba very 1arge.\§ut you will likely find a few that'
siand out from the others. The\ represent items on-which your
Students feel some improvement éould be made. Add these items to
those you have already 1denL1rneﬁ for yourseif on the Analysis
Sheet (p. 7). N |

o

Comparison of Se]wavaluat{bn and‘ﬁtudentvaa1uation

To compare your se]f-evdiuPtWUn resporsas with the responses

of your students, use Figure 1. ne\numoers along the baseline. or
horizontal axis of the graph represe t the item numbers The
numbers a]ono the vertical axis are t\e possible responses (1 for
well," etc.). L
| i
A .
1. For each of the 22 ‘rems, plof)your own response from your

"done very well," 2 for "done fairly

ng a cross (x). Connect
A

self-evaluation form (1, 2, 3, etc.) us?
these points to get your own pictile of responses.
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TABLE T1: Recording Resuits of Student Evaluation

Use the table below to tabulate your raw data in this manngr:

-Example: )
ITEM ] 2 3 4 5 Omi tted
WO K| e e e |t uy | I
A Ul J ____________
ITEM ‘ | : y ,
NUMBER | 2 3 4 5 ~ Omitted
}
, B
2 ]
3 | N
4
5
6 »
! 5
8
9
10
e e m———— et = ——————— ,_AF__ i — e ——
1
- S
13
] 4 (%
15 B
16
17
18
19
20 ! |
_ B IO _
21 |
Y ) o B
22 .
- T
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TABLE 2: Summrar#Zing Results of Student Evaludtion

Transfer from Table 1 the totals in each category and
calculate the percentages using the total for each row. Circle the 2
highest percentage in each row as in the example.

CITEM 1 2 .3 4 5 Omi tted Total

7 7 A 7 # % T % # A # %

ITEM 1 2 3 4 [ s Omitted | Total -
NUMBER| . ~F 7 o g F 7 7 F . 5| F %
o

2




vwMmunuZovowwnmxg -
w
]

ITEMS

[ Y A A

FIGURE 1: Comparing Student Evaluation With S=1f-Evaluation
1 2 3 4 5 6 7 8 9 10 1
es
4
213 e s 16 17 18 . 19 20 2 22
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2. Next plot the mode of your students' responses for each
item, that is, the response which occurred most frequently (from .
TabJe 2). Use some other syhbo1 (e.g., a circle) and connect these
points. Sometimes, there will be two modes, for example, 40% of
the students mighf respond 1 and 40% respond 4: This item deSerVes
closer exam1nat1on, and may merit d1scuss1on with the class to
determine why such. differences in viewpoint exist.

3. Study the figure to determine which items you:and your
.students agree on, and which ones you 'disagree on. From studying :
the discrepant ones, you may dec1de to add more items to your
Analysis Sheet (p. 7) for course improvement purposes.

,J \




