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GUIDELINES FOR USING INNOVA®ION ABSTRACTS

Innovation Abstracts will be issued weekly during the University of Texas'

fall and spring terms and monthly during summer months.

Single copies of each Innovation Abstract will be sent to six designated

persons on your campus, including your president. You as our contact person
will receive fifty multiple copies of each issue to distribute as seems ap-
propriate.

Innovation Abstracts are not copyrighted. Although you will be receiving

multiple copies, you may duplicate still more, if you wish.
We want much of the information for the Ab-tracts to come from the field.
In such cases, the author and institution will be given a byline. Early

in the series we will d:vote one issue to explaining content and format

guidelines for submitt - rerial.

On each Innovation Abs. . we offer threv aids for your efficient dis-

tribution:

A. It is our intenc to make the titles as specific as possible, to make
them clear indicaiions of abstract content;

Abstracts will be color coded --

Buff - A1l Personnel

Blue - Faculty

Green - Counselors

Gold - Administrators

Yellow - For Special Distribution (Instructions included)

White - Staff Developer I

The colors are designed to be general indicators of audience interest,
are in no way arbitrary

The lower right hand corner of each abstract will contain --
A letter to refer you to one of these tabs in ycur notebook

Assessing and Evaluating Students
Planning Instruction

Management of Instruction
Persona’ Effectiveness Skills
Student Skills

Instructional Strategies




A number which refers to the stage of concern (SoC) targeted in a
particular issue.

Awareness
Informational
Personal
Management _ *
Consequence
Collaboration

Refocusing

We are genuinely excited about our dissemination approach, adapted from the

Concerns Based Adoption Model (CBAM). It is our intention to offer you,

as the contact person, incremental training in the use of a]]_important
elements in the model. A first step wi]]abe to introduce you to Stages

of Concern (Sof). The handouts which follow will offer a guick overview of
CBAM and information about and practice working with SoC. Basically, we
are asking you to think through how you can best introduce an innovation

to your campus.

If we can answer further questions, please call our offices.

Ms. Karen Watkirs, Editor
Innovation Abstracts

National Institute for Staff
and Organizational Development
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Pl i o STRENGTHFNING THF HUMANTDT = |

!

Wi e sapseatns to the humanities o the two=vear cotter 1. seem te haved

fon e s, Moot admimistrators, reasonin it that thowr hoo-tor ¢ . r0 community

nee e 1ot offor the orograms that generace the highest enrol . . handon their .
cdne it 4! urtherity to o the marketplace.  Fxternal support s oo e, Federal

logis'ato v+ appropriate hundreds of millions tor career education while =ty feyisiators
dono e "ir ] conrses.”  And the students flock to occupational progrdams Hec s they
Care tall gt to praduate without traming n a varticular skill. '
- For advocacy we must look to the real proponents nf the hamamities--to the taculty’
who i wome commitment to the field in which they spend their worxing hfe.  Fven
amony these protectors there are signs of despair. While some irstyuctors are chinging |
vlgorodsty to their bastions of Liberal thought, others Mave bhecove Arsillusioned  an
anceevnitte o diecauraged by ahrinking enrollments, working conditions and alien 1deas
gmdiny their institutions., x
The “enter for the Study of Community Colleces under the sponsorship of the
Nationa! Fndowment for the Homamties conduocted a nationwide survev of two-year,
college  facity  teaching  courses n literature, history. foreion lazguages, political '
science, phi'osophy, and a dozen other disciplines tvpically placed ninder the humanities
{ rubric. The 1dea was to assess the states of the hamanities and determine what might
be done to enharce them. An eleven-page guestionnaire wis sent to. 1 carefully se-
lected sams'e of 1,381 full time and part time an-tructors in 156 (ol'eaes: 84 percent
responded,  The griestionnatre soright information on how the mstrictors in a disciphn
related to each other, to their students, and to their professional assocations. It also
assessed ob satisfaction and desires for professional ‘devblopment.  taculty were asked
thont whom they considered their reference groups, what they thooyht about the hu-
manities, hos thee taught, and what they needed to strengthen themrr activities. After
comniline the results of this sucvey, the Center made two assumptione:  cbe bogr o ar

gt b T s et oF the v thy ] #harng oand o ogmoaantRer 11 00

)

N , . , A . . ) .
o7 el R I T OOl L O o e O I frodny who

S el m . T goliowing recommendations were then made to collepe leaders, univers

sity proaram directors and federal agency heads:

T wo-vear colleges must attract support for thewr programs ‘from their local con-
Shitiencies.  Ocenpational programs have quite sincressfully arganized interested
membe rs of the community as program advisore, student placement and recruiting

apent<, and program supporters. Humanities advocates should take similar

actiorn,

% Sinee fow occupational program heads are willing to impose humanities require-
wmente an their students, portions of the humavities should be inserted inte the
techmeal - ourses.  For example, the nursing faculty might welcome a three week
nmt or  The Uses of fNrieving” taught by an anthropologist in lieu of a semester
conrer 11 cultural anthropology. Wor! -load formulas must an<! can be worked
ont by collepe administrators to facilitate short segment courses of this nature.

c Mysteict and college policies should allow released time for instriuctors to organize
evhihits, colloquia, seminars, and other extracurricular ac*ivities 1n the human-

)

k e, Fxtramaral funding agencies can help hy sponsoring workshops to teach
the faculty how to integrate course work with outside presentations.

The U mversity of Texas at Austin PEANNING SUK 0
o Program o Coammumty College I ducation
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© New funding formulas should be explored which would give equal credit for
community services and student activity academic pursuits. The faculty should
at least be able to draw upon the student activities budget to prepare and
publicize their events.,

© The contribution of minority cultures to the study of the humanities needs to be
emphasized. Unfortunately, few minority-group members teach the humanities so
admimstrators must stress to the faculty the importance of selecting minority-
group applicants when positions come open.

© Relationships with the secondary schools must be strengthened. A continuing
series of meetings between humanities instructors at the two-year college and the
district secondary schools should be arranged for articulation of curriculum and
instruction.

© Colleges should make additional resources available to encourage faculty to devel-
op their own courses and reproductive media.

© Funds need to be made available for in-service programs for full-time and part-
time humanities staff members and the full-time staff members should play a
leading role in implementing these programs.

° Disciplinary affiliation needs to be strengthened among two-year faculty. At a
minimum, affiliation with other humanities programs in other schools can result in
stronger programs that will appeal to that group. Professional journals should
be provided for faculty lounges and offices.

Fven if all these recommendations were followed to the letter, the two-year colleges
would not become centers of study in the humanities. Their mission is broader than
that of sponsoring a liberal arts education, and nothing here sugge: s that this should
change. But the humanities have been so malignéd in recent years . at faculty need to

. have their faith restored, to feel that someone cares about what they are teaching.

Most of the recommendations are addressed to non-faculty groups; however, the faculty
can begin helping themseclves by beginning to articulate these kinds of recommendations.
This actior will prove far more fruitful than continuing futile pleas for restoration of
humanities course requirements.

Arthur M. Cohen, Director
ERIC Clearinghouse for Ccmmunity Colleges
University of California at Los Angeles

For further infrrmation see
Cohen, Arthur M. "Fumanizing the Curriculum," Change, June, 1977.

Karen Watkins, Editor
January 23, 1981, Vol il no !
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ﬁw e 2 HOW NOT TO BF "IT" I[N THF GAMFS STUDENTS PLAY

National Institute for Staff and Organizational Development
North American Consortium

-

What Is tn« Problem”

ot s Stidents and their instructors feel as though they're iivolved in a cycle
that 1s self-defeating and frustrating. A student appears to need helps the faculty
member attempts to respond, but something goes awry. Perhaps the -t dent begins

to ching to the instructor and needs more and more of her time. Perhaps the student
reiccts the help. Perhaps the help seems somehow inappropriate. .

Psychologists suggest that what may be happening here--particilarly since this is a
helping transaction--is a version of a common behavioral cycle. Essentially, the cycle
consists of a Persecutor {(a person or idea) initiating action against a Victim, with a
third party appearing on the scene and attempting to become the Rescuer. In the
games described in this Abstract, the student always begins as Victim and the instruc-
tor assumes cither the Rescuer or Persecutor role or both. depending on the game.

A g involves a set of transactions with hidden motives. When the game is first
formula‘ed, the initial motive is to avoid pain. Later, the motive 1s to express that
pain. A "% serpt is composed of a series of games or a predominant game and is an
attempt to structure experiences so that some semblance of inner stability is possible.
The trouble is that most scripts are formulated on the basis of unresolved conflicts
from ear.der expcriences, and the conflicts perceived as unresolvable probably are not.
They can be responded to without creating a Victim.

U'sua!ly games begin with dependent students' demdands for recognition. Attention is
such a primary human need that when we cannot pet a positive response, we seek the
negative recognition that games provide. During human transactions the series of
complementary roles that form the game can take shape very quickly if there are
willing players. Soon a complete life script is in place with each game containing a
built-in dead end, a "Catch 22," so that the student becomes dependent on this nega-
tive cycle for a sense of identity. An instructor, for instance, who does not recog-
nize the dependent's game (some players are very goos!) or whose own personal sheort-
coming makes him vulnerable to the game's complementary role, is likely to find himself
a part of the script without realizing it.

Listed below are games often encountered in classroom situations. In each case roles
typically played by teacher and student are indicated.

DFPENDFNT STUDFNT GAMES
look How Hard I'm Trying, developed in childhood as a respohse to demands for‘

perfection. The game player is the Victim; if you play, you may be the Rescuer or
Persecutor.

Poor Me, a perpetual Victim game for those who concluded early that they are helpless
people because someone always did everything for them (e.g., girls are "supposed” to
be helpless).  You can become a perpetual Rescuer.

Stupid or Kick Me, with the player inviting rejection or abuse and seeking a Persecu-
tor who will give it.  This student immediately makes you a Persecutor.

P — M - — e e i i A e —— e ——————————]
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Wooden Leg, as in "You can't expect a person vith a wooden leg (i.e., fat, ugly
dumb) to perform well, can. you?" The Player/Victim escapes responsibility and you
may be either Rescuer or Persecutor.

GAMES WHERE PLAYERS SWITCH ROLES:"

Rapo, wherz the player initiates a relationship and, if you play, your honest concer:
is met with unexpected rejection. In a single reeting you quickly move from Rescue:
to apparent Persecutor. Unfortunately, you've really become the Victim.

Now I've Got You, with the Victim suddenly becoming a Persecutor. You are invited
to be Rescuer (your first cue that there's a game going on). As the relationship pro-
gresses, your heip makes too many demands and suddenly you turn into a Persecutor

Uproar, a series of power plays escalating into noisy confrontation. The Victim baits
you, the potential Rescuer, with increasingly inflammatory remarks until you both
become Persecutors--partners in a shouting match.

What Can You Do?

As a general principal, you can confront a student's game if you believe he or she
is ready to face it. If not, you can choose not to reinforce the game. - Here are som
rules that should help instructors avoid the Persecutor or Rescuer roles:

Do Don't

Confront the game head-on when you Believe vou are better than the "Victim"
can. Accept the students low self-image.

Form a contract when you begin a Get angry and frustrated.
helping relationship. Overreact.

Support only positive persunality traits. Displace anger with subtle punitive action
Then offer ‘riendship and assistance.

To be most helpful--instructors need to get beyond games, as Berne says, to a poin¥
where students not only have a clearer view of their assets and liabilities, but where
they can engage in game-free exploration of possibilities. This is where real learnin3
begins.

Beverly Moore
' Organization for Human Resource DevelopmenT

For further information contact the author at OHRD, 1208 Somerset Avenue, Austin
Texas, 78753.

Karen Watkins, Editor
January 30, 1981, Vol i, no 2
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Why are we ignoring crucia’ ficts that coul” radieally alter the n. .~ 7 Instrustion?

"l must test every hypothesis 8gainst the irreducible facts i nature,” stated
[ssac Newton in his Philosophiae Naturalis Principia Mathematic:, pubi-whed by the
Roya! Society of London in July 1687. It is 1980 and educationa! philusop..y has been
with us at least since Socrates. Where are our stubborn, irreductble f.-ts, and how
are we applying them? Physics and chemistry have their handbooks. P.armacy has
the Merck Manual. Doctors have textbooks with endless diagnoses and prescriptions,
| But where, in ali of education and psychology, is our irreducible mimimum of crucial
facts?

I am not suggesting that, like Linnaeus, we collect and collect and collect facts
data, specimens. I am snggesting that there are crucial facts that we need'tc have at
. our fingertips. | am suggesting a handbook 1n the field of education, and 1 would iike
'to suggest what it should contain. T will not vouch for the absolute vahdity of the
. contents, because I dn not believe sufficient verification and rephication have beuen
'done. Nevertheless, 1 hope my suggestions will at least help us think more clearly
i about some of our educational problems. ’

My nomination for tne most important of our facts is the differences in learning’
rate described by John Carroll in 1963, Carroll demonstrated learning-rate differences
between students as varving by a factor of four. His work clearly indicates that
instructional procedures that treat students as equal are bound to be ineffective for
' either the upper or lower ranges or both.

Another topic for this handbook of irreducible facts should be the span of s‘u-
' dent ability. William Clark Trow deccribed the third-grade elementary school clas- as
_inclnding some students who operate on the first-grade level and some students who
"operate on the sixth-grade level. This is a six-grade spread. Beth span of achieve-
"ment and learning-rate differences are said to increase as students grow older. Chris-
"topher Jencks and his associates found learning-rate differences as great as a factor
of 14 times among high school students. )

! The immediate implication is that a third-grade teacher would do hetter to have a
'graded series of readers, preferably unmarked. Oth~rwise we shall continue teaching
ineffectively. As Allen Muskopf has pointed out, referring to the teaching of English,
"At least three milllon young people in America today are being given literature text-
 books they cannot read.” The long-range implication is that some form of individua-
lized instruction, such as Benjamin Bloom's mastery learning, should be widely
. adopted. Instructicna! methods that ignore individual difference factors of four and
lachievemen( spans of six grades or more cannot possibly be efficient methods of educa-
tion.
1 Robert Nichols and L. I. Stevens found that when first-graders were stopped and
! 3sked, "What is the teacher saying®" 90% were able to reply, but only 80% of seccnd-
i graders were able to reply appropriately. Forty-three percent of junior high school
I students knew what ‘the teacher was talking about, but only 22% of high school stu-
dents responded correctly. To project these stubborn facts to the college and grad-
“uate level is too frightening to consider. Perhaps that is why we have not engraved
s these (data in stone.

f
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Other devastating facts we look at all too seldom are the results of Joseph Tre-
naman's study of the retention of ffacts from lectures, as reported by John McLeish.
Trenaman found that students retained 40% of what was said when they listened during
the first 15 minutes. But those who listened to 30 and 45 minutes of the same presen-
tation were able to retain only half as much of the information delivered during the
first 15 minutes. To make matters worse, students who heard the last 15 minutes of
the 45 were unable to grasp or retain even the most important facts of the summary.
(The .lecture in this case was delivered by the popular astronomer Fred Hoyle.) If
this lecture retention problem is universal, it is difficult to understand why the lec-
ture system has not been replaced by a more effective teaching method. '

One reason might be that the effects of the lecture are masked. Robert Dubin
and Thomas Taveggia reviewed several hundred studies comparing lecture with other
forms of instruction; acquisition of information was the dependent variable, They did
not find much difference. Ernest Hilgard, as quoted in Dubin and Taveggia, suggests
a reason “why. It is because the text provides an alternate, uncontrolled source for
this. information. Wilbert McKeachie suggests the text itself is the most likely substi-
tute for lecture and that other forms of instruction such as discussion are clearly ‘
superior when other outcomes are measured and considerea. This is not to say that
the lecture should be abolished, but that it is an overused, highly ineffective system
for use with literate students. P

Instructors lecture at rates varying from 120 to 160 words per minute. Edwdrd
B. Greene has shown that most students are able to take notes at an average rate of
about 20 words per minute. Thus taking verbatim notes is impossible. But what have
we done to modify these discrepant facts? Should we regularly cue students.as to
‘what facts they should record? .

Many of the research studies quoted to show that note taking produces no differ-
ence, or negative results, in retention of information deal with. lectures delivered at
rates of from 120 to 150 words per minute. Paul McClendon, who obtained no differ-
ence, gave his lectures at from 130 to 155 words per minute. Donald Peters, who
produced a "negative" result (i.e., a result indicating interference) delivered his
lecture at from 146 to 202 words per minute. Few researchers or teachers expect
students to take verbatim notes, but this limitation was not considered in the studies I
have quoted.

Here is one of those irreducible facts for accountability advocates: A child is in
school for only 900 hours in one year, about 10% of his total time, according to Robert
Travers. Should we be surprised, then, that the teacher accounts at best for about
108 of the variance in children's achievement? Do any of the advocates of accoun-
tability seriously maintain that learning only occurs in school?

These are some of the stubborn, irreducible facts for teaching and learning that I
would include in a handbook. Actually, they may not be irrefutable facts. If not,
they should either be refuted emphatically or, if verified, mcorporated into our theory
and practice. To ignor= facts implies that we don't recognize their bearing on our
work. All data are not created equal. Part of our responsibility is to assess the
importance of the data we have verified. Then we must give it the stature it deserves
ir: both our theory and our practice.

Harold S. Ladas

For further information and full citations of all research mentioned see
Ladas, Harold S. "A Handbhook of Irreducible Facts for Teaching and Learning"
Phi Delta Kappan (May, 1980). .

K aren Watkins, Editor
Feoruary 6, 1981, Vol lli, no 3
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Cho s IHF WHIFLCHAIR ASSIGNMFN'

Aol 'l ne
Sudderty '™ 1 a wheelchair, [t deesn't fit. 1 always thought at would be fun toi
bave aywheelchair. Misabled s‘t\ﬂvﬁ‘f? :
A" e a4 sudden [orealize that it 1'totun,
VT want to dooim wo across e street and buy a penal at the schoo! store.
“a oyt shouldn't be se hard. First I've uot to get out of this bumlding and no that one.
(/v .. roll dow the hatt. The wheciehatr 1sn't balanced properly. I'm pu.shing eqally!
Lo ot ahieeis, bat kees igomna to the right and running anto the wal.. It never!
tor one that the eqriipment Tonld he a problem. At least 1t s something that

on campus rotl to class and lon't have to walk. "

f

ceerre
v renwred,  Tnfortanately, future repars will not help me todav. '
*ocan't rode the cacalator, let's see, where is the elevator, Ah, ves, 1t's at the
Gther end of the halto ['ve heen woing the arong AVay. . Turn iround. Go back. T
Feqliy mab e b Lo e T ator, Now to navicate into that little, little hoele.  Elevator
s nw e Toaked o ema' before. Do T o an fromntwards and roll out hackwards® O
b ke esds et come ot frantwards at the tir-t floor” ~There Aefir-terr

canuueh Fooe s Carome tootare iround nside the elevator 1 inyone 1s in teore

Vi e doors ooen, Tet's try frontwards. It works. |

e Te sitre o Took at o ovod trangely when vou're in a wheelchur. I've learned a

it nore ahont how oft-balance this whealchair 1s. If T wheel Xn extra half turn

th, bt wheel, then move the left a quarter turn I end up 1 4 straight iine.

15 ane orohlem temporartly aorked ont, At leasi nntil 1 can gotl td a reparr shop..

Tirat tloor, 1 made at. Ah-h-h-h. Now robl to the door. can'tireach the door

ay banls and My fhotrest won't allow me to cet anv closer. The doors ar. 10 feet

v they et wergh 20 pounds.  How n the world do thev expect me tn open
sy’ 1" Let even students who are walking hate these doors.. Ok, thank gsoodness

1

Lo ooy e e aloner and held the door for me. Othorwise 1 don't know 11 1 wonld have ever
yotten throngh 1it. 1 neced to learn that partwcular trick. .
' really lucky nowv. There 18 a4 camp that goes to the street, and t's Jownlh
CUovee wavs IEomust beoat east thirty feet lone. That Should be rasv enough, xcept
thyr e pohatance n the wheels keens niushing me into the bricl wall raving. I'm
y e too tast. Vow do T owton thes thing?  Will someone hetpn? Shoald [ ask?  When ‘i
arale the wheel, 10 hurns o my hande. At least it slows me down. 1f 1 can_ st keepl
eaded strateht ahead, T helieve '] make 1t. ‘
ow to cross the street. There 15 no way to get off the carb except at the other,
e ot the hlock. leths sce, 1t 1 get otf the sidewall here, can 1 set bhack up or it on
S other otde of the street? o' Chere's the curb ramp over therr and 1t's halfway
down the street, That means [ have to roll one half block 1n the trattic before 1 can

Lt s that mdewalk, What thots designed the location of these ramps”  Whoever it*

wae,  they obviousiv have never beenoinoa wheelchatr.  Thark poodness traffic 1sn 'ty
vy, or 1 would never make it.
st st anto the bookstore. Here's my regualar entrances=six stens up. Let's
the - e door--foar steps down.  Maybe the delivery entrance; ah--no stens so far.!
I s 1 few garbage cans, open another heavy door, all I have to do 1s fhind the
S ator, Somehow 1tas Always at the other end of the hall.
iy, e the  entrance. 1 foruot—a. revolving gate. My wheelc hair aon't go
¢ rongh thereo Al T want' to do 1 buy a pencail. Does thie mean 1 have to ask some=
ine 1o go o and buy it for me? 1 don't like feehing so dependent. |

e e e e
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"Excuse me, would you please buy me a regular pencil with an eraser? 1 can't
‘through the door."" . ’ '

"Sure., I'll be right back."

I wonder if he realizes how fortunate he is to be able to walk through that ga
Who am I to be saying that? Just yesterday I thought it would beé "fun" to be -2 >le
ride in a wheelchair. It sure depends on where you are sitting.

"Thanks very much." Now, back down the hall, back through the garbage ca
back across the street. Oh, no, now the ramp is up hill. I can make it. I woulc
dare ask anyone for help now. -

"Can I give you a push up the ramp?"

"No, thank you. TI'll make it." I have made it one fourth of the way, out
incline is steep. I wouldn't fee! so bad about stopping here to rest a minute if th
weren't so many.people going past me. Now I'm halfway up and I know that I can m
it.

» "Would you likg me to help you up the ramp?"

"No. Thanks for the offer, but I need to make it on my own." I wonder w
people think about whern they ask if they can help.

"Would you like for me to give you a push to the top”"

"Would you be willing to push me if you knew that I was not disabled?"

"Sure."

"Th>n I would love 4 push. I'm exhausted. That ramp is really steep."

-

A disabled individial might not have asked that last question. But would he/
have experienced all the feelings described here? Probably so. Fortunately for .
youge~e, this was onlv a sensitivity cxercise completed for a class during one day
my otherwise able-bodied life. Nothing I have done has made a greater impression
such a short time. As educators, it is extremely important that we understand
experiences that ourgdisabled students are encountering on a daily basis. Hopefu
this understanding will make adrinistrators like me wiliing to implement the accommo
tions necessary to give 1!l students equal access to education.

As a result of this experience, one new leaf 1 have decided to turn over is
make every attempt to understand how T can make my classes more accessible or ben
cial for my disabled students. Sometimes we're afraid to ask how we can help. I h
a new appreciation for my students' abilities to know what. assistance will be of.n
help. I must simply beuin the prockss by asking. Msabled students, like most of
want to be indeperndent and self-sufficient. T am learning that the experiences tt
students bring to my classeas can offer tremendous learning and growth for me--fcr
of us,

Rennie Wolfe
Greenville Technical College
Greenville, Seuth Carolina

Karen Watkans, tditor
February 13 1981 Vol 1l no 4
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Vol 1 ne 2 TIMF AT ISSUF--RAMBLINGS OF A TFACHER

Since - 1 teacher T am particularly attentive to--even troubied Hv--time and its
Limpact on me, 1 can cortainly respond to issues that are raised when fime and teach.
are discussed. 7 know, for example, that an eighteen-year-old in this vear's freshman
class was a4 vear old when John Kennedy was assassinated, that the Beatles had sepa-
':raturl hy the time she was eight, that during her formative years she became accus-
‘tomed to hand-held calculators and mulusensory happenings called rock uoncerts. She
'has shared as many Big Macs with friends as s:t-down meals with famiiyv, and inflation-
ary tiMes nave made "saving money" mean something different to her than to me. In
ithe verv same class, there will hikely b~ a fifty-year-old "freshman” who has not been
lin schonl for thirtv years. He sct aside tormal learming when T was five. His daughter
lis almost as old as I. When he began schopl, children still learned that the atom
couldn't he sphit: in his early teens he listened. to radio reports of Hiroshima's devasta-
ttion. He remembers when farms really were "the heartland of the twon," when di-
‘vorce was uncommon and when children ate spinach because Popeye satd to., The time
iframes of mv two froshme= are so different that it is almost overwhelming to try to
'think ahoit how best to apply what these students of mine know.

But not iust my students' time frames perplex me. My colleagues and 1 werry to-
‘gether about time as well. Over-the vears 1 have heard and made genuine complaints:

"l never have time to read what I want."

"I'm ealy a week ahead of my class syliabus.”

*I'm behind in mv gr ding.”"

"7 don't have time to talk to ecach student iadividually."

"The times my students are free, I'm not."

"y don't have time to teach.” . .

"I can't possibly teach at 7:30 in the morning (or 8:00 at night).”
i1 laugh to think of the times I have sat with colleagues while one of us raboriously
explained to the others about an elaborate schedule devised to grade all the term pa-
.pers before the holidays began or a plan to hold ten minute "interviews" with all one
th\mdrod freshmen, or a scheme to finally write that journal article tnis term.
i In still more personal ways, I respond to time as it is institutionally apportioned in
lthdse f:miliar increments called semesters. 1 know, for example, that for me the spring
'term rarely moves along as well as the fall, that beginning a semester in January often
'does not have the same gnergizing effect on either the studenis or me as beginning a
| September term. ~ I know that my students and [ are both discombobulated during
December--our minds on other things--and that February is typically "a dark passage’
{in my journey through the teaching year., 1 can feel my classes take a collective sig.i
leach Monday, try to focus unfocused minds, roll up sleeves and settle into the work
‘iwook, and on Friday 1 feel them fidget (1 too am edgy). I know that late afternoon
| classes seem deadly, and 1 sense that the bright warm days of summer terms might be a
| good time to teach, if we were not alvays in such a rush,

|
1
|
i
|
|
1
i

lLearning theorists tynic-lly suggest that creative learning beg.ns when something
or someone encourages the learner to pay attention. They speak of activities that
break the usual classroom rhythms and that afrect the pace of learning Such breaks
in the routin - are considerable undertakings demanding flexibility anA spontaneity of
‘[teachers who normally must pay rigorous attention to the external time constraints
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imposed by the academic calendar. Certainly I cannot avoid a certain amount of regi-
mentation and routine, but 1 can onchestrate to a greater extent by learning how to
value the times which bring renewal. '

This 1s how | have learned to orchestrate my time as a teaching professional. T've
decided that using time well is like keeping muscles in tone. I cannot be idle at work
dartng a dav. week, or semester without it affecting the ease with whish I use the next
merement of time allotted me.  I'm at mv best and enjoy teaching most when I'm in good
time condition. On the other hand, that Jdoesn't mean 1 should try to fill every moment
because then 1 become compulsive in a way that is destructive to the time-valuing
process.  Rather a coastructive kind of synergy takes place when T build space into my
schedule for three kinds of teaching preparation--time for reading and design, time for
professional dialogue with colleagues, and time for ex:hange with students. 1 need
some space for all three each week or I quickly lose my perspective. I begin by set-
ting aside quiet time for study and design. In these moments not only does my energy
level grow but there seems to be more time to do what must be done. The days feel
more productive.  Then I cultivate the other two components--exchange with students
and colleagues--so that 1 don't become too narrowly focused and tend to talk to myself
in class. These three elements are frequently used by teachers and secem to offer a
way to build svnergy in teaching.

These are more specific ways [ encourage the times of renewal:

o[ wive my students and me as many new starts as possible. The beginnings of
semesters, weeks, class periods, units and projects give us the chance to start
again. These beginnings offset the trauma of final exams, the loss felt when stu-
dents drop by the way, the finahty of closing books, projects, terms.

° 1 review a great deal.  To me review relieves an unconscious uneasiness bou1l stu-
dents and I feel about the passing of time. Looking hack offers us security.

© 1 have learned that grading takes time and does not nourish mec. It 1s work pure

and simple. But happily I have much more energy for the work of grading if 1

give myself time for study and dialngue.

[ have come to admit the legitimacv of planning a semester so that I take into
account the time rhythms that affect my teaching. I plan for livelv content during
Fohruary. [ try not to schedule especially difficult content during December. I
think 1 intuitively select different kinds of activities for Monday and Friday classes.
If 1 am teaching a 4:30 Monday, Wednesday, Friday section, I may change my whole
teaching approach since my typical strategies often don't work then.

" ‘When I am especially tired and the day is draggins, I go to the classroom early and
stay late. Ofte 1 take something with me--a photograph, a recording, a trivia
iten--to help facilitate the give and take. Students then have an excuse to talk to
me. Often they ceugregate at my desk and their conversation revives me.

o Although I mav . - more leeway than some of my colleagues in other subject
areas, | have ‘r .yself from the tyraray of "getting it all in." I have a sylla-
bus, 1 have lesson plans, but I start more slowly than I once did. I am more
willing to ponder a legitimate question with my students or invite speculation from
them. Somehow, we scem tu cover the same amount of matenal.

Working well in and with time is not easy. In a favorite novel of mine, Eudora
Welty's Losing Battles, the generous-hearted hero says to his young impatient wife,
"There's room for everything, and time for evervbody, if you take your day the way it
comes along and try not to be much later than yon can help." As a teacher, I have
not always found that this formula works, but 1 have more time for teaching than I
thought ten years ago, and on those days when synergy occurs and time does seem to
slow down, these words ring true.

Nancy Armes
Fxecutive Director, NISOD

¥ 1 Watkins, Editor
Febr 4 20 1981 Vol Il no 5
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Voo HEne oo FPACING A SLOUGH OF Nrspot.h

|

Hioher edacation faces Sonnph of despond for the next MARE virer that will)

Crome 4 renarssance. My fervent hone s thdt we ran prosper e

Pagphes oducation generathy w't o dechne. I hope that those edacaton e roarizations
Jhioh brosper dooso pecause ther educational mission 1s right.  The fina' toevort ofy
~lirk Kerr's Carncgie Councall on Policy “tuches 1 igher Fducation, Three Th asand,
Fatnres, anggests  that the best-off institutions  will he leading Femearen —';11;:;5?17';—;'
N Taelective liberal arts co'leges, and community colleges.  The aorst-off 1astitus-
tion- wi'' he second hine universities, state colleges, and less selec e iiberal arts

o ey time '-l.hl’n\

i
t
!
{
I

colloges,

LR

dediine, ’ S rneate Coundidloantiapates a lrop over the next tuo fecades o from

“o_nt o Ther fguares assume a 13,39 drop an 1R to 24 vear slde it . oancrease o the

Neeipine §nrollments. That revort makes several pomts about the e lime enrolline

mehor= o1 older adatts=-meln ing Blacks, Hispanics, and women. “he drop o’ be
ey ien. The st shde, trom the tall of 1983 through 1988, Wil acconnt tor 40° ot the

o erall decline, There will be a nlatean the next vear followed Vow o ocne secondd shided

from the Tdb of 1991 to 997 of abont 602 of the total. Then there " then be wother
Satea: un.a' the vear 2000 when enrollments may start going np acain. |
Compention tor Students.  The admissions ratrace, currently well i der osav, resuits
Trom the problem of decining cnrollments,  New markets ave bemny aoiieht, incladding
the tult market, with private collepes, commnuntty colleges, and state colope ol vva s
for the osanc students, 1T odo nrot think that the adult market 1s gors to save 1ar,e
numbers of msttutions.  Thero are at least three maer problemss o o=hutlding adutt
Drocrams, assuming  that traditiona! programs will sutfice for adalts, Aimimshing ||
the 1mereasing gab betaeen those with cducatinon and those withou! . Thye reatest:
falure of adalt education 5 that 1t has widened this gap. As mans nfoenlhon adaltd
Americana are functionally alliterate. hops Teg the pedl challnn '

!

i

Hinanca! Teopardy. Fnro'lment dechne means loss of monevy. oo e . antlation,

e e —— — R I
4

Ther sy costa, and hicher roal co=ts have come about throueh an arers e 1y In 1911

Carnevie prants equaled about £° of the entire budget of American bosher education
Today that froure 1s abont 00642, Foundatinons are not going to bLul oo wgher educa-)
tion, an' neither are corporatinns, thowueh thelr contrmbutions are Laoreasing a4t a fastm'%
rate. If the Reagan adminmistration intends to cut back on wocial ropgrams, higher
educ ttion <hould work harder toward tax mncentives 1o promote an oorease an private
pratinthrony, \
Faculty Problems. For the next 20 vears there will be a httle faculty tarmover. As a
Tooalty new and imaumnative »chenes ripat bhe worked out to open b s positions for
voren und miority faculty members. At the same time the pressur s tor faculty union-
ization Lo preserve the statas qua are Likely to grow. Increasing riovdities will come
ot 1st oat the time when more flexibility is nceaed, In turn, amionozation mav mean!
that Jdecia o m-making will 11 en anward rom departments to the Dresidents’ otfices m\
gt oatdbe poverninag bodigs snd puventually to the povernor's oftice and he state \egi%-
Tatipre, Paca'ty deve'onmert wall alen Jgom targer among the priorite: sobapher ‘wra-!
e e e, s beenlty eehers chanve fields or paplement o ation:
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Over half the students in the United States are enrolled in

NDehate Over Curriculum.
is a resurgent interest in

programs that arc essentially vocational in nature, yet there
Without growth it will be difficult to introduce new fields of study
New programs wili not be introduced except as replacements
unless it can clearly he shown that they will attract additional students and additional
funds. Since the cheapest form of instruction 1s a large lecture class, the case will
have to he made financially as well as educationally for different approaches.

Innovation and Change.  Innovative and quahtative changes must assure hetter produc-
tivity if thev are going to be accepted. For example, cach of the past three decades
has been heralded os the decade of technology in education, and each time efforts to
rtroduce technology have fizzled. Now there are new factors at work such as dramatic
hreakthroughs in teconology e.g.--satellite broadcast, cable, pay TV, video cassette,
video discs, and video text. But the essential issue is whether technologv is secen as
simplvy an add-on to traditional programs or as a replacement. It has failed in the past
particularly because it has been a costly add-on. As difficult as it may he, the Carne-
2o Toun~l atron7’y pocommands that eparn nstitution set aside annu1l’u 2% of its
hudaget ‘or ‘nmovition and shange. Without 1t, institutional vitality mav deteriorate.

Strenger Leadership.  There 1s a dearth of leadership among institutional presidents,

and this situation will grow worse unless hoards of trustees exert more responsibility
and hack up institutional lecders. The entire system seems to militate against leader-
ship. Veto grouns at the time of selection are hkely to prevent the appointment of
strong presidents and, once appointed, presidents again are faced with constituencies
that too often prevent leadership from emerzing. Presidential leadership mav well be
the single most important factor affecting institutional prosperity.

School-College Relations. The Carnegie Council has said that one-third of our youth
are ill-educated, ill-employed, and ill-eau.pped to make their way 1n societv. Declining
high school test scores and the need for remedial work for large numbers of students
nrovide some of the evidence. Schools and colleges must work together toward improve-
ment. The ! nited States faces the gravest educational crisis in its history. We will
have fewer workers to support the population dependent on them. We cannot afford
any educational casualties for the next 20 years, especially among women and minorities,
if we are to improve the sagging productivity of our economy. )
Nemands for Accountability. As funds grow scarce, demands for their accountabihty
orow. Pressures will be upon institutions to Jower standards in order to increase

enrollments. Slick admissions huckstering, athletic scandles, grade inflation, cheating,

questionahle moonlighting activities by facultv memhers--these things loom larger at a

time when resources are tight. Therc zre two primary issuves: who evaluates quality
and what are the criteria? Traditional voluntary accreditation through the regional
accrediting associations is under sharp attack as inadequate.

Fssentially, the life and death of institutions is :t stake--a kind of educational
triage. The issue is whether individual institutions will have the freedom to plan their
own futures or have those futures planned for therm hy outside, central agencies. As a
I suggest the use of voluntary consortia of institutions working together on
It's possible that institutions can he saved through a willingness

general education.
and new ways of iearning.

solution,
their own prohlems.

to share.

E. Alden Dunham
Higher Fducation Program Officer
Carnegie Corporation

For further information see

E. Alden. "CAFL: The 80's and Beyond." A paper presented to the

Dunham,
Learning National Assemhly Nov. 12, 1980.
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Vol 1l no 7 LOOKING .OR GOOD TEACHING: A GUIDF TO PrYR ORSERVATION

Some of our most valuable potential resources for helping s t mprove our own
teaching are colleagues who share goals and experiences similar to omr own. Yet com-
ments upon our teaching maae by our peers may tend to focus on our mi-takes and to
consist of generalities that do not deal with behavior we can do anything abont, so that
rather than providing the guidance we had hoped for. these comments nov leave us
feeling threatened, helpless, and discouraged.

This observation guide is intended to assist an ohserver in watching for certain
kinds of behavior in nrder to help the teacher to build- on strengths. It provides
information for *eachers which is &p»~f so that they receive concrete information,
gelest"po so that they get some guidance as to appropriate directions for change, and
nog'tip~ so that they feel encouraged. The observer records actual examples to enabl:
teachers to use their own best practices as the standards to work toward. The informa-
tion that comes from the checkhst is intended only for the information and use of each!

acher.

The 200 items on the complete checklist were drawn from 70 books and articles
abot good teaching, and each represents a description of recommended classroom
‘nractice. Because there are many kinds of good teaching, there are a wide variety of
behaviors listed, including some which are contradictory. The chowe depends on what
the teacher :s trving to do.  The items themselves may become a soubre of 1deas for the
teacher, suggesting new or alternative teaching practices.

Below are selected sample items dealing with lecture and discussion formats. There
is also an additional set of items relating to the use of questions in the classroom.

1

|

} TFACHING THROUGH PRFSFNTATION TFACHING THROUGH INVOLVEMENT

!Mechan"cs Preparation and concluson

‘ Maves about room Has provided for input--reading, TV

E— Varies activities over class  period T or film viewing, observation, etc.--

!—_ U'ses illustrative materials or teaching prior to discussion

:— aids States objectives

| Is sensitive to response of class " Lets students know what will be ex-

' 7" Paces delivery to students' capacity to " nectea of them in terms of participa-

 follow tion

!_ Notices  questioners  and volunteers  Involves students 1n deciding what
issues to discuss

Sehlarsh'p Draws together contributions of var-

Indicates sources of knowledge 7 ious members of the group
T Shows relation of theory to practice Summarizes and draws new conceptual-
7 Presents facts or concepts from related i1zations at end

|

fields or rel.tes content to other know-

]ed ge areas [’17’4"71)7."9 Btu!i/,’ntﬂ

Refers to recent developments in the _ Uses questions to stimulate discussion
field Prevents or terminates discussion
monopolies

The University of Texas at Austin FHHECTIVENESS, 50C
Program in Commurnty College Fducation
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Organiaation __ Recognizes potential contributor and -

Opening makes an opening for that person
ocuses student attention (by demon- Assists a quiet student in "saying

~ stration, activity, question, etc.) ~ what he/she means"”
before launching into lecture )
__ States goals or obiectives for class Qualty of Interaction

session __ Listens
Structure ___ Reminds students to listen to one
Presents material in several short another
~ blocks ___When discussion is not going well,
__ Summarizes periodically stops to deal directly with group pro-
__ Refers back to points made or terms cesses
used earlier ' __ Helps student to accept correction or
Closing appropriate criticis...
ummarizes maior points or sees that Encourages students to acknowledge
~ class does so comments of others by summarizing
__ Makes an assignment or suggests an them
activity which builds on day's top- __ Allows time for evaluation of the dis-
ics, something to do or think about cussion itself
When necessary to intervene, does so
Classroom relationships " briefly

Appears interested and enthusiastic
Relates lesson's goals and content to Quality and Content of Discusstion

— social context, course or personal goals __ Introduces relevant considerations that
__ Prompts awareness of students' relevant have been missed
knowledge or experience (gives or asks Questions misconceptions, faulty logic,
for examples, refers to prior learning, T unwarranted conclusions
etc.) Distinguishes a value from a fact
__ Uses humor ~ Requires studen: to defend a position,
Admits unknown or wrong information relate it to other ideas, or modify it
— Gives reasons for teaching approaches __ Points out areas of confusion
" used ' Intervenes when discussion gets off
__ Accepts student ideas and comments (by ~ the track
reflecting, clarifying, summarizing, __ Uses ~Questions to guide discussion

Summarizes discussion periodically

encouraging, or praising)
Encourages expression of differences

Provides opportunities for and encour-

T ages audience participation and ques- of opinion

tions __ Supports the rights of speakers who
__ Calls for questions in a way that does hold minority or unpopular views

not embarrass or belittle the questioner __ Refrains from introducing own opinions
__ Allows time for formulation of questions which bias discussion

Checks to see if an answer is under- __ Presents opinions to enhance serious-
" stood ness of discussion
__ Helps student answer his/her own ques-

tion

Barbara Helling
Coordinator, Teaching/Learning Center

A complete copy of the checklist may be obtained from Dr. Barbara B. Helling,
Teaching/ Learning Center, St. Olaf College, Northfield, MN 55057. Please enclose a
self-addressed, stamped envelope.

Karen Watkins, Editor
March 6, 1981, Vol 11, no 7

Innovation Abstracts 15 a publication of the National Institute for Statf and Orgamzational
Development, EDB 348, The University of Texas at Austin, Austin, Texas 78712,(512)471 7545
Subscriptions are available to nonconsortium members for $35 per year Funding in part by the
W K Kellogg Foundation and the Fund for the Improvement of Post-Secondary Education
Issued weekly when classes are in session duning fall and spring terms and monthly during
summer months Second-class postage paid at Austin, Texas, 55N 0199- 106X

)
g - © The University of Texas at Austin, 1980
E MC Further duplication 1s permutted only by MEMBER institutions for their own personnel

- 15




National Institute for Staff and Organizational Development
North American Consortium

STUDENTS SPEAK OUT ON EFFFCTIVE INSTRUCTION T
Fiitop's Notw: Frequ Y faculty wonlder whit gt denta——cop oty st onts from a
| Aiffaront e alture--r 171y think about their tearhma. Fow survey.s oo ;b painge of
questions pofloete 1 ‘n this exeerpt from a questionnrre use1 by Moo Jomaw Gmith,
Nqlal1-S'ous fommunity College. 0qlala-Sioux Tommunity College s ionate 1w the heart
of +he Pine Ridge peservation--site of Wounded Knee, Jouth Dakorao W think *he
|penatring responses of her stulents will intrigue you. Althourh hop .jetting 18
{uniqus, hop students capture some universal eharacteristics of qool ‘v wh'r .
‘1. [f you could give advice to English teachers about how Fnglish should be taught,

| what would 1t be’ |
10 Teachers should do something to make the students feel at ease. They should make
iFnglish interesting to the student and not like a "drilling" long test. It should be fun.,
io Have students work at their own speed, because some students don't catch on that
%Ifast and the next thing you know they've dropped the class. Thev start putting
Lthemselves down, saying they're dumb, the work is too nard, or make up an excuse net |
'to attend.

|° Expiain the lesson in detail.  Ask to help students that do not understand.

1© Give small, short talks and allow students to talk once n awhile. It s boring when a
iperson talks for 1 or 4 hours straight. Also, humor helps.

{? Teachers should be patient. FEvery person has his own way of writiny and it takes a
'while to iearn the techniques that are being taught.

2. Teachers often ask each other how they get students to discuss in class. Think

—— e

| tlic_l_(_ ﬂ\_[()uqh our experiences. When have you been g)mfor_tmz'_“ﬁfs“ ;{ET
' [ remember in high school my Sioux culture teacher, a moderately fat guy, always
‘talked and laughed. I got to know him very well, maybe because he was different; he
jjoked around. Before he started class he'd joke some and 1 think everyone got to know
;hnn and everyone spoke up in class. 1 don't know if he was Indian or not.
i1 think when the teacher kind of leads the students into the discussion. Go rizht to
the edge, hut don't say the answer. Someonc will,
ilo In small groups, I'm not afraid to speak.
o Only if the answer is right so I will not be laughed at.
10 After a few sessions when you feel each student out and know what type of a reaction
fyou will get if you do speak. I think if most students giggle or make fun of students,
it tends to make everyone uncomfortable.
1o 1f the teacher is comfortable and friendly. Or if they act interested in anything the
istudents have to say and include everyone in discussions.
I3, As an Indian student have ﬁ{_ found any white teachers to be insensitive te your
© values® To your way of Tife? In what ways’
|° Yes, 1 have %und teachers to be very insensitive. Our culture is different in a way
that s probably very hard for them to understand. Our home life and lifestyle is
" fferent.  Some of ns have so many more problems, they don't unde-stand.
0 Not in school, because the student-teacher rclationship has to be respected. If the
%teachnr was, 1 would have told the teacher.
( '» N, T like white teachers, probably because that's all I have ever had in my life. 1
‘think any teacher is to jeach you to learn something. [ don't think they're here to
Lcriticize Indians. It's up to us to learn.

_—— - - —— e s e
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© Yes. When only our words are different, writing comes from thinking in a white per-

sbective.

4. Some teachers have trouble with students attending their classes. Others have
excellent attendance. ““fhink back over classes you have been in. Why, in some
Cases have students come regularly and never missed a class?

© Some of the classes were boring, no fun, the same thing every day.

© I think if the teachers wouldn't just talk and have the students just read they would

et better attendance. Seems like the lively classes get good attendance.

© 1 feel like if they are interested in the class and it benefits them in getting their

degree they will come. Others just need the grade.

°© I would have excellent attendance if my children were always in good health. Some-

times it ic just too frustrating to have to go home, cook, etc. After all that, you're

lucky to be able to go to class. I think another factor is where the students lives and
how far they have to travel to attead class, transportation, etc.

© | think just as long as they get their assignments in and learn something from the

class it should be alright as long as skipping class doesn't get extremely out of hand.

© One teacher tries to use her life as an example and often gets off the track so we
lose interest in what she has to say. Some teachers have bad attendance.

© Environment lighten, education made easy, not something to sweat over.

© Students that go to class regularly want to learn or to get excellent grades. Stu-

dents that don't go to class don't want to learn, or just get tired of work.

© petty excuses shouldn't bother you but death and family tragedies should be consid-

ered more perhaps through private sessions, etc. Families are tight here' Show you

care and want to teach. Your kindness will be returned.

5. When whites first come to the reservation what should they be told about their stu-
dents and the Lakota culture? . -

© Don't be scared; you can always spot fear. Don't be a pushover yet don't be a cru-

sader who wants to civilize, save, etc.

© Don't try to force a whole new set of rules or regulations on the students. Be re-

served and let things flow. .

® Many white people are nosy. They try to find out things that are none of their bus-

iness such as our Indian Religion. That is what I resent the most, when they try to

take something apart, piece by piece and then write about them so that eventually it is
no longer sacred to us.

¢ To tread lightly when dealing with” culture. A wrong step and the instructor may.

lose that particular student for good. It hurts some people, to have what they‘believe

in laughed at or some snide remark made.

© The Lakota are quiet people, usually not pushy. It takes them awhile to open up but

if they feel like you're their friend, then the barrier is crossed.

© Get to know the students' first names, respect the culture, and get to know the stu-

dents' faces. Be on a relationship of teacher-student, therefore the student would

respect the teacher a lot more.

© They sHould really try o learn their ways and culture. If they want to work with

them, they should have an interest in them.

f. What should these teachers not be told? What should they learn on their own?

©o I"think teachers should be told everything.

© To treat students as they'd want to be treated if they were new students entering an

entirely new culture or city.

© Let them learn for themselves that all Lakota are different.

Ms. Jeanne Smith
Fnglish Instr .or
Oglala-Sioux Community College

For further information contact the author.
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Vol e 0 IMPROVING PERSONAL POWFR AND APPORTUNITY IN ACADEMIA

The “Meving and the Stuck.  People n ‘he academic workp'to can he roughly
wronpe ! onto two malor categortes: the =o'z and the o Wb Lre =~ g oanclude
thoar  wery few superstars with multinle tob prospects and tong carcer crowth ahead,
fiie ot are 1n 1obs which have a low ceiling for advancement or do not pe ot crosss
ver into another area. Faculty, for example, may reach their final appo ntment 1ovel
lat .« taurly young age and anticipate staving there for decades. Salary carve,, too, are
flar, And  finally, most academic institutions have fow developmental activities for
bty and otaft, a fact which reinforces any sense of an ecarly dead end.  People may
et ¢ ¢ by reaching 1chs that usually have opportunity, but by vetting there vid
nontraditional backgrounds or the wrong ladder. Other people :n their ohs wou'd be
A ble for hother positions, but the it lack some critical backuround factor, 1"1[)OS°:
sthie to wo hack and attain, rendering them inelimble for movemnent. Peonle aiso get !
etk throuvh the "pyramid sgneceze’--not ononeh challenging leadership positons to ao’

aronnd,

Lack of opportunity--srcka cc--has an mnact on behavior and attitudes. Oppor-
tunity impacts aspirations first. People develop ambitions in hght of the reahistic pos-
oihility of having them reahzed. [t s only the mopng who can (5727 o set hizh
aot's, so the 2wk tend to lower their aspirations.  For faculty, trawicallv. this Could‘
result 1 such behaviors as loss of enthustasm and poor rale-modeling for students.
Cpportunity also affects self-esteem. The mopna tend to develop more se' confidence.
more willingness to take risks. The stw*, on the other hand, tend to lower their |
welt-esteem, to see and use fewer skills, to become cautious and conservative, unwilling
to take risks. A third impact opportunity has is on people’'s sense of cannection to
work. The = pmy hecome strongly work-cngaged. Styoknest breeds the feeling that
hard work 1s not necessarily going to accomplish anything, so the ~4u ¥ often disen-
gae, causing high turnover in some administrative 1obs, or the need tor nsychological
cecine. Many people who become imaginary drop-outs symbolhically retire on the job
white holding down A safe position, or they seek growth outside the mstitution through
professional  association meetings or consulting. A fourth consequence of stucknegs
nvolves relationships.  Whereas the moning are hkely to keep therr political alliances
Alive and remain concerned bou! larger issues in their organization, the stk tend to
fall hack on protective peer groups or outside sources of esteem.  Fmally, stuskness
also tends to affect how people handle their grievances or dissatisfactions. The moving
are lLkely to engage 1noactis constructive forms of protest: the atu -k may instead
turn 1nto the petty gripers from the side-hnes, the subtle saboteurs who knock down
cvervhody else's constructive adeas but do not have any ideas themselves.

Power. The second basic set of issues concerns power: the capacity to act, to
set things Jone. The essence of organizational power lies 1n having open lines to
Feaonrees, information, and support. Power is often structured informally as well as
formally, corresponding not to iobh title or level but to network position and relevange
to important 1ssues.  In times of decline a sense of powerlessness begins to pervade the
vhole stitution because stipphes and support are less available: and people lack suf-
i1ont control over their environments to get the resources to generate action.
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Three aspects of jobs help people accumulate institutional power. The first is
flex'hl'ty--the 10b permits aftivities that enable people to exercise discretion, to plan,
when

to nnovate, But in times/ esources are no longer available to innovate, more
people hecome administrators of the routine. The second aspect of 1ob activities that
helps people become powerful is their visibility . Contributions that can be measured or
identified make it possible to single out “ndividuils as responsible for contributing to

the lLife of the institution. But, in larger institutions, nany administrators and faculty
may not be known, to one another. Accomplishments tend to be buried 1nside a single
department. A third criterion for power in the job is relevance--the activities must be

relevant to solving pressing problems of the institution.

The political side of power is also important. One source of such power is spon-

sors who give power by giving advice, information, encouragement, or reflected status.

Ley serve to deflect criticism; they run interference, handling people trying to block
one's creative ideas. They may provide a chance, hiring one for anticipated rather
than demonstrated skills, providing him/her endorsement and inside information about
the 1nstitution. Sponsors are especially important whern job evaluations tend to be sub-
tective. Unfortunately, the very informality of spansorship makes it accessible only to
some people. Most organizations do not have routine ways for tunior people to come
into contact with more senior sponsors.

Power, like opportunity, is important for behavior and attitudes. The powerful
usually get more cooperation more easily. The powerless get resistance and complaints.
Thus, some of the negative consequences of organizational powerlessness are petty tyr-
anny or domination, the tendency to be too controlling or to reward mediocrity rather
than talent. Faculty who feel powerless are likely to turn down a potential superstar
for teriure because they feel threatened by the implied comparison. Powerless super-
visors tend to hold back their people rather than reward innovation and risk-taking.
Powerless administrators also tend to become territorial. They may find a turf, stake it
out, and compete with all other te-ritories in the organization--c.g., pulling back from
interdisciplinary programs.

Becoming Unstuck. The challenge s to #ni ways to enhance opportunity and to
ompopder more people ‘n Tnstitutions that are not likely to be growmg. There are
numerous ways of achieving job enrichment'’

o Clarified caree: paths, attainable next steps in a career chain

o Developmental activities thar deepen the sense of mastery of job-related skills

o Job sharing and 1cb rotation to "expand" the number of possible opportunities

o Lateral transfcrs and other ways to build bridges between departments

o More frequent and explicit use of temporary assignments, outside service, etc.

o Involvement of more layers of the institution in goal-setting and planning

o Systems for internal proposals on relevant, pressing problem areas on which teams

of faculty and staff can work

o More explicit recognition and publication of the work of administrators

o Attention to building relationships among more senior and more 1unior personnel

o Formal reward and recognition for those who are good people managers.

Academic organizations can create more opportunity and power so that they can

unglue the stuck and empower the powerless. They should do so in the hope that even in

times of economic uncertainty, colleges and universities can be exciting places to work,
places that are vital and alive because their people are also vital and alive.

Rosabeth Moss Kanter
Department nf Sociology
Yale University

For further information
Kanter, Rosabeth Moss. "Quality of Work Life and Work Behavior in Academia,"

National Forum, Fall, 1980,

Karen Watkins, Editor
*March 27 1981 Vol I no 9

Innovaiten Abstracts s 4 publication of the National Institute tor Statt and Organizational
Development, EDB 348, The Univeraity of Texasat Austin, Austin Texas 78712, (512)471 7545
Subscniptions are available to nonconsortium members for $a5 per year Funding in part by the
W K Kellogg Foundation and the Fund tor the Improvement ot Post-Secondary Fducation
losued weekly when classes are in session during fall and spring terms and monthly durnng
«ummer months Second-class postage paid at Austin, Texas, 156N 0199-106X

1 The University of Texas at Austin, 1980

further duplication s permitted oniy by MEMBER institutions for their own pervonne!

22




‘JAK National Institute for Staff and Organizational Development
) North American Consortium

_ o I _ . e )

Vol Hil no 10 BRINGING THFM BACK--BY PHOMNE

We first called them "the vanishing students." They wer« the students who en-
rolled in our classes, attended for a few times, and then were gone. No notice of
intent, no otficially completed withdrawal form, no trace. In the 1977-78 academic
year. 60% of the full-time students who enrolled for the fall quarter had left our
college by the end of the spring quarter. We estimated, conservatively, that about
three-quarters of these were "vanishing students." Our concern was real--
pragmaticallv because that meant each year a few hundred dissatisfied customers re-
turned to a district in which voters must pass an annual tax election for the college,
professionally because of the human and intellectua! waste represented by those dismal
statistics. We were not much comforted in learning that those attrition figures wer.
not unusual for community colleges nationwide.

The faculty and administration of Central Oregon Commu’dnity College set out to
improve its student retention, Among the methods and techniques we tried was one
which we called the Follow-up Desk. The principle behind the Follow-up Desk was
basic: before a student's absence hecomes excessive, (s)he should receive concerned,
personal contact from the college. The message to be delivered to the students gen-
erally would (a) express concern over their absences, (b) inquire about any barriers
which might be kceping them student from returning to class, and (c) emphasize the
importance of regular attendance. The tone of the message was to be friendly: how-
ever, the emphasis was not to listen to excuses hbut to get students back to class
immediately. If significant barriers to a student's returning to class did indeed exist,
the student was to be put in contact with someone at the college who could help with
solving personal, financial or transportation problems.

The principle of making personal contac: hefore a student's ahsencts became
excessive was not universally accepted at the college. Some instructors were uneasy
at the idea of personally calling absent students. Rerenns included instructors' think-
ing they could no* communicate effectively by phone, believing that they were too
busv to make such rhonc calls, and feeling that the process was somehow demeaning to
them. Several irstructors worried that studemts would regard such phone calls as
interfering in their lives, and there existed a widespread feeling that college students
are adults responsible for the consequences of their actions and that college instruc-

tors should not be truant officers. Whether or not one agrees with these rcasons,
they were voiced by respected instructors much concerned with excellence in their
teaching.

We asked all instructors to accept this approach on at least an experimental basis.
Given the many sincere obiections however, the question of "Who should make the
personal contact?" also became important. We believed the critical element was that the
student be called. Whether the instructor made the contact or the person staffing the
Follow-up Desk made the contact was not important.

Procedures are simple. Phone numbers are included on the initial class lists.
When an instructor determines that a student's absence is excessive, (s)he either calls
the student or contacts the Follow-up Desk with the necessary information. If the
latter, the Follow-up Desk calls the student. If the student cannot be reached by
phone, either the instructor or the Follow-up Desk sends a letter to the student.

| _ | :
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Though no phone conversations are identical, a general pattern does exist. The
caller identifies (h)himself, notes that the student has missed class enough for the
instructor to be concerned about (hlhis success in the class, and inquires about what
problems would keep the student from returning to class the very next class period.
If a student, as often happens, gives a series of reasons for (h)her absence, the
caller is empathetic but does not verbally judge the reasons to be good or bad. We
want the student back in class mmediately and, at the moment, wish to work with
(h)her only in whatever problem areas arc keeping (h)her from returning immediately.
Throughout the conversation, what is said to the student is guided by a single under-
lying principle: attending class regularly is critically important.

Our 1980-8]1 retention figures are considerably better than those of a similar
study run in 1977-79. Our freshman-year retention rate improved by 62% and our
entering-freshman-to-beginning-sophorore rate improved 222%. One set of statistics
does not establish much of anything, of course, but the general feeling is that the
efforts of faculty and the Follow-up Desk have contributed signiticantly to this im-
provement. .

We've learned several things.

First, the time that 1t takes to make the phone calls is not as burdencome as we

believed it would be. We've found that the most efficient times to call students

are between 7:30 and 8:15 in the mornings and around supper time. We do rouse
students from their sleep, but that's not all bad: there seems to be a special

- emphasis in an instructor's voice heard on the phone that early. Besides, early
contact allows for plans to be made for the student to return to class that very
day.

Second, we've not found it necessary for faculty to coordinate their calling. Since

students who are absent from one class tend to be absent from most of their

classes, we initially worried about the cffect of a barrage of phone calls. A

barrage there may be, but students apparently do not resent it. In such cases,

the reinforcement is dramatic.

Third, students with genuine problems which keep them from attending class

regularly are put in touch with persons or agencies that can help them solve

those problems. Frequently, studerts do not know that help exists, or if they
do, do not know how to make the necessary contact.

Fourth, a large number of students who would otherwise have vamshed do return

to class.

Fifth, and most important, students appreciate--are cven amazed--at the instruc-

tor's concern evidenced by the phone call.

The worry that students would resent the interference in their lives was un-
founded. Only a couple of times have instructors been told not to interfere in a
student's life. Frequently, students have expressed amazement that anyone cared
about their success enough to take the trouble to call. Occasionally the thanks are so
effusive that they are almost embarrassing. Though few faculty would say that they
thoroughly enjoy making the follow-up phone calls, most agree that the experience is
not at all unpleasant, due to the students' positive reactions.

The Central Oregon Community College faculty and administration are pleased with
our follow-up efforts, not only because our efforts are an important factor in keeping
our enroliment from declining, but because they often result in more students receiv-
ing the benefits of the education and training we can offer them.

) John Weber
Dean of Instruction
Central Oregon Community College
Bs‘nd. Oregon

For further information contact the author.
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_our perspective of the nature of learning.
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"Obstinate" students simply have not learned what they were supposed to, when
thev were stupposed to. The most significant student learnings Lane not been pre-
dicted, managed, or measured. At first, is surprised me. T am mow convinced 1
was surprised because 1 was looking for something else. 1 believe ~v « xpectations
were formed by the dominant scientific myth about how people learn, Aerived for the
most part, from rescarch on rats, pigeons and babies. i
EXAMINING THE DOMINANT MYTH: The following are a few orgamzinlt &ssumptions.
derived from "scientific" learming theory, that may limit our perspective and our pro-
grams.

1. Learmng is linkar and sequentiai. A pigeon learns to .discrimmnate color by being!

reinforcegl on simple discrimination tasks and gradually, by successive approximatior

working up to the more complex tasks. If people were pigeons we vonld design, wur- |
" ricila that place students on an assembly line of courses and experiences, expecting
them to take one step at a time, accumulating complexity on the wav. We certainly
would not ask them to experience the same*event more than once n Jifferent contexts, |

and we would ignore that "growth and regression st might be intertwined in such a
way that one step forward might require several steps backward." (Seashore)
2. Learming is molecular. Our pigeon learped to peck by gradually associating mus-
cular movement with reinforcement. If students were pigeons, we v onTd design educa-
tional programs on the assump’ 7N that competent graduates of our Hrouram had acdded
emall bits of knowledge and skill to their knapsack until they were almost full.

1. Learning 1s an individual affair. The pigeon learns alone 1n the hox. lLearning 1s
varniilp 15 pig

a n\armngvmonrof neural connections beneath the feathers. If our s#udents were
mgeons, we would focus our mator attention and energy on the instruction of individ-
uals, ignoring the context of the educational experience. We wou'd ighore the fact
that all of our learnings are interactive, that our mind is located somewhere between
s and another person or obiect, that the most frutful exploration of how people learn
s in relationships and the educational context, not in glial cells.

4. lLearning is in the hands of the faculty. Our pigeon is contre ‘ed hyv the person
pushing the 'r—r‘in_f()r—'(v*ane-ﬁ—t‘mltﬁn—.—_—\\—lhat students need to know and how they need to
loarn 15 assumed to be under our control. It should not surprise us to repeatedly
qiscover that "none 1s apathetic except in the pursuit of somcone else's goals.”

5, Learning 1s rigorous and precise, a demanding discipline. For our pigeon, preci-
sion and long work are the keys. But human learning is like breathing, one of the
mnst natural processes given to us. Unlearning is the difficulty.

t. Learning results in predictable, definable, behavioral outcomes. We can precisely
chart the number of misses our pigeon makes in a given unmt of time. We can also
hrecisely determine, ahead of time, our criterion of performance when we can say the
pigeon has learned. If our students were pigeons, we would beheve that we measure
whether and what students learn, and that we measure what is important, ignoring the
"covert” curricalum and other trivia that may have more to do with ultimate success
than our preconceived outcomes. Students may learn more about how they are taught
than what they are taught.

AN ATTERNATIVE PERSPRCTIVE: The propositions that follow are offered to broaden
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1. Learning is human change. Effective programs enable their students and faculty t
develop. If concepts and skills are truly integrated, they result in personal, affec
tive, conceptual and behavioral change. . Human change-is not easy; it is not merely
matter of accumulating new concepts. I know of no studies that emphasize the emo
tional turmoil a rat went through in learning a new map. )

2. Learning is holistic and transformational. Cognitive, affective and behavioral map
are like ecological systems. Students arrive in our programs with elaborate map
about the nature of reality, themselves, others, their skills. We do not change on
part without affecting all the other parts. Reorganization of whole systems is trans
formational, not incremental change. .

3. Learning is circular. We often have to return to what we once "knew" in afder t

recognize it.  In a much larger context, T. S. Eliot said it: "We shall not cease fror
exploration and the end of all our exploring will be ito.arrive where we started an
know the place for the first time." ("The Four Quartets")

4. The context of learning is critical. People learn in relationship. The "atmosphere
of the classroom, the mode of instruction, the relationships between students and th
student's relationships with people outside the program all impact on learning.
5. What is learned is dependent on the learner. We easily lose sight of the truth tha
if a student Tearns anything it is because s/he is open, receptive and ready to learn
The role of the educator is ‘therefore to manage an environment within wnich student
will allow more_information.
6. Learning is easy Learning is one of the most natural processes in the world. W
do not have to.motivate people to learn. Our iob as educators is to not be a road
block. When shidents truly learn, they change with a resultant \geath of the ol
system. For sothe learnings the transition is casy. For others it is painful and diffi
cult. There is a period of "hanging on" to the old and familiar. Grasping, denial
anger and bargaling fina\l}y lead to acceptance. Kubler-Ross is more relevant he?
than Skinner. p , :
IMPLICATIONS FOR TEACHING: The following are i few of the characteristics «
programs that would deal with the issues of human change and unlearning.
1. Flexibility with realistic, high standarls of compe’cnee. Competency education ca
provide the necessary freedom for individual learning styles. If we can define rigor
ous goals for a program, and have clear ways of assessing them, we can grant degtee
with integrity. The student is then free to learn in any mode and at any time s/he i’
able and motivated. .
2. Support systems. Students going through the inevitable difficulties of unlearnin
need support from many sources. A program can address this issue by facilitatin
student-tg-student contact, enabling group building, and by including spouses.
3. Apprecation for and legitimization cf the unlearning process. Faculty need to b
awarc of what students go through to change. If they know, they will probably b
more hkely to have the necessary flexibility and support in their curriculum.
4. Stu lont Self-Assessment. Even though students may meet our criteria of perfor
mance, they wiil also encounter significant personal learnings. The self-assessmer
process is a way of tracking these serendipitous learnings.
5. Evaluation of the educational context. In examining the context of our learnin
environment, we need ways of knowing what is going on ‘ith the students, and stu
dents need ways of being able to influence the faculty and programs. An effectiv
environment must balance challenge and confrontation with support.

Ronald Short, Director, Graduate Center for Apnplied Studie

Whitworth College

Spokane, Washington
For further information .o '
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~

A recent article in The Chronicle of Higher Education revealed that more foreigr
students are studying in United States institutions than ever before. Of the top ten
colleges in foreign student enrollment, two are community colleges -, l.os Angeles City
College and Miami-Dade Community College. Students choose institutions on the bacis
of recommendations of friends, admissions policies, and responsive international student
rrograms which help them to quickly become members of the campus and local communi-

ty .

Yet *he presence of so many international students on college campuses has been
in some instances a two-edged sword. Students have been welcomed for the cultural
awareness they stimulate. Yet, the unfamiliarity of instructors with their backgrounds
and their behaviors has sometimes led to confrontations and frustrations.

When faculty members are asked about their problems with teaching international
. students, the following are cited repeatedly: cheating, inability to meet deadlines, poor
writing skills, a lack of seriousness about ecducation, an argumeatative nature, and
These problems are more easily understood aud con-
e varying beliefs held by different cultures.
h the learning process in significantly

poor classroom participation.
. fronted when we begin to understand th
Middle- Eastern societies, for example, approac

( different ways. .
Middle Fast -ucational systems are genevally based on memorization of facts,

authoritarian roles for teachers, and passive roles for students. This orientation is in
p

| sharp contrast to the emphasis on synthesis, application, brevity, and research emphu-
| sized in the participatory classroom methodologies of our educatinnal system.

| Personally, Middle Eastern students may have a different orientation toward time,
a preference for dependence over independence, 1or group riembership versus individ-
! p p g
|

uality, and may exhibit a need to save face at any cost to avoid shame. All of these
attitudes produce behavior which may not be easily understood by a United States
citizen.

. Comments by Middle Eastern students best illustrate these values.

i Time

; "It doesn't make sense to make plans too far i
] what will happen.”

|+ "I was out of breath a whole year ijust trying to
| system in the U.S."

Dependence
"T_dress and act the way my parents expect me to, bt * if I know it will not hurt

them, I act and dress the way I want."
"If 1 try to make my own decisions wit
[ am acting irresponsibly.”

(iroup Orient: _ion

. iTrving to be the smartest in the class would cost me my friends."
‘ "If a friend dropped in unexpectedly, I would stop my work--even if it were very

important--to talk with him and offer him refreshment."”

( Avoiding Shame or Saving Face
‘ ‘ " never talk ahout my problems or failures with my friends because I don't want

L- them to think I am weak."

n advance because you never know

keep up with the industrialiced

hout consulting my parents, they feel that

r-
The Uninersity of Texas at Aushin STUDENT SKILLS, SOC () '

A Program in Commumty College Lducation
FDB M8 University of Texas, AustintTexas 78712 2




"If I feel that I have been insulted, I must react or I am not a man."
"Honesty is not good when it hurts someone's feelings."
"Learning by doing is too risky and inefficient. We may look foolish. It is
better for the teacher to tell us the right way to perform."
Sha .e and Group Orientation

" asked him to help me write my research paper because I thought he was my
friend."

Two of the more pressing and frequent problems facing instructors working with
Middle Eastern students concern cheating and grading practices.

Cheating. In Middle Eastern cultures, a friend and a stable peer group are
valued above western-held insti*tional values. If a friend asks you for the answer to
a test question, you give it to your friend because you have the obligation to meet
another's needs. As a member of a group of friends, you do little to set yourself
apart from the group. Being the smartest in the class could mean the loss of friend-
ships since competition and individual achievement are viewed as destructive behaviors.
Here are useful preventative measures:

. In the first class meeting, explain cheating as explicitly as possible.

2. Using the value placed on group approval as a starting point, explain cheating as
an act which takes away from others.

3. Confront a student who is cheating in class as subtly as possible so that the
student is not shamed before his peers. Some instructors simply note point
deductions on students' papers while walking by their desks during an ex.am.
Grading. Grades are another area of misunderstanding. The student has prob-

ably come from a system which tests annually and uses that one test as a measure of

achievement. The student is now part of a system in which frequent exams, averages,

- and demonstrated progress in understanding concepts are all combined to create =2

grade. The averaging process is a new experience. Perhaps the following process

will promote understanding of American grading practices:

1. Distribute a sheet covering your ‘grading criteria,

2. After a midterm exam or a series of quizzes, walk your students through a prac-
tice exercise using a worksheet which lets them fill in their previous grades.

3. Show them how tests, papers, and projects are point valued. Make clear that an
"A" and a "C" can average to a final grade of "B."

4., Emphasize that a rational process is used to determine their grades.

If you find yourself in a discussion with a student about a grade or regulation,
begin your response with statements of reason. Conclude your response with a firm
and final decision. Argumentativeness creates problems because it leaves rccm for
compromise, and the instructor appears less than an authority. Justify your decision
with facts and avoid any indication of having ma-de an arbitrary decision.

Middle Eastern students are only one of a number of cultures represented in our

classes. But this culture helps us examine how the values behind the attitudes and
behaviors of students lead to behavior which is sometimes the opposite of our expec-
tations. Recognizing these underlying motives among international students helps us

better manage instruction and promote learning among culturally diverse students.

Gail Beaty, Staff Development Specialist
Sharon Foerster, Adjunct Trainer

For further information contact the authors at the National Institute for Staff and
Orgzanizational Development.

Karen Watkins, Editor
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USING POSITIVF LANGUAGE FOR LEARNING ;
I
Donald W. Felker wrote Bulding Positive Self-Concepts, published n 1974, to |
imstruct teachers to help build positive self-concepts in their students by modeling
certain behaviors.  While the book focuses on self-concept development from infancy to-
adolescence, 1t contains vems of information that are helpful to the adult tevelopmental
educator. :
I :lker believes that the e is a strong positive correlation between celf-controlled |
hehavior and self-concept development, ani the lriguige e 14 *he heart of that.
aamn, T1tion. Tt is language which first draws meaning out of sensory data and gives
us the tools with which to abstract, to speak of rdeas.  The abstracting ability and
resulting "inner speech” that develop become a self-referent language and a means bv
which we can control behavior or, T would suggest, ~viuzt »r al+u (sensory data).
1f language 1s the key, what are some practical wavs ycu as an adult develop-
mental oducator can utilize language to help students develop control of their behavior
and b.ld positive sclf-concepts®  Since language draws meamng out of sensory data,
one of the first things you can do 1s to assess whether or not your students are
-ensorily responsive or even sensorily aware. Ask students to describe sensory
reactions to some aspect of the learning environment--such as the room. Deal with one
sense at a time. Then encourage them to add two, three, four or more reactions to
that one sense. As they compare their awarenesses with thosce of other students,
" assure them that their perceptions are valuable. As soon as students have become
comfortable with their ora; reactions to th- ~nvironment, have them reconstruct then
responses in  written form. Accept lists, sentences, any effort that ends up on
naper--and praise the effort.

USING LANGUAGE TO TFACH SELF-DIRECTED BEHAVIORS

There are oth.r ways vou can positively »mphasize the relationship between lan- |
guage, solf- ntolled hehavior, and positive self-zoncept.  Four of Felker's Keys to
Better Seli-Coneeot, moatfied and expanded for the adult developmental educator, are
offered here as sreestions.

Teachers, praise yourselves. As you give in~tr actions for a task to an individual
or a group, talk through what you are doing as you do it, and state positive feelings
as they occur to you. For example, 1f T am modeling effective skimming and scanning
atudy techniques for a student, 1 might say, "When I can find the answer in twenty

" geconds, 1t is satisfving. This was always a hard subject for me."

Help students evaluate realistically. .or a time, try evaluating all work verbally
rather than by assigning number or letter grades. Point o1t specific strengths of the
work and indicate its relationship to the student's most recent past performance.
Require revision as seems necessary, concentrating on what you as a professional
" helirve the student is capable of doing. Create parameters by describing exactly how
© you expect him or her to complete the task. For example you might say, "When you

factor thes  next two equations, draw arrows o skow m> how you're applying the
« FOII. technique."
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Teach students to praise themselves. Felker says that this is the most important
aspect of self-concept development, for it removes the need for any externa. reinforce-
ment. Here, you can really tap the benefits of positive language. :

I will never forget the reaction of one student when she asked me to evaluate on€
of her paragraphs. I began by asking her to tell me what she liked about it, and
without looking at her writing, I turned the paper over and wrote "Good Things" on
the back. I waited. The student looked startled, bemused, frightened, and then

thoughtful. "Well," she began, her voice was low and trembling and she wouid not
iook at me, "I guess I can spell okay." I wrote "Spelling" and waited. "I can write
neat." Her voice was stronger. I wrote "Neat Writing" and waited again. Now thls
middle-aged woman looked direct:y at me and almost smiled. "I like my topic."

added that to the list of good things. Then as I read her paragraph, I reinforced hef
evaluation by using some of her words, by adding some of my own, and by offering
some suggestions for <imple revision. The language of evaluation originated with the
student: she had controlled behavior not only by producing the paragraph but by
responding verbally as part of the effort. As a teacher, I had required only that the
language of response be positive.

Teach students to praise others. We model this last suggestion when we publicly
praise the efforts of our students, thus creating an atmosphere for positive expres-
sion. Once students are comfortable with and confident about praising themselveg
pair those working on the same or similar assignmerts, asking each to list two or three
positive aspects of the other's work. You might get a response such as, "His answer
isn't right, but he has the right idea." Here you can offer more positive reinforce-
ment by talking through the importance of understanding the process in writing

Require this pairing, changing partners when appropriate, until students spon-
taneously offer praise to their colleagues. It will occur. Thinking, talking, and
acting positively are all normal human activities. It is our job as teachers to uge
language with our students in ways that encourage them to engage in these activities
and to enjoy the resulting development of positive self-concepts.

Lynn B. Burnham
Communications Learning Center
Spokane Falls Community College

For further information

Felker, Donald W. Building Positive Self-Concepts. Minneapolis: Burgess Publishinj
Company, 1974.
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Vb e 1 OUVALETY IN UNDERGRADUATE PROGRAMS

Historic ' lv when we have talked of qualitv, we have spoken of excellence--unbri-
dled excellence.  Ouality 15 1n this sense of the word » single, unwavering standard
Ly which a!' undergraduate programs can be evaluated.  But quality 1s also a relative
phonomenon.  More than ever before we recounize diversity--in people, schools, and
nrograms. We do ot expect to use the same standard of excellence for judging a
community callege and a4 research university.  In this respect, quality is a measure of
the best a particular institution s capable of achieving. My basic premise is that all
under rradiate nrograms must have a certain universal quality and a certain individual
quality. Neither alone iz sufficient.
Quality: What Should be Expected of 1”7 Undereraduate Programs

There 15 enormous varation in tnese programs. Yet they typically consist of the
same five eloments: 1) admissions--a mechanism and criteria for enrolling students; 2)
instruction--1 faculty and a formal conrse of studies; 3) support services--activities
needed to advance nst. uction such as compensatory education and advising; 4)
evaluation--a moethod of gauging student progress: and 5) certification--one or more
Adegrees.  There are, of course, excentions to this pattern. Nonetheless it is in these
five constitient elements of the program that there must be a common level of quality.
And anv crrriculim that fuls to achieve this minimum level of excellence cannot be

regarded as a quality progran.  The following are excerpts of the standards that
miuht be exoected of all programs leading to a degree.
Admssions:  Fach collese should have a publicly stated admissions policy and

vimit onlvy thooe <tipdents with the potential to complete a particular program with the
assistance  of 1" avarlab'e anstitutional  resources e.g., compensatory education) .

Instr 1ction: Preuprams  shond he offered onlv in the areas where adequate
recoinrcns ToooT, staft, faahties, money) are avatlable,  They should be current, com-
Slete,  coherent, and  commensinrate with oaccepted  standards of degree study; all
Cotrars of otdy limted m o t1 college catalogue should be open to all students, unless
coeetfle restrictions are note ltoadl classes listed an the college catalogue should be
offered periodicallve ' courses offered should be comparable to  their catalogue
desceriptions,

Support Services:t  Sapport services chonld be comparable in number and nature
with The programs the collewe offers and the characteristics of the students it admits;
comprnsatory services should be available to all students lacking the ability to complete
Institutional requairements at the time of admission.

Evahiation:  The nrimaple of academic honesty should be embraced and enforced:
atudenta Shoutd be dismissed only for appropriate, clearly stated and specific causes.

Cortifieation: The meaning and siznificance of an institution's degree should be
clearly atated: the standards for earning a degree shnuald ke the same for all students,
eveen 1f the paths to attaming a degree varv from person to person.

Ouahity: What Shonld be E\(P('ctrd of ¥k ('n%;r_g_ra«]uutv Program

The nnivereals vsted above are casential for quality, but they are not sufficient.
A 1 4 veoattee phenomenon, roote o the mdividual college,  which differs from
every other schoo' o the country in manyv ways. The highest quality program any
colleae can adapt 1s that which conforms best to 1ts own situation.

The T nnversity of Tevas ot Austin PEANNING SO ()

Prograny i Commurity Collepe Fdavation
FDB A% Unoversaty of Texas Mot Teaas T8712

e




Every college should have a set of outcomes that it expects its students to
achieve--that is, a vision of what a graduate of the college should look like. The
undergraduate program needs to be a reflection of that vision. Consequently, an
essential aspect of quality is the degree to which the curriculum is consistent with and
achieves the desired outcomes. To accomplish this end, a program must be geared to
the abilities and needs of its students. This means, for example, that if two colleges
desired precisely the same outcomes of their graduates but enrolled different student
hoches, they might require different programs of study. Quality also requires a
college's undergraduate curriculum to be consistent with the training and interests of
its faculty. A third quality requirement is that the program be consistent with the
resources available to the institution. A fourth and final element of curricular excel-
lence is compatibility with the mission and traditions of the college. Too often Ameri-
can colleges and universities concentrate on the process of building a curriculum and
ignore the purpjs2s for building that curriculum. What they lose as a consequence is
meaning and quality.

Quality: What It Is Not

T have found over the ycars that many of the things I believed to be funda-
mental, even intrinsic, to quality were not. Six stand out. The first is that money is
excellence. Howard Bowen reports there is "a rather indistinct but positive relation-
ship between institutional expenditures for education and outcomes in the form of value

added." But at the same time he finds that "affluent institutions could perform as
well, or nearly as well with less money, or that many institutions could achieve greater
results with the same money." In short, money helps, but cash is not quality. A

second belief of this type is that quality is sky high admissions standards. But this
belief confuses selectivity and excellence. A third opinion is that quality is vested in
a particular type of institution. But one is not better than another; they are simply
different. A fourth myth is that one course of study is more excellent than another.
Traditionally, it was held that the liberal arts were the cream of academic studies.
Today vocational subjects are being touted as the only sensible courses while the
liberal arts are being dismissed for their impracticality. Yet, neither is of higher
quality than the other. ‘foreover, the separation is absurd. The two work together
hest in tandem. In any case, saying one course of study is more excellent than
another confuses quality and utilitarianism. An additional misconception is that one
form of instruction is better than others. Most people believe that small classes are
superior to large ones. A number hold that teacher-taught courses rival machine-
taught classes. A great deal of research has been done on the subject, and the
reality is that small classes and teacher-taught courses are better for some students.
Sixth and finally, excellence is not the product of a whole host of unintended educa-
tional outcomes. Most assessments of the impact of college on students end with a
laundry lst of ways that the college-educated differ from non-college attenders.
Results maintaining that college graduates live longer, make more money, and like their
work better are consistently r-ported. But it is as absurd to evaluate baccalaureate
vxcellence in this manner as it is to evaluate dentists' competence on the basis of the
magazines found in their waiting rooms. Quality is not a measure of everything and
anything a college does that is beneficial. It can and should be more narrowly
defined.

I am proposing that we establish a floor for quality through the universals
cxpected of all institutions while allowing each college or university to create its own
ceiling.  This system will allow quality to flourish.

. _ Arthur Levine, Senior Fellow

== =" Carnegie Foundation for the Advancement of Teaching

For further information

from a paper presented at the Conference on the "Quality of Baccalaureate FEducation:
Fxpectations and Measures," Februarv 4-A, 1981, Austin, Texas.
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Vol. III, no. 15
FEEDBACK AND CALIBRATION: THEIR SIGNIFICANCE IN EDUCATION

We educators tend to be a trendy bunch and borrow from science, engineering,
politics, and business those terms which seem to suit our needs. Frequently, how-
ever, we distort the original meaning of these terms and get results that the orig-
inators wouldn't recognize. Let me remind you of some recent terms such as "systems
approach" and "flow charts." Perhaps enough said...?

"Feedback" is a term from sound systems. If the volume of a loudspeaker is too
high, the microphone picks it up and develops a loud howl heard throughout the
auditorium. When this happens, there is a mad rush to correct the problem--volume
turned down, microphone switched off, cords uncoiled, or whatever. So, feedback is
an ‘nstant, ‘ust-as-it's-happening response to an error condition.

"Calibration" is an after-the-fact adiustment. You may, for example, receive a
set of photos back from the printers arnd discover that they are too light. On your
next roll, you carefully reset (calibrate) your light meter to slightly reduce the expo- |
sure. Of course, calibration for the next roll of film doesn't correct the problem of
what went wrong with the last roll.

Let's consider an example from ballistics. A rifle has been purchased and is set
up on a special bench where it is rigidly attached. A series of rounds are then fired
and a study made of the resultant pattern of holes: the pattern can be too high or
too much to the left or right. The rifle sights are adjusted and more rounds fired
until the sights are calibrated to the limitations of the weapon.

The target shooter then uses the cross hairs to get continuous feedback from the
target. When he (or she) is lined up perfectly the weapon is fired, in reasonable
confidence and belief that the weapon has been properly calibrated.

Now}, how can we introduce these elements into our classes? A few suggestions
on feedback:

i 1. Make more use of open book quizzes. Give the students quizzes that they can
answer from handouts, class notes, or texts.

2. In math (or other problem solving) give the students the answers. If possible,
also make partial answers available. Here is a math problem. Anyone who
atteripts it (including you) will immediately know whether the answer derived is
right or not:

i. Write down any three-digit number (such as 467).
‘ ii. Make it into a six-digit number by repeating the three digits (467,467).
1 1. Divide this number by 7; divide the result by 11; and divide that result by
‘ | 13. If you did it correctly, you'll KNOW you have the right answer.

Fhe Univeraty of Texas at Austin STRATEGIES. SOC ]
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Another important idea is to improve the students’ calibration of their efforts by such
procedures as:

1. As each student completes a test, provide an immediate copy of the correct answers;
or, go over them immediately.

2. If giving an essay exam, provide students with a large number of essay questions
to answer and check out ahead of time. The actual test questions you use can
even come from these...

3. After students take a test, require them to correct every item with an explanation
of why the right answer is right and the wrong one wrong. Too often, when the
instructor grades a paper and the student reviews the grade, both are through
with the test. Maybe that really ought to be the beginning...

come further applications of feedback and calibration:

1, No matter what you are saying or doing in class, consider allowing a question
about the topic being presented to be ALWAYS 1n order.

2. Recognize that when a large percentage of the class does very well (or fails) that
you, too, may be doing very well (or failing).

3. Set standards for success. (Whenever less than 70% of my students are success‘ul
in mastering a concept, 1 feel obligated to re-teach that idea and re-test the
students next time. Yes, all through the term my tests get longer and longer.)

Let's forget the phrase "instant feedback." Feedback is instant; if it's not instant,
it's not feedback--maybe it's calibration.

David V. Jenrette
Editor

For further information

See LIFFElines published by the Faculty Resources Department, Miami-Dade Community
College, North, 11380 N.W. 27 Avenue, Miami, Florida 33167,

Editor's Note: This is the last of our weekly Innovation Abstracts. The Abstracts
are published once a month during the summer. Weekly publication will resume with
the resumption of classes at The University of Texas the third weck of September.
Have an invigorating summer!

Karen Watkins

Karen Watkir<, Editor
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: DISABLED STUDENTS: SOUTHEASTERN COMMUNITY

COLLEGE VS. DAVIS !

1973 to legally insurc equal rights for disabled citizens and to encourage equal
opportunity for the disabled in education, employment, transportation, housing and
other facets of daily living. Section 504 of this act grants disabled persons the !
rights given members of racial, religious, and nationality mincrities by the Civil
Rights Act of 1964. In fact, the language of the section referring to disabled |
students, with its most recent amendments, closely tracks that of the other civil |
rights legislation.
No otherwise qualified handicapped individual in the United States... &hall,
golely by reason of his or her handicap, be egcluded from participation in, be ‘
: Jenizd the benefits of, or be subjected to diserimination undep any program or
| activity receiving Fe leral financial assistance or un i2p any program or activity
~ conduntai by any Executive Agency or by the United States Postal Service.
Section 504 applies directly to our institutidns of higher education, and we

!
l
l
{
|
E In recent history, Congress has passed and amended the Rehabilitation Act of
1

1
i
i
i
!
i
!
i
i

need to be awate of its implications. This historic legislation is leading to
increased court action on behalf of the disabled. In 1979, the Supreme Court ruled

!
impaired student, sued for admission to the college's nursing program. The media |
interpreted this decision as a great blow to the civil rights of and equal access for |
disabled people, but in fact the decision is a narrow one, interpreting only specific !
aspects of Section 504. A closer look at the case will suggest its future impact on !
admissions policies. :

Frances B. Davis, a certified licen.ed practical nurse, was enrolled in the
Parallel program at Southeastern Community College, a public institution receiving
federal funds. Ms. Davis, in hopes of attaining the Associate Degree and thereby |
qualifying for state certification as a registered nurse, applied to the narsing pro- !
gram at Southeastern. During the interview, she acknowledged a history of audi- |
tory problems and indicated her dependence on a hearing aid. She was advised to
consult an audiologist who recommended a change in hearing aid. The resulting

i improvement in hearing did not, however, enable her to discriminate sounds suf-
. ficiently to understand normal speech. She would have to continue to depend on
| her lip-reading skill. : ;
| Subsequently, Southeastern determined not only that this disability would make |

- B ‘ it unsafe for her to practice as a nurse, but that it would be impossible for her to l

|

I

I

i

|

1

1
"‘ in favor of Southeastern Community College when Frances B. Davis, a hearing

1

|

|

I

!

t

|

participate safely in ‘he normal clinical aspects of training. The college stated that
it would be impossible for M~ Davis to benefit fully from the nursing program.
After reconsideration of the decision at Ms. Davis' request, the entire nursing staff |
of the college voted to deny her admission. At that point, Ms. Davis filed, main-
taining her constitutional rights, equal protection, and due process had been
denied. After an appeal and decision by a mid-level federal appellate court, the
Supreme Court resolved two issues regarding the rights of the disabled through

’ | their findings.
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The Supreme Court interpreted the phrase in Section 504 which rcads "other-
wise qualif.ed handicapped individual" to mean a person who meets all of a pro-
gram's requrements in spite of their disability. Its opinion merely authorizes
universities and colleges to use physical qualifications that are essential to par-
ticipation in their programs as admissions criteria. However, the Court made it
clear that "mere possession of a handicap is not a permissible ground for assuming
an inaoility to function in a particular context.” Basically, the decision indicates
that the ‘"other" qualifications as mentioned in Section 504 do include necesscry
physical qualifications which a disabled person might be required to possess. In
Davis' case, the Court found hearing to be necessary for the nursing progr.m and
indispensable for professional competence.

The Supreme Court also ruled that no p:irt of Section 504 mandates that
colleges receiving federal monies must undertake affirmative action for disabled
persons. Institutions do not have to seek out and actively accommodate individuals
with disabilities, but they do have to treat those who are qualified in an equal,
evenhanded manner.

In this landmark decision, the Court emphasizes legitimate physical qualifica-
tions. Institutions are aliowed to recuire only those qualifications related to valid
institutional goals or putposes. They must avoid imposing arbitrary physical
requirements. At the same time, the Court has not indicated a standard for deter-
mining the legitimacy of stated qualifications, and existing standards may be tested
in the courts in the future. '

Although the decision of the Supeme Court against Davis may seem to be a
substantial defeat for other disabled people seeking equal access to education, it
must be remembered that Davis had noi presented a good factual record of her
qualifications to eventually practice nursing and that the decision "...clearly allows
other handicapped persons to receive relief in the future." The Court recognizes
the possibility that refusal to modify an existing program (by providing appropriate
auxiliary aids, for example) might be unreasonable and discriminatory and recog-
nizes that future technological advances in treating disabilities may render past and
present requirements and practices discriminatory. Always, the key is the relation-
ship between the disability and the skills necessary to participate in a program.

For example, it probably would be impermissible to exclude an academically qualified
blind, deaf, or mobility impaired person from admission to law school or to exclude
a person in a wheelchair from a medical technology program since minor adjustments
in the lab would enable the qualified individual to perform his/her job effectively.

The Rehabilitatica Act of 1973 and, wn particular, Section 504 mark the end of
hundreds of years of legislative indifference to discrimination against the disabled.
Although many related issues remain unsettled, the courts have begun to define and
narrow the interpretation and application of the legislation and, by and large in the
process, remove physical and psychological harriers to the disabled. The combined
effort of enforcing agencies, the courts, and most importantly disabled citizens
themselves will promote the speedy achievement of goals the Supreme Court has
described as independence and self-confidence; the feeling of creativity; lives of
high spirits, rather than hushed, suffocating silence.

Deborah Kerr, Staff Development Specialist
National Institute for Staff and Organizationa:
Development

Renea Hicks, Attorney
Advocacy, Inc.

For further information contact Deborah Kerr at the Natinnal Institute for Staff and
Organizational Development.

Ka.en YWathins, P ditor
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Postsecondary education's system for awarding educational credit and credentials
should be modified to more adequately serve present educational and social needs.
Modifying the system can help meet two pressing needs: The need for credits and
oredertials to communicate their meaning accurately and adequately, and the need to
incorporate into the credit and credential system recognition not only for learning
attained in different types of postsecondary education institutions ond diverse our-
roula, but also for learning attained in structured and nonstructured settings outeide
of these institutions. :

The present system, which dates back to around the turn of the century served
education and society quite well so long as institutions were relatively homogeneous in
the characteristics of faculties, students, courses, modes of instruction, academic
calendars, curricular anc ‘nstitutional structures, and graduation requirements.
Today, the types of instit .ons, curricula, and objectives of students are far more
heterogeneous. Access to learning has been vastly improved, and interest in nontradi-
tional education and open learning is growing. There is a sharpened awareness that
substantial educational programs of a postsecondary nature are offered by proprietary
schools, government agencies, business, industry, the military, unions, voluntary and
professional associations, and other soclal institutions such as hospitals--often with
educational outcomes equivalent to those associated with curricula of colleges and uni-
versities. Large numbers of students have had learning experiences in two or more
educational settings or in two or more curricula. As their personal circumstances and
educational objectives change, they often seek to have their learning, wherever and
however attained, incorporated into the credit and credentialing system so that they
can take advantage of subsequent opportunities without duplicating educational experi-
ences and wasting personal resources.

Recent social hanges also carry important implications for policies and practices in
credentialing educational accomplishment. Linkages between education and performance
in the work setting have become a dominant theme in public discussions on education.
As a result, society has come to emphasize credits and credentials somewhat more as
measures of a person's capabilities, competencies, and learning, and somewhat less as
accolades for educational accomplishment. Among students, there appears to be a
growing concern with how the institution's credentials will help them get a job or
pursue advanced study. Employers are becoming concerned with the validity of
credentials as predictors of performance in the work place.

With recent educational and social changes has come a natural questioning about
the significance and uses of educational credit and credentiala, Some critics assert
that credits measure little more than classroom seat time. Others disparage credits
and credentials as major obstacles to the realization of a learning socliety, arguing that
credits and credentials are antithetical to the teaching-learning process. Some contend
that credit and credentials should be awarded, not by educational institutions, but
rather by other agencies, a change that would separate the teaching and certifying
functions. Still others would abolish credit and credentials altogether.

There is much to criticise about credit and oredentials, but they do nonetheless
convey important information about learning accomplishmenta that is both educationally
and 8ocially useful. Moreover, the credit and credentialing policles and practices
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have not been unresponsive to educational and social change. For example, credit by
examination is used extensively, and procedures have been instituted for translating
extra-institutional learning into credit recommendations that can be used by institu-
tions. Yet there mremains an urgent need to further modify the credit and ereden-
tiaing system. The Task Force on Educational Credit and Credentials has prepared a
report to highlight these needed reforms. A number of the recommendations from this
report have special significance for community colleges. Some excerpts follow:
RECOMMENDATION THREE. Associate degrees and bachelor's degrees should attest to
at least the following three types of accomplishment:
1. Accomplishment specified by the awarding institution as necessary for the
development of a broadly educated person;
2. Competence in analytical, communication, quantitative. and synthesizing skills;
3. Accomplishment in a specialized area of study covering a set of integrated
learnings requiring analysis, understanding of principles that have judgmental
application, and a theoretical knowledge base.
RECOMMENDATION FOUR. Each credential-granting institution should clearly define,
to#Ahe extent possible, the meaning of the certificates and degrees it awards.
RECOMMENDATION FIVE. Institutions should give careful attention to the uee of
degree designations, to include consistent use of the terms "arts" and "sciences.”
RECOMMENDATION SIX. Each postsecondary education institution should clearly
define the meaning of the credit units it awards. Statements of educational accom-
plishment, as explicit as possible, should be made for each credit unit.
RECOMMENDATION EIGHT. Postsecondary education institutions should develop
alternative programs that (1) state requirements in terms of assessable educational
accomplishment, and (2) permit students to demonstrate accomplishment without .
reference to time-bound and campus-bound instruction and learning.
RECOMMENDATION ELEVEN., Postsecondary education institutions should consider the
needssof mobile and older adult students, providing them with sufficient information,
oriertation, and counseling on the requirements for credentials and on the policies for
the transfer of credit -and for the award of credit for extra-institutional learning.
KECOMMENDATION FOURTEEN. Credit for continuing education courses, where
standards, course objectives, and evaluation of educational accomplishment differ from
regular credit courses, should be evaluated by methods appropriate for extra-
institutional learning. Direct formula conversion of measures such as the continuing
education unit (CEU) is not appropriate. .

- RECOMMENDATION FIFTEEN. Postsecondary education institutions should formulate

their roles in recredentialing and in revalidation of educational credentials, require-
ments now becoming commonplace in licensure and voluntary certification.
CONCLUSION. Since credit and credentials reflect the programe, the requirements,
and outcomes of postsecondary education, the recommendations, if successfully imple-
mented, should help institutions communicate more clearly to others. Internaily, they
will assist in the formulation of more concrete and measurable educational objectives, in
the improvement of the design of educational programs, in the evaluation of their
effectiveneas, and in the' wiser use of educational resources.

Task Force on Educational Credit and Credentials

For further information See Recommendations on Credentialing Educational Accomplish-
ment {Washington: American Council on Education, 1978°. The excerpts are
used by permission. Due to space limitations, the accompanying commentary for
each recommendation has been omitted.

Karen Watkins, Editor
July 1981,Vol lil, no 12
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Vol Il no 18 L[STENING: A FORGOTTEN BASIC SKILL

Though an often overlooked communication skill, listening is a key to effective
learning. Reading and writing have long been considered *he prima dent » of basic
communication, but listening is the method we use most often in both sct >l and pri-

vate life. The average adult spends about 45 percent of the waking dav listening
situations, 31 percent in speaking situations, about 12 percent readir .d about 10
percent writing. In school, although lecturing is still the primary ans of teacher/

student communication, listening reccives the least amount of instructidn of all the
hasic skills. In other words, present emphasis on the four language arts is inversely
| | proportional to actual use.

St. Fdward's University has a specia’ commitment to the poor and the disadvan-
taged student and has devoted significant energy and resources over its history to
serving this population. The most common and most severe difficulties faced by these
students relate to language -skills. Thus, since research shows that good listening
skills can markedly increase a student's academic performance in reading and writing,
we added, with help from the Fund for the Improvement of Post-Secondary Education,
a developmental course of listening instruction to -our curricalum. All full-time fresh=
men who score below a minimum percentage on a required listening te-t are placed in a
. listening class.

- This one-credit course of instruction is based on overcoming scveral faulty
assumptions about the poor listener, including:

We lcarn to listen automaticaliy: therefore, training is unnecessary.
Listening ability depends upon intelligence.

Listening ability is closely related to hearing acuity.

We listen as we read.

We listen well most of the t'mo.

What we hear is what is said.

Listening is a passive action. :

The listener's personality does not affect the way he/she listens.
Listening is done with the cars only.

To teach students how to overcome these faulty assumptions, our coursce curricu-
lum is based on the students learning how to stop:

1. Wasting the differential or slack_time between speech and thought. The

———— .

v

average high school student can comp??:iwnd 400 spoken words per minute. .Since a
typical lecture is conducted at 200 words per minute, slack time occurs and the stu-
dents lose their attentiveness. Students need to adjust themselves to this time dif-
ferential in order not to experience the typical loss of 75 percent ~f everything they
hear within 48 hours. This adjustment can be made by having students practice filling
out an anticipatory list of what the instructor will say next. Students then check
themselves by listening to what the instructor actually says. If they guess right, it
will double their ahility to remember. If they are wrong, the contrast hetween the
prediction and the presentation will help the student understand why it was wrong and
also to remember the right answer.

2. B’ggg_rj_ig‘g__t_h*e__s_u_!y_gc_tupr_g(_)pic__qsi-\_lqut_g[g-jt_i_ng. If students cannot identify
immediate relevancy or interest in a class, then careful listening is not going to take
place. As students develop maturity as listeners, they will come to understand that

i e e e - . - e - e p e ——)
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few uninteresting subjects exist.  They learn that their own attitudes  determine
whether the class is interesting or not.

3. Pretending to be attentive to the speaker.  Students can become very adept at
imitating—tﬁ;—'q—i—;{nq--;ﬂ;-:ﬂt‘qlr'ﬂ-i\:wu-ss while actually being physically and mentally ex-
hausted. Nodding theirr heads in agreement or establishing eye contact are techniques
of simulating involvement while studeats are actually preoccupied.  Too often, personal
problems are¢ brought to class and are focused on curing a class period,

4. Criticizing the speaker's style of delivery. When students beceme  distracted
by a speaker's style, thev will analyze and criticize the delivery instead of concen-
trating on listening. Thus, the way it's sard bhecomes more important than what 1s
said. Students need to be aware of these distractions and learn to concentrate pri-
marily on the speaker's message.

5. Paying attention to distractions in the student andience. Unfortunately, stu-

dents who create distractions in the cliassroom are not ancommon, "and poor listeners
suffer most. To some extent, students can monitor their own claSsroom environment
by asking other students to reduce the nose level.  However, learning to tolerate
noises or movement by concentrating harder may be the only long-term solution to the
problera. N

6. Listening only for facts. If students record only the facts offered by
teachers, they are not getting all they should as listeners. Good listeners are able to
extract details from a lecture and integrate them with main ideas for a comprehensive
view of the presentation.

7. Using ir1appronr'i§1(:_gglgt_.11§_111‘5*t_t(;hr_xi‘ql_l!_-:‘, Rescarch has shown that there is
no one right way to take notes; it is an individual practice which depends on the
person taking the notes, the type of class, and the teacher giving the lecture. Stu-
dents need to know that no matter how they take notes, it is important to compare
notes with other classmates or the teacher to make sure they are recording the essen-
tial information. If one method doesn't work, another can be tried.

8. Becoming overstimulated. When stidents overreact to teacher biases or opin-
jons, their concentration may diminish. If the rhetoric of the lecture arouses passion
more than reason, the message is lost.  Students need to be able to recognize biased
views so they will learn to evaluate what is really being said,

1. lLetting emotion-laden words cause _intorfurvnc«-. Similarly, every student has

his/her own psychological sore spots which arc sensitized by particular "taboo" words
or phrases. When teachers use them in lectures, student perceptions may hecome
impaired because their values or ideals have been wviolated.  If students tall about
their emotional biases and  the sources of these biases, they can  avoid over-
responding. :
10, Fvading difficult material.  Poor listeners do not welcome ~hallenging listening
ﬁltuatl()ns.-“‘it)st—_'f\‘/'aaﬁ;(—).é;ﬂ;nq they watch 'o not discuss complex ideas, and poor
listeners often hinder their intellectual arowth by chonsing less challenging courses.
Three hundred and fifty college freshmen have taken our developmental listening
course sice we began, and our follow-up data clearly shows that classroom listening
training will increase 1 stadent's academic skill level, especially in the other language
arts. The antroduction of listening instruction into the college curriculum secems to
provide needed continuity for basic skills programs. In additiom, by providing all
faculty with information about listening and enconraging their participation in the
development of such a course, developers of a listening program will see an improve-
ment in classroom instruction. B ‘
F. Fugene Binder and PP. Terry Newton
Developmental Listening Program
St. Edward's University

For further information contact Fugene Binder or Terry Newton, St. Edward's Univer-

sity, Austin, Texas. Raren Watkins, Editor
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| probability of the lecture's success. It could be a variation in the pitch of the voice,

Vol I, n> 19 LISTENING TO SILENT PARTNERS

For most of our lecturing career, we dance with silent partners. As we stand
befor= our classes spinning out our stories, the dance we do with our students' minds
may be graceful, even masterful, but, except for an occasional question, our partners
by and large sit quiet, even glassv -~yed in their seats. Many are silent partners in a
four-year dance.

But student silence is deceptive. It hides those active, multi-form resnonsea,
those mental steps which students make in reply to the material we offer. As W. J.
McKeachie, Director of the Jenter for Research on Learning and Teaching at the
University of Michigan, underscores in a recent article, each student recodes the
lecture with a unique information processing style. One digests material well, another
poorly. One quickly, the next slowly. Some creatively improvise and translate while
others record with memorex fidelity. Hushed si'ence, although it may be an appro-
priate compliment to the dazzling lecture in progress, conceals a multitude of proc-
essing schemes, and whether any one of them adds to ~~ detracts from the educational
dance is usually not known until it is almost too lat. ter the first test or assign-
ment. McKe chie claims that we know enough abon. | cocessing styles to anticipate
them in our lectures, to listen eve: to silent partners, and to boost the educational
wattage of our lectures in the process.

Information sticks to the around longest when it i "chunked."” That is one of
the first messages. While liste ng to a lecture. studenis are using short-term mem-
»y, but Short Term Memory works according to surprising rules. Generally, it holds

' +. more than seven units at a time, and this apparent restriction plays no fe¢ -orites

with disciplines or =ubjects. Here humanists and scientists, nurses and economists,
are created equal. But units can be hooked up or chunked in order to expand the

.total amount of remembered information. For instance, as the cognitive psychologist

Robert Solso suggests, if the seven letter units F, B, I, U, S, S, and R are chunked
into two units (FBI, USSR), then five units are frer for more information like PHD,
CIA, IRS, and USA. "The 'capacity' for Short Term Memory, then," Solso concludes,
"may be limited to seven units, but the density of information in a unit may vary

enormously.” How often do we self-consciously create lectures with "density?"
Teaching becomes, then, more a matter of arranging material in powerful ways than
just an exercise in "presenting the material.” Why not a T-.airt: "Good chunkers

make good teachers?”

A second message s that students employ different "attention strategies." Sor-
rowfully, most of them, give oyt after the first ten minutes of class. Hartley and
Davies found, for example, that "students recalled 70 percent of the material covered
in the first ten minutes, and only 20 percent of the material covered in the last ten
minutes." Aiter the first 25 minutes of class, then, I may need to serve pillows--
unless, of course, I maximize recall by getting and keeping the students' attention.

McKeachie stresses that change ~aptures student attention and increases the

\
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a shift in intensity or in the pace of the presentation, combined with a change in’
facial expression, gesture, or movement. Since auditory attention tends to change as
the eyes move and since the eyes tend to follow moving objects, you will be less
effective as a lecturer--other things being equal (which they never are)--if you remain
a sitting target behind a desk for 50 minutes.

It is not only style, however, that enhances the attention rate. The substance of
a lecture, especially in those crucial first ten minutes, can stimulate curiosity by
gpotlighting gaps in the student's picture of the world. Textbook publishers have
invested ..nsiderable money in finding that prequestions in a text stimulate readers to
read on and provide necessary clues to the most valuable information in the chapter.
Prequestions in lectures whick play o things students want to learn and highlight
things you want students to learn can be invaluable tools in sparking response and
continued inierest. Some fee] that concern for what the teacher wants of the stur.ent
either misses the point of higher education or encourages infantile dependency, but
P. N. Rover found out in assecsing the role of learning objectives that students learn
more from a lecture when they clearly understand what they are supposed to learn.

Finally, what students learn is infiuenced by how students learn. Marton and
Saljo claim that two quite different strategies are used by students to digest educa-
tional material, one they call "surface processing" and the other "deep processing."
Surface processors take verbatim notes and move very slowly beyond what the lecturer
provides I class. Deep processors, on the other hand, translate the material into
their own words, spell out implications, and make applications. The surface processor
asks, "Will you repeat that once again so I can get it all down?" The deep processor
asks, "Will you repeat that once again so I can take it all apart?" We tend to value
deep processors, of course, because they are more involved with the lecture and the
course although in any given class they probably are in the minority. If a student is
not a deep processor, however, s/he will not be able to take lecture material (or text
material for that matter) and turn it into an insightful essay, creative research, or
enlightened practice--regardless of our exhaustive instructions.

Yet you can use the lecture to teach deep processing. Highlighiing connections,
asking questions which stimulate new syntheses, and encouraging personal applications
begin the shift. One untried technique which would get to the heart of the problem
quite efficiently is to collect student lecture notes and assess the degree to which they
translate or summarize, report or spot new connections.

Of course, none of this helps assess what is important enough to chunk, give
attention to, or linger with at deeper levels. But it does suggest that if we want our
students to dance well with us, we must be as attentive to the steps they take as to
the music we play. .

Dwight Oberholtzer
Department of Sociology
Pacific Lutheran University

For further information

See Teaching and Learning Forum, Fall 1980. A newsletter published by Pacific
Lutheran University, Tacoma, Washington 98447.

Karen Watkins, Editor
September 4, 1981, Vol I, no 19
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I would like to suggest four major principles tor ~aking intelligent and sensitive
curricular decisions for today's aduit students: (1) the content must have utility for
the learner; (2) the content needs to be relevant to the learner's life; {3) the content

' needs to be presented through multisensory learning activities; (4) the content needs
. to be cross-disciplinary.

\ Utilit'é

; ~onsider whether or not your educational experience enhances the learner's
ability to provide for herself, to make a living. Here arc several examples to think

t about.

A student with a reading problem is given an assignment from his plumbing
journal during his morning reading class. '

A communications teacher gets feedback from an auto mechanics teacher to
discover what kinds of reading manuals are used in the trade course. He
Jetermines the reading level required to read the auto specifications manual.
Looking at the text, he tries to decide what communications skills are neces- :
sary in order for his students to successfully complete the auto mechanics
curriculum and then to function in the work-a-day world. :

A community college biology teacher whose student aspires to become an
envircnmental protection technologist finds out what skills sl be reguired of
her. She finds out the different needs that majors in the health careers
have from the same biology course.

A chemistry instructor wants to know how many of her students are in allied .
health sciences, how many are nursingz students, how many are 1n technolog-
ical or engineering fields. The answers to these questions do, wn fact,

° affect how the instructor presents content during the semester.

i Relevance
Bernard L. Strehler's landmark work on aging and cellular deterioration sugygests
that the human brain has a finite capacity for information. As the information storage
tanks fill, old information is selected out or fades awayv. Only that which is 1mpjortant
to the learner is maintained in the memory store. i(f Strehier is right about memory
storage, then the whole notion of curriculum must be critically re-examined. ’

Curriculum decisions need to be made more on the basis of the present and -
future, not just what worked or seemed to work in the past. Here are examplus: '

(1) A reading teacher seeking to interest black stacents selects T Am Third by |
Gale Sayers which speaks of the feeling. of growwng up black 1n « white
society.  That selection captures the readers' emotions and gets them:
involved. After they become engaged in such content, tne teacher can move

on to other titles and topics.
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(2) A socivlogy teacher who knows her students frequently watch TV asks
probing questions about phoniness and realness, winners and losers, about
various lifestyles apparent on TV. She readily taps a considerable body of
material that generally is of high interest to hur students.

(3) A literature instructor, working with inner-city and ghetto adults, teaches
that poetry is self-definse. He shows them how words affect their everyday
lives, how advertisements communicate, how the misuse of language occurs in
politics, how words have been used against them, how images have been
used to force them into certain decisions.

Multisensory e T

We have entered a new era in which all our sensory skills must oe cultivated if
written symbols and words themselves. are to fuifill their deeper purpose. Messages--
powerful messages--are sent nom erbally. Communication in tne classroom shculd occur
through our sight, our hearing, our skin, and our taste buds as well as through the
written 2nd spoken word. Multisensory approaches can be especially useful with
poorly motivated stidents. Basic skills programs in public education have measured
significant improvement in their populations when the learmng experience is enriched
through contact with the arts. 1 his book The Early World, Elwyn S. Richardson
describes an art-centered approa.i he has used. He found that getting students to
respond to their rural, somewhat provincial surroundings through their aesthetic
senses provided an impetus for general learning. He started by teaching students o
work with clay sculpture and pottery because they were the more warmly received,
and then hased on the students' genuine and spontaneous responses to these activ-
ities, he moved on tu language dramatization, graphic arts, construction, and print-
making.
Cross-disciplinary

We are back agaia to the issue of context. Certainly students dealing in real
world situations do not face one-dimensional reaiities. Meaning is complex. Many
issues and influences come together before a single decision can he made. Consider
the obvious example of our need for eclectic communication skills. In the past, many
institutions have attempted to provide separate courses for improving those skills.
Colleges offer reading cc.rses, lintening courses, speech courses, and courses in
expository writing. At the same time, they require literature courses which nclude
composition work. Unfortunateiy, these courses are often taught as disparate pieces.
They are rarely listed as cimpanion or complementary courses, and they are seldom
coordinated in the planning, implementation, and evaluation stages. Ideally, if you are
looking at holistic, context-rich learning, these courses would be integrated based on
principles of utility, relevance, and learring interest.

Teachers are the key to revolutionizing the curriculium in our colleges because
they control content and presentation. Generally, college teachers are traned as
subject matter specialists Yet I would like to speak a resounding word of ¢ncourage-
ment for professional Jevelopme . programs tk-t invite teachers to think thraugh the
particulars of applying new, more holistic curviculum strategies in their (iassrooms.

John E. Roueche

Professor and Director

Program in Community College Education
University of Texas at Austin

For further information
See Roueche, John E. with Oscar G. Mink. Hohstic Literacy 1 College Teach.ny,

New York: Med.a Systems Corporation, 1980.
X Karen Watkins, t ditor
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Vol I, no 21 THREE COMMENTS ON IMPROVING THE LECTURE METHOD

Althcugh the leciure method is quite frequently criticized, it remains the most
popular means of teaching i most colleges and universities--probably because lecturing
is often the most economical way of bringing large groups of students into direct
personal contact with a teacher who can combine mastery of the subject matter with
enthusiasm for the discipline. The lecture has been the subject of. a good deal of
research scrutiny in the past few years. FEvidence from this research suggests that
although students taught by the lecture method do as well on final examinations as
students taught by otlier methods, there are nevertheless certain serious limitations in
the effectivenass of lectures as far as maintaining attention, conveying information,
and fostering positive student attitudes are concerned. On the basis of this research,
~here are ten practical suggestions to improve the effectiveness of lectures:

1. Give students practice in remembering lecture material by asking questions

from time to time or providing quizzes at the end of the lecture.

2. Try to provide hints or "cues" during the course of the lecture that stu-

dents may use to recognize and remember important points. :

3. Use examples and images whenever possible in explaining concepts.

4. Avoid non-stop lecturing: divide your lectures into short segments--ten to

fifteen minute segments are ideal.

Try to be enthusiastic and expressive when lecturing.

Encourage active participation by students during the course of a lecture,
This can be done by having them work problems and answer multiple choice
questions which are inserted periodically (perhaps via transparencies).
Tell students when they have responded correctly. If you ignore student
responses, you will tend to extinguish them altegether.

Before beginning the lecture, tell students how the session will be organ-
ized. A brief outline on the board or overhead at the beginning of class is
an excellent means of helping students gear their thoughts to the topic(s)
for the day. Leave this outhne visible throughout the lecture if possible.

9. Avoid continuous note-taking by allotting special times for taking notes,

providing lecture handouts, and so forth. Handouts of diagrams or tables
which would be difficult for students to copy in their notes are most helpful.

10. At the end of class summarize the important points which were covered

during the lecture and give the students some idea of what to anticipate,

Though all of the above points can make a lecture a better learning experience
for students, research clearly indicates that the characteristic which 1s most related to
learning is instructor ~onthus‘aem. FEnthusiasm cannot be successfully faked, but it is
possible for you to influence the degree to which your enthusiasm shows. Often your
enthusiasm about a lecture may be a function of the degree to which you have pre-
pared for it. It may be more difficult to be enthusiastic about a lecture you have
given several times before, but if you have reworked the lecture, learned some new
| things, added examples from your students' lives or from current events, and come up
! with some new ideas, you will probably be able to approach the lecture with much more
" enthusiasm. The teaching/learning experience can and should be an exciting one.

‘ | From a summary by Karron Lewis in the Center for Teacher Effectiveness Newsletter,
i Vol. 2, No. 5 (March, 1981), The University of Texas at Austin,
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The Lecture

The process of delivering lectures provides immediate feedback to faculty regard-
ing their current thinking, and it offers personal-social satisfaction to instructors
because they can project their personalities and philosophies to the class. In
fact, college and university professors derive more satisfaction from teaching than
from any of their other responsibilities (Ladd & Lipset, 1976). Students aizo tend
to enjoy the psychological benefits associated with witnessing a live performance
and interzcting with a role model, and they generally appreciate the fact that
information is presented from a here and now perspective. Furthermore, as
suggested, . greater proportion of the time invested in a lecture course seems to
be on a relatively high intellectual plane. Faculty members indicate that lecturing
stimulates them to engage in more reading, thinking, writing, and rethinking than
individualized instruction does. If this is so, the institution as well as the indi-
vidual has a stake in preserving the lecture method. Development of new ideas
and fresh perspectives seems to be an arduous process which generally requires a
lot of thinking and rethinking. The learning gains which individualized instruc-
tion can contribute to current students may be counterbalanced by learning losses
for future students if the intellectual vigor of the faculty declines.

From the August 18, 1980 issue of TEACHING AT THE UNIVERSITY OF NEBRASKA-

LINCOLN.
I
Lecture Guidelines
1. Fit the material to the time at your disposal. Restrict your aim to less than a

8.

handful of primary topics and consider specific ways of engaging the audience in
each one. Do not elaborate too muc i or outline important ideas leaving the audi-
ence grasping for particulars.

Seek hard and unrelentingly for precise examples and illustrations and for ways
of breaking up a single presentational mode. Take advantage of physical pres-
ence and movement, and employ the blackboard and other such devices.

Begin by stimulating the interest of the audience. Alluding to the personal or to
the world outside, arousing curiosity, providing surprise, and using casual humor
are some of the ways of enhancing beginnings.

Stay loose. Develop an ability to improvise and to sustain an improvisational
queiity even in a carefully structured presentation.

Provide the audience with frequent breathing spaces and opportunities for ques-
ticns. Better to talk too little and stop short than to go on too long.

Don't break the connections. Provide an ending for every lecture but maintain a
continuity with what has gone before and what lies ahead.

Remember you're onstage. Develop and use a range of voice, gesture, and
physical movement that is appropriate to your style, to the material, and to the
occasion. .

Be aware of your listeners. Be guided by the living audience and the pressing

need of striking up discourse with as many as possible.

From a summary on the lecture method by Kenneth Eble in The Craft of Teaching.

Karen Watkins, Lditor
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Vol 1Il. no 22 WHAT YOU CAN DO TO IMPROVE STUDENT WRITING

All of us who have taught have experienced frustration from time to time about
student writing. We have wished for greater skills, pondered the truly perplexing
issues surrounding needed remediation, and wondered what any one teacher could do
to make an impression on a problem that students carry with them from frequent
unsuccessful learning experiences throughout their educational histories.

At the risk of oversimplification, there are two genuine imperatives. First,
students riust be asked to write. Second, all instructors must assumc some respon-
siLility for the encouragement ot skill development in this critical area. Research at
The University of Texas at Austin would seem to indicate that students are not often
asked to write and that feedback is scarce on those few papers written. Thus, among
the students we serve there has not been much real dialogue about the writing proc-
ess. Since there is so much to be done, the responsibility cannot fall totally on the
shoulders of the English faculty if substantive student change is to occur. This
Abstract offers food for thought about the writing process, hopefully providing fresh
perspectives from which to plan teaching strategies.

The Nature of the Writing Process
Written language came into existence because of a basic human need to communi-
cate over time and space, to encounter beyond face-to-face situations, to remember
‘ clearly when the original impulse may have faded, to commemorate something of worth.
These needs still exist. In spite of frequent suppositions that the need for written
language is declining, the personal mmpulse to communicate beyond tlie immediate--with
or without the help of technologies like the typewriter, word processor, computer, or
tape recorder--is still strong. Consider the spontaneous, simultaneous response to
John F. Kennedy's death by hundreds of Americans who sent poems to newspapers
expressing their grief.

Perhaps the ambivalence about the utility of writing skills in a media-saturated
culture is in part a reflection of a decline in reading skills and havits among our
population. But time is also a factor. It generally takes more time and effort to write
out a thought than to simply record it using an audio/video memory device. However,
the assimilation time for a reader is much less than that for a listener. An average
lecture speed is 200 words per minute, while an average student listener is able to
comprehend about twice that amount of material. He or she must concentrate through
the "spaces" to really listen. In reading, the pace can be much brisker and is at the
total discretion of the reader. Thus the writer has stored information in the form
most quickly retrievable by an audience.

Here are severa! interesting facts and suppositions of rhetoricians about writing:

e As a species, we would not be able to rely on written language if it were not

possible to think symbolically.

e Written language must create its own context to be truly transferable to
another place and time.

The sensory-motor component in writing, the involvement of hand dexterity,
makes the Kkinesthetic appeal of writing greater than for recading or viewing.
Recent rescarch at the University of London documents that by the time a stu-
dent is eighteen, eighty percent of what he or she writes is to tell the reader/
instructor what is already known. Thus the origina' function of written lan-
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guage and the meaning of audience has shifted. Further, if what motivates
language development is the need to communicate somet .ing not yet known,
such a constraint may well be debilitating.

e In contrast to reading, writing involves an audience. Even when keeping a
personal log or diary, the writer is other-oriented. This sense of implied
audience may explain in part why writing down thoughts focuses ideas more
clearly than simply reading about them.

e To write, it is necessary to read. Although the reverse is not true, neither
skill prospers without the other. <

» Teachers of writing need to stress function, rather than form; to encourage
expression of thoughts rather than to concentrate on rules.

Anxiety about writing papers, frequently the result of an emphasis on rules
rather than process, is not uncommon among adults ii: vur college classes. Instead of
becoming a means to an end, following a long series of rules becomes an end in itself.
Stirdents with an anxious need to please the instructor let these arbitrary shoulds
become a kind of tyranny for them. They are victims of idealized images of the writ-
ing process--a belief that the meaning to be communicated is already there, and they
must wind their way through strenuous behaviors--don't repeat the same word; don't
begin a sentence with a conjunction; the first sentence of a paper is critical; avoid
trite language, .etc.--in order to arrive at that already established ideal. The anxiety
is further heightened by an implicit belief that the reader also knows all these rules.
What happens is that these would-be writers are censoring most ofsthe language that
comes to mind--leaving ttem inarticulate and unable to express even the simplest
ideas.

Thus writing becomes a series of self-defeating behaviors. The often nused anti-
dote--revision--may not work for an anxious student until a break in this pattern:
occurs. The key is for writing to be seen as a process that allows for change at
every stage, and to remember that the original basic intent of all communication is not
to say something perfectly, nor to say what your audience already knows, but to com-
municate something that would be usefully or happily remembered beyond face-to-face
encounters.

Strategies for Improving Writing

Certainly not all poor writers are anxicis in the manner described here. Some
are lazy; some are poorly skilled; some have basic verbal aptitudes but are simply
unaccustomed to the mental effort involved in writing. Here are some basic strategies
that would seem useful for all these groups:

(1) As often as possible, let students write for you what you do not already know.
Let them bring their own perspectives to the communication process.

(2) Present yourself as a responsive, positive reader; encourage developing writers.
(3) Encourage spontaneity by the nature of the writing assignments given, by the
way they are assigned, by offering ungraded as well as graded opportunities. Let
students respond to open-ended questions or evaluate outcomes from a personal van-
tage. Ask them to observe and describe relevant events.

(4) Observe the writing process, and then, in some detail, talk to students about
their writing habits. Describe these habits as vividly as possible.

(5) From time to time, practice giving "over the shoulder" feedback to students while
they wnte. This immediate response demythologizes some of the more threatening
blocks or misunderstandings of writing.

(6) Give opportunities for peer discussion of the ideas contained in student writing.

Nancy Armes, Executive Director
National Institute for Staff and Organizational Development

For further information order "Interrelatfonships of Reading and Writing." NCTE
Series, Stock #72504, Convention Seminar Cassettes, Hollywood, California 91605.

Karen Watkins, Editor
September 25, 1981, Vol [1Il, no 22
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T Vol 1L no 23 ASSESSMENT AT ALVERNO COLLEGE

We have made a major commitment to assessment at Alverno College. Indeed, we
consider the assessment techniques and criteria as important as the topics and texts of
our cources. We are also committed to assessing student competence out of the class-
room. Ass2ssment at Alverno is a systematic, creative process which beging by clearly
defining student outcomes. We began this effort in the late 1960's, when our faculty
reached a consensus that what a student actually knows or is able to do is the heart
of any learning experience. We developed a framework of eight general abilities
which, taken together, would define the outcomes of a successful liberal education.

How to RDesign Assessment

Each semester, faculty members and departments work to make explicit the abhil-
ities from among the eight general abilities that are implicit outcomes of their courses,
to turn them into something concrete and observable a student can be asked to do.
After several years, we have identified an underlying principle that supports our
successful approaches: Begin by being as clear as possible about outcomes. And we
have designed a process to do that.

| An instructor planning an introductory literature course, for example, might well
. ' identify "Analysis” as a crucial ability. In the poetry section, she knows that one or
|
|
|

| two overzealous students will normally hunt for "hidden meanings" while others who
| "just can't see all that in a poem" conclude that they had better forget about poetry.

She might therefore wish to get the class into the habit of looking carefully at a poem
. before asking anything at all about its meaning. Such a goal fits the Alverno faculty's
. definition of the first level of analysis, "to ohserve." £

How does the instructor design an assessment for this ability? She begins by

ftrying to break out the various elements of observing. What does a persén who
| observes a poem well do? The instructor might arrive at a list of components like

this: "distinguish what's stated from what's implied; identify major features that make

! the work what it is; distinguish important parts; see what's there; cee what you are
supposed to be looking for."- As she sets priorities among these components, the
" instructor begins moving into the design of the assessment instrument as well,

Let us assume l\}{at the instructor has selected Robert Frost's "In Hardwood
Groves," for use in th® assessment. Her instrument design could consist of a single
' class hour in which each student is given a copy of the poem and a set of instructions
' for a two-part exercise. The first part might ask the student to spend 30 minutes
reading the poem, writing an exact account of the things and events described, and
indicating the speaker's attitude, giving evidence of how she determines it. The
second half hour might involve the student in sMall group work, comparing notes.

The instructor then sets criteriar by which to judge student responses, an impos-

ing task which has been made far simpler by defining a concrete assessment situation.

If the student can indeed "see what's there," a top priority at this initial level, then

‘ . the clements she identifies will include most or all of those verifiable from the poem's

f -
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text--e.g., leaves, trees, the earth, flowers, the leather glove of the simile. Her
ability to "distinguish the important parts" can be judged by checking to see that her
description includes the major elements, however many others she may also identify.
How well she can "distinguish what's obvious from what's implied" will surface in
whether or not she lists implied elements--and whether or not she notes them as such.
Asking for evidence of the speaker's attitude also elicits this ability.

Having administered the assessment, the instructor would record her judgments
according to the criteria and arrange for some form of fecdvack to the student--
written remarks, perhaps accompanied by an in-class review of the assessment for the
whole group or by individual conferences, depending on how much of the course she
wants to devote to this particular learning experience. Evaluation and redesign would
occur a number of ways. The instructor herself would weigh how well the instrument
elicited "observing behavior" and challenged students to develop their awareness and
abilities as observers. She would probably also share the assessment and its results
with colleagues in the English department and in our Analysis Competence Division.

An assessment may appear little changed from what students had €ormerly been
asked to do on a familiar exercise. Or it may involve days of effort on the students'
part in complex and innovative activities. What distinguishes even the simplest, most
familiar assessment, however, is the presence of the specific component abilities being
sought and the criteria according to which the student's performance will be judged.
Equally important, the student's learning experiences orior to the assessment have
been planned to foster those same abilities. And she has known from the outset what
methods and criteria would be used in the assessment and why.

Whether it is simple and familiar or complex and innovative, whether it takes part
of a classroom hour or most of three days in a TV-radio studio or on a nursing home
ward, each assessment -requires the participation of one or more trained assessors--
many from the community. The assessor carefully observes and records the student's
performance, noting illustrative examples. The assessor judges whether the criteria
were adequately demonstrz*ed and either gives the student individual feedback or
prepares a detailed analysis from which others (perhaps the course instructor) may do
SO.

Assessment at Alverno has become, we believe, a more consistently reliable proc-
ess. Students get the benefit of many sources of feedback, frequent assessment
opportunities, and different types of assessment strategies. Faculty receive feedback
from colleagues on their assessment designs and institutional support for implementing
them.

The Alverno College Faculty

For further information contact Dr. Georgine Loacker, at the Communications Division,
Alverno College, 3401 S. 39th Street, Milwaukee, Wisconsin 53215.

Karen Watkins, Editor
Oxtober 2, 1981, Vol 11}, ne 23

Innovation Abtracts 15 a publication of the National Institute for Staff and Orgamizational
Development, DB 348, The University of Texas at Austin, Austin, Texas 78712, (512) 471-7545
Subac riptions are available to noncensortium members for $35 per year Funding in part by the
W K Kellogg Foundation and the Fund for the Improvement of Post-Secondary Education
losued weekly when classes are in sesston during fall and spring terms and bimonthly during
summer months Second-class postage paid at Austin, Texas, ISSN 0199-106X

¢+ The University of Texas at Austin, 1980

f urther duplication 15 permittetd only by MEMBER institutions for thetr own personnel




Innovation Abstracts

National Institute for Staff and Organizational Development
North American Consortium

Vol. Il], no. 24 COMPUTERS AND LIBERAL EDUCATION

There was a time when instruction was mostly made up of oral interchanges
between apprentices and a master teacher. Then came the widespread availability of
books, and the process of education changed. The introduction of a new technology,
printing, made possible new ways of teaching and learning. Much of the old process
still remains--it is still common to lecture and to engage students in discussion--but it
is clear that the widespread availability of books fundamentally changed the teaching
process. In the next two decades computer technology will have a, éimllar impact on
teaching. /

Computers have been around for quite a while without revolutiopizing education in
the way that some had predicted. But there is presently reason_ to believe that the
gradual incursion of the technology will accelerate dramatically.” The Gutenberg rev-
olution did not occur with the invention of printing. It came over 200 years later with
the widespread availability of books. In the last few years a similar trend has begun
with computers as dramatic decreases in costs and the development of micro-computers
have put the technology within reach of everyone.

I propose to list briefly some of the present uses and coming extensions of the
technology that I feel will most affect teaching in the humanities and social sciences.
First, however, I need to point out the place the technology will have in the total
. teachiug environment. The advent of the new technology embodied in the book did not
eliminate teachers to leave students sitting with noses buried in books. We will not be
firing faculties to have colleges become places for students to spena hours over a
keyboard while peering at a television screen. Computers will take their place among
other resources while many of the old and tried teaching technlques remain. But at
the same time, the total educational process will have changed in fundamental ways.

The Computer As 3 Super Calculator. The capacity of computers to collate large
amounts of information and perform complex log:.al and mathematical operations in
fractions of a second has extended teaching possibilities in the soclal sciences. Stu-
dents can be involved in learning projects which have more scope and reality.

The Computer As a Super Tutor. Computer-assisted instruction, drill and prac-
tice, “and computerized testing will expand directly into all social science and human-
ities fields about as rapidly as the technology becomes avallabie. . Some have agreed
that availability of computer prograus wil! limit these applications, but with the devel-
opment of new authoring languages, it wil' become commonplace for individual faculty
members and students to write their own short programs. The fact that third-graders
are presently teaching themselves programming at some experimental sites and that
learning .o program is far easler than learning to drive a car, suggests that teachers
will begin using this tool as they see its utility in their own teaching. While the
widespread production of computer software raises issues about quality control, these
are the same problems we neglect today when . we fail to question individual teacher's
syllabi, course assignments and tests. What is possible with the transfer of some of
these teaching documents to the computer is that good techniques will drive out some
of the bad as programs are shared and "published."

The Computer As a Super Typewriter. Word processing equipment is changing
the nature of composing and editing written material. What have heen separate and
parallel expressions of the technology in computers and word processors will merge in
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the future into more general purpose machines.. This will mean that teachers can. ’
expect all student papers to be typed and, since the student's terminal or microcom-
puter will have an editing facility, papers should be in neat, final form. Furthermore,
because of the ease of student editing, teachers will be able to require rewriting o”
the material without imposing undue hardship. Since we know that one of the major
factors distinguishing good writers shows up in editing and reworking written material, '
extended practice in writing should help instruction in this area. In addition, already
existing computer programs which check spelling, punctuation, and grammatical struc-
ture could pre-screen student papers for grading on these more mechanical skills.
This would leave the teacher free to focus on higher order issues such as the devel-
opment of arguments, the relationship of ideas, and the style of writing. .

The Computer As a Super Laboratory. Computer simulation has rapidly become
more sophisticated. ~Educational uses will include both computer-generated and com-
puter-controlled means to present analogs to educational experiences in laboratory and
field work. Developments of this use, however, will be slower since they will be more
limited by cost and hardware constraints, particularly for simulation of complex
environments. Most of the applications will be in the aocial sciences.

The Computer As a Super Blackboard. Computer graphics have many applications
in the display of complex information, especially when the information needs to be
transformed while one is teaching. Other applications include artistic productions.
This use of computers should expand rapidly. .}

The Computer As a Mini-Library. Experiments using computers to store hyper-
text are already over five years old. Enormous storage capacity and rapid retrieval of
information make computers an excellent vehicle for structuring information. Ideally,
any teacher might have his or her own "library" organized by its own modification of
Dewey Decimal or Library of Congress structure. In such a library any footnote
inserted in any item could immediateiy be used to locate and retrieve the other item.
In addition, one could ask for all of the books or items related to "X" and have this
electronic reference librarian look them up and report. Reality will lag behind the
ideal for some time, largely because of the costs of "filing" items in such a library.
However, more limited-scope structured data-bases like this will become more common.

The Computer As a Super Telephone. Computer conferencing does not merely‘
involve typing Instead of talking over the telephone. It is more like a group of indi-
viduals creating the "mini-library” mentioned above. Queries, comments, and replies
are linked to each other. Individuals can join in or observe on their own schedule,
knowing that the information will be there. The final result, perhaps edited or struc-
tured differently by different participants, can be a paper, conclusion, or plan which
would have been difficult for the group to produce over several telephone conversa-
tions or even via an extended face-to-face meeting. In teaching this will be used ‘o
promote student discussion of subject matter and commentary on course materials among
students and between student and teacher. What is perhaps most significant about
this application, however, is the fact that the computer is not an anti-humanistic tool.
Even more than the book, the computer can draw people together to work on common
tasks.

The list of potentially positive effects on teaching mentioned above will not come
about automatically with the introduction of the technology. Just as there are many
books extant that were not worth publishing, we will have to suffer with some com-
puterized trash. But in the long run, I am sure that our judgment on this newer
technology will be similar to our feelings about that older, print technology. It will
have fundamentally changed our teaching in ways we will not want to give up.

Richard R. Johnson, Res:arch Director
Exxon Education Foundation

-

Reprinted with permission from The Forum for Liberal Education (May, 1981), Associa-
tion of American Colleges, [818 R Street, N.W., Washington, D.C. 20009.

Karen Watkins, Editor
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THE SYLLABUS: PUTTING IT DOWN ON PAPER

The most common problems students bring to the Advising Center are that they
do not clearly understand what is expected of them in their classes, and even if they
can visualize the product their instructor has -asked for--paper, exam, presentation--
they do not know how to produce it. They do not understand the ocbjectives of their

notes and” w' at they should be looking for in their texts. They don't know how to
anticipate the coverage of examinations, and they're not sure what kind of papers
their instructors really want. In freshman and sophomore students, the prablem is
compoun®ed by a lack of basic study skills. They do not know how to take dffective
lecture notes, prepare for an examination, or do-liorary research.

At the same time, one of the commonest experiences of college teaching is the
vague disappointment one feels looking through a set of papers or exams and realizing
that they are .not up to one's expectations--that students have misunderstood an
assignment or prepared poorly the wrong materials for an exam. The frustration can
sink to despair on those occasions when questions reveal that no one has been listen-
ing to our instructions and explanations. The problem seems not to be rooted in any
ill-will or obtuseness on the part of students, but rather in inattention and an inabil-
ity to engage effectively in‘the learning process. '

I'd like to suggest that much of the difficulty might be alleviated by more effec-
tive communication--in writing--between tnstructor and student, and by increased
attention 'in class to the process of learning subject matter. The best way I know to
accomplish these goals is by preparation and effective use of detailed and useful
course syllabi and assignment sheets. .

_ A useful syllabus is one which students will both want and need to refer to fre-
quently over the semester. It should include: )

1. 2 clear statement of course objectives. Objectives should be understood to

Y mean here not merely mastery of course content, but also the development of skills—~

what students will learn to do as well as what tney will learn about. Students' sense
of the relevance of a course is enhanced when they understand that they will learn
skills that can be applied elsewhere later. Your goals for your course in science
fiction will, of course, include that students become familiar with the history and

salient features of the genre, but might also include their developing a set of personal
criteria for distinguishing between good science fiction novels and junk fiction.

2. a description of ithe means by which the course objectives will be met. This
is not a list of assignments, but a description of classroom and study activities: Jlec-
ture, discussion, reading, research, panel presentations, lab work, etc. The degcrip-
tions should be referenced clearly to course objectives so students can see hoiv the

will help them to understand your, rationale for the way you teach: the way you use
class time, why you assign the work you do. It seems to me that it is better to make
these matters clear to students than go leave them hidden.

One good way to phrase the .description of activities is as two lists: things .you

. will do and things they will do. You might also include here a statement about the

amount of study time you assume they will need--for example, that you estimate that a

L:?.tudent with little prior know

ledge of the subject wil
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classes nor the benefits of their learning. They are uncertain what should be in their-

things you and tl.ey are doing will lead to accomplishing objectives. Such descriptions,
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3. q Hst of M work produsts Lo be cubmitted, their pelative ar1de we'ght, and’

y~ur graing eriteria. Simply hsting the work due) together with the due dates and
weight, will saveseqdless questions later.  Putting your grading criteria on paper at
the beginning of thy term will give students an 1dea of your expectations for their
performance. You ne¢edn't go into detail describing work ®roducts and criteria at the
beginning of the term, but they should be spelled out clearly on written assignments.

4. a sche lule of lecturs toplee, propamtion, and work e, This might be set
up as a table with four columns: .

&ﬂ R -

Date/ :” ‘ ‘ Duc Dates &

Week Lecture Topic and/or Classroom Activities | Class Preparation | Checkpoints
i

How long and detailed the schedule w:ll be will depend on the complexity and variety
of activities. It might be a single page listing_lecture topics and reading assigpnments,
or it might be several pages amounting to a cut-down version of your lesson plans.
You may find it impossible to project detail for a whole semester, but the initial sylla-
bus should include at 1€ast the first few weeks and all major *due dates. Written
revisions can be distributed periodically, if needed. :

5. a Ust of stud-nt risoure s. This will include, of course, a bibliography of
required and recommended texts and rescrve readings. [t might well include alterna-
tive texthooks, style manuals, research tools, sample tests nn file, and other resources
students might find helpful. This list wiil be more useful to students if it is anno-
tated: indicate whether the item is required or r-commended, what its strengths and
weaknesses are, why you've assigned or suggested it, how it will heip them.

The syllabus should be passed out on the first day of class and gone over in
detail. If you've gone to the trouble of preparing a thorough syllabus, you might as
well make sure it's understood. 1 pass them out the first day and go over the abjec-
tives. Then I assign the svllabus as part of the next day's preparation and allow
plenty of time for discussion. To encouraue stidents to use the syllabus, refer to it
often. You might mention it cach day as you summarize the day's class activities at
the beginning of class, or check preparation with a few random questions at the begin-
ning of class. Once you've established that you use the syllabus and that you expect
the students to use it, then they will use it, and many of the procedural -questions
about your expectations will disappear.’

You can extend your concern for chirnfving the learning process to writing
detailed assignments for tha maior work produrts of the course. A term paper assign-
ment,, for example, will ICl')ntain A statement of the cbhjectives of the assignment, a
description of the desired proddct, suggestions for the process of producing  the
paper, and a list of the grading criteria. Review assignments for major exams can be
similarly treated.

There is no question that writing detatled svllabi requirss considerable fore-
thought and some hard work durinz vacations. Still, the benefits are considerable:
the contract between voun and yoar class has been made fully clear and concrete at the
beginning: both you and vour students have an agenda to refer to for preparation;
and you hase made vour best effort to be genuinely helpful to vour studeats.  One
additional benefit is that conrse evaluations can be drawn from information on the
syllabus to provide you with Adetailed and nseful feedbac od your teaching and on the
course as a4 whole, ’

N
Rick Seeger, Director of Advising
Pactfic Lutheran Umversity

For further infarmation contact the auther.
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Ve il no 26 COMMUNITY COLLEGES ON THE PLATEAU - .

Kecent data on community college goals collected by the Educational Testing Ser-
vice in a field test of its new Community College Goals Inventory (CCGI) indicate that
old ideals have reced.d and new ideals have not yet emerged. The CCGI was adminis-
‘ tered to faculty members, administrators, trustees, students, and commu.iity groups
' concerning their opinions about the goals of their ioca’ college. These respondents
. w re asked to indicate how much importance IS currently assigned by theis college to -
, each of twenty goals and how much importance SHOULD BE assigned. The differing |
. results across groups and across goals is quite interesting.

All of the groups agree that community colleges have a major obligation to t:rovide
vocational/technical education for students. Resgondents also indicated o, their
. colleges are addressing this need and that it is one of the top two goals currently
being carried out. The situation is comparable when the goal named is general gduca-
tion. All constituent groups ranked general education among their to; five SHOULD
BE gcals, and feel that the goal of general education currently is given - ry high pri-
ority by their college.

One of the most surprising results of this study 1s that ec .al access, a founding

‘ principle of ‘the community college, does not make the top ‘ive SHOULD Bk goals ot !
any constituent group. What these data seem to say is that while the cornstituent |

|

~groups of community colleges are not turning their backs on making college more
" accessible, therc ‘s a feeling that present practices witn respect to accessibility are .
acceptable, and other issues now have higher priority.

The SHOULD BE goal statemen.s that are pushingz the issue of accessibility rela-
tively lower are those concerned with teaching students who have already obtained
access. Intellectual orientation and developmental/remedial preparation are two goals .
which are given high SHOULD BE rankings by all five constituent groups. These
- goals include such concecns as teaching students how tu solve problems, syntihesize |

’ knowledge, think openly about naw 1deas; and recognize basic skill needs, provide .

Jevelopmental programs to address different learnine styles and rates, respectively.

. Faculty think icaching students intellectual skills and appreciations is highly important
(ranked amonyg their top three SHOULD BE goals). Only stude .ts appear well satisfied |
with the current emphasis on intellectual orientation.

Nevel~nmental/remedial preparation of students is a recent and special instruc- -
tional goai for community colleges, and dissatisfaction with current attention to 1t is
evident. The discrepancy between what IS and what SHOULD BE in the realm of |
developmental/reredial education is v-ry high for the three groups representing |
leadership in corm ity colleges - faculty, administrators, and trustees. Pesple in the
community are 2. sensitive to the problem. It seems to stand today as one of the
. aJor dissatisfact ‘ns in community colleges. ) ’

' One of the ways to find solutions to either new or old problers 1s through irno-
. vation and experimentation but faculty rank innovation as thicteenth 1o SHOULD BE

b PO - -
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gnals and seventeenth in current importance among the twenty goals of the CCGI.

trenacrators and trustees offer no more hope for optimism; they rank innovation
amopyg the Cosest five 15 and SHOULD BE goals.

Finally, we should take o look at the remaining goals ranked ambng the top five
in SHOULD BRE rankings by any constituent group. r Students are especially interested
:n personal development and in counseling and advising; administrators are interested
1 ~ftective management; and trustees are concerned with accountability. The greatest
dissatisfaction lies in student perc:ptions of the attention given to their personal
levelopment ¢« ' to counseling and advising. Students are joined in this concern by

citizens of ‘he commu tity, .
[
Th> vis.c scenario often imaged of moving community colleges off their cur-
rent platean th +h an orientation toward lifelong learning has little apparent energy

watting to he counverted to action. The goal of lifelong learning is perceived by most

o4 f g

constituent groups as only moderately important and it seems to be getting relatively

more  1*tention than most peoole think it <hould. Community services as a potential
) Peoy Yy i

ra'lving wnal fares even worse. It may be that the constituencies of communit col-
. el

oges simply sce the goal of providing community services as unrealistic for the 1980s.

I Fave left until last the discussion of the goal that is of paramount importance to
‘he leader-hin of community colleges - and a cause for immense dissatisfaction. Fac-
qlty give “he goa! of college community top priority in their SHOULD BE ratings but
rank 1t near the bottom in current emphasis. This goal is defined in the CCGI as
"Fagtering a climate in which there is faculty and staff commitment to the g.als of the
~ollege, open and candid communication, open and amiable airing of differences, and
ratual trust and respect among faculty, students, and administrators." It appears
that morale or mutual trust and respect is less prevalent on community college cam-
puses teday than it was in the early 1970s. These characteristics are as desirable as
sver, hut *he discrepancy between what people would like to have and what they think

thov i have gn their ~amnucges hac gvawn in a r“cfv-nccing direction
von 1Ay n 'S camrpuses na wn in oa adistrecgamn direction,

Tne ‘iiture of the cbmmumty colleges cannot be written yet. Possibly the spirit
ard ~shesiveness oresent in the founding of new institutions is a one-time phenome-
aon, and commumnity. golleges are now entering a less exuberant phase of maturity,
conaoli Tating the maor social reforms of the 1940s and 1950s. ,Possibly, the head start
wade by community colleges inte developmental/remedial education can be parlayed into
a position of naticnal leadership on a problem that is of increasing concern now to a
mamority of institutions of higher education. T..e lifelong learning movement, though
vt 4 potentia’ rallving goal in and of itself, may possibly provide the spark that w:ll
reuntte community colleges in a sense of common mission and move us off of the pla-
rean., ‘

*K. Patricia Cross
Harvard Graduate School of Education

“or  arther information see complote article in the Journal of Higher Education, 1981,
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Vol Il o 27 *OF TESTS AND TECHNIQUES

We've all heard these words: "You will have one hour to complete this test. All
answers must he marked on the answer sheet. Make no marks on the test booklet.
Use a no. 2 pencil. Be sure to follow test directions carefully. Ready? Begin."
And you're off! You feel nervous. You want to do well. You know that you should
have studied more. Mostly you wish that you were somewhere else.

Our culture is a test-taking one. In the twelve years of your elementary and
secondary education, you probably completed 2,600 weekly quizzes. In two years of
college, you'll take another 50 mid-term and final exams and if you decide to continue
for another two years, add anot™~er 50 exams! Let's not forget the standardized tests
that you'have taken and the fi‘ure tests you may take for business or government.
But don't despair--you can improve your test scores. Just read on for some tips.

We take different types of tests, but they all have one major point in common: a
test is a sample of behavior at one point in time. This means that test scores will
change, from one test administration to the next. In fact, there are numerous reported
. ses of 1.Q.'s changing by as much as 30 or 40 points between tests! Another rea-
son that scores will vary between tests is the test-taker's unfamiliarity with specific
types of tests. ‘

There ave essentially twa types of tests: maximal performance tests and typical

| performance tests. Maximal performance tests (I.Q. tests, classroom or achievement

tests, aptitude tests) attempt to measure an individual's best possible performance at
that time. You may have taken some kind of admissions test (like the A.C.T. or
S.A.T., for example) that was designed to ascertain your level of ability before enter-
ing college. These tests can create a great deal of tension for students. If you take

_these tests more than once, chances are that your score will go up. If you are plan-
' ning to take this type of test. ask your friends who have taken them to tell you about
' them and check your bookstore for test manuals which have samples of the questions

and the format of the test. The key is to find out as much as you can about the test
before you walk in to take it. You'll probably feei less nervous as a result.

The other major type of test is the typical performance test. These (personality
tests, interest tests, attitude tests, for example) do not promote as much anxiety as
maximal performance tests since there is little preparation needed to take them and
there are no "right" or "wrong" answers. These tests are used by counselors to help

. you with personal, educational and vocational planning.

A new area of testing involves the evaluaticn of 2 person's cognitive or thinking

- style. These tests reveal how you learn best or how you think. For example, some

use.

students work well independently and others learn best through a great deal of inter-
action with other students. By evaluating these styles, counselors can help you
improve your learning.

Although there are different types of tests, the techniques to improve your
scores on each are similar.

“Editor's Note. This special edition. of Innovation Abstracts is intended for student

Faculty members who wish to do so are encouraged to make copies for their stu-

The T mversity of Texas at Austin
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(1) You may have heard that you can study too much for a test. Not true!

When it is possible to prepare for a test, do so. "Overlearning" raises scores and
lowers anxiety. It is better to study over a period of time than it is to cram the
night before a test. Don't forget that preparation for a test involves telking to

friends who have taken similar tests or have taken tests from your instructor before.
If other students happen to have their old tests, look at them. too.

(2) Show up on time for your test, but don't arnve too early. If you do arrive
at the test site early, stand away from the cro~d. This will help you to avoid getting
nervous from others' anxiety. If you pay att. tion to others' worries, your anxiety
will increase, too. You don't need that!

(3) Find out in advance if the test has a correction formula. That means, for
example, that for erery four items you answer incorrectly, one right answer is deduc-
ted from your total score. This is an attempt to correct for guessing. So if a for-
mula is used, don't guess unless you can eliminate some of the possible answers.

(4} Eliminate alternatives. In a muliiple choice test with four options, if vou
can eliminate any two of the four answers your chances of choosing correctly are
50-50. If you -can't eliminate any answers, if you have no idea, and if there is no
cot-ection for guessing, pick the longest answer and go on to the next question.
Test ~athors tend to make correct answers the longest.

(5) Read directions carefully. If you haven't finished reading the directions at
the start of the test or if you don't understanc the directions, ask the proctor for
assistance. That's what they are paid for.

(6) Pace yourself so that you can complete as many questions as possible.
Determine how long you can spend on each question. Keep track of the time.

(7) 1f the test is multiple choice and you must read a "stem" and then select the
correct response from alternatives, try to answer the question before you read the
choices, then pick the one most similar to your answer.

(8) If the test requires you to 1.ad passages and thea answer questions based
o the reading, read the questions first. This will tell you what to look for, and
you'll be in a better positior to answer the questions correctly and quickly.

(9) Skip items you are not sure of. If you've seen the material before, but
can't remember the answer, your brain will be searching for the informatior while you
work on other items. When the answer comes to you, go back and mark it.

(10) Do not change your answers on multiple choice tests unless you are very
uncertain about your iniiial answer. Research has shown that eonly when you have
strong doubts is your second answer more likely. to be correct.

{11) Read the questions carefully. On essay tests, note key words such as com-
pirz, contrast, dscuss, analyze, define, and describe. Do exactly what the question
asks! Be direct. If you are unsure of a response to an essay question, rambling on
will come across as wordiness. On multiple-choice tests, look out for negative words:
"Which of these could not be..." Underline key words.

(12) There is some evidence that you will do better on a test if you are slightly
cool. If you are too warm or teo comfortable, you can lose your focus.

(13) When finished, recheck your work for clerical corrections only.

(14) Ask to see ynur tests and scores. By reviewing a test, you learn more
about testing and become test-wise.

Tests are necessary to describe levels of knowledge and to assist ir making
placement decisions. So it is important to develop a healthy, positive attitude toward
tests and examinations. Look at it this way: as you master classroom tests, you'll be
completing trial runs for more difficult life tests.

Perry W. Buffington, Assistant Professor of Psychology
Presbyterian College

For further information see Sky, Delta Air Lines Inflight Magazine 10 (May 1981).

Karen Watkins. Editor
Oxqtober 30, 1981, Vol il no 27
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For the teacher, information demands have mushroomed over the past ten years.
She must keep up with an increasing number of changes in her discipline and in
teaching approaches. She must get to know a larger, more varied group of students
which not only increases the amount of: information to be handled, but also stretches
the capacity of the teacher's training to meet students' needs at many different levels.

In 1966, Katz and Kahn noted that every year over 1,200,000 articles appear in
60,000 books and 100,000 research reports. Scientific and technical reports have
doubled every 20 years since 1800. Having so much information which must be proc-
essed by one person may result in in‘ormation overload.

Miller studied the responses of 'ndividuals to information overload:

(1) omiss.on - failing to integra.e or use some of the information received

(2) error - processing the infor mation but inaccurately

(3) queuing - lining up the information but delaying reading it

(4) “ltering - taking in_ only that information that fits into pre-determined
priority categories
(5) approx’matior. - gathering only enough information to determine the gist or

essential parts and then cutting off the receipt of any further information

(6) employing multiple or parallzl channels - dividing up the information which
must be processed among more neonle or receiving the same information from
more than one source

(7) escaping from the task altogether.

Each of these reactions is an attempt to adapt to the amount of informatior people
reccive. Yet not all of these responses are functional for an organization. Some
foster more effective coping with the problem while others simply protect a person from
breakdown but dc not solve the problem. Dysfunctional responses are those whtere the
duration is short, where application is to a limited area or where cost is consicerable.
Omission, error, and escaping the task are, by definition, dysfunctional. Omission,
for example, implies that information which may be needed is missing. The lack of

' this information presents a problem, but it becomes even worse when the ommitted

information creates a sequence of errors.
Queuing information can be an effective response to overload. Fuculty practice

queuing every time they break up the amount of information a student must absorb at
one time. This strategy would become ineffective, however, if used when there's no
realistic time to acquire the information which is delayed. Change theorists agree that
information about a change should be queued or sequenced in such a way that it will
be tied to the needs of potential users - from more general awareness information at
first to more technical, "how-to-do-it" information once use has begun.

Filtering or seclective receiving can also be an effective response to overload. In
choosing a syllabus or reading list for a course, a faculty member makes priority
decisions abnut which information is important. Similarly, an organizatio: al hierarchy
creates a filtering effect. An administrator collects information about her area, ana-
lyzes it, and interprets it. In doing so, she mckes decisions about which information
to pass on to other administrators. The informaticn passed on is usually distilled.
Filtering can be iraccurate or dysfunctional if the individual doing the screening

listens only for ‘ne familiar and screens out new, different, or complex information.
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Using multiple or parallel channels is an effective response to coping with over-
load. The faculty member who has a number of students researching different (multi-
ple) or the same (parallel) aspects of a problem is delegating the collection of large
amounts of information so that she can deal with only the final distillation which may
illuminate solutions. Giving information via more than one medium is also an example
of using multiple channels. Instructors in information-rich courses often give infor-
mation in oral and prin:t form to reinforce and enhance student learning.

Reducing Overload ‘

Faculty will havs to establish priorities among their several audiences, throwing
out lowest priority reading and keeping only high priority reading. Using reading,
writing, math or study skills labs or testing centers for the more routine analysis of
student wcrk is one way some schools have, in effect, created a branch facility for
faculty to reduce the information they must handle. Student conferences do the same
thing; while they don't reduce the amount of information, they do keep the deeper,
more intense information processing separate. Faculty now use a number of different
"middlemen" to aid in handling their information load - peer tutors, teaching assis-
tants, computerized instructional programs, and developmental course instructors are
examples.

. Another idea for decreasing the amount of information handled is to hire gen-
eralists who are able to help out where the demand is greatest. Imagine how much
easier teaching might be if there were a cadre of staff able to do routine paper grad-
ing; to screen, analyze, and report on all new textbooks for a given conurse; to read
key educational and discipline journals and to route articles to those faculty with an
interest in the area; to research the effectiveness of various aspects of your teaching;
to write grants for further study in your area; to write computer-assisted instructional
programs, etc. to support your teaching. While many colleges offer some pf these
support services un a college-wide basis or short term throuzh committees or task
forces, in few cases is this support available to the individual instructor. A central
objection of faculty to large classes is the amount of information they must handle from
so many students. The support services mentionea might ease the burden of large
classes while improving effectiveness.

Skimming an article rather than reading each word carefully, or reading a stu-
dent's paper and evaluating it for overall effect or for one key attribute are legitimate
strategies for reducing the amount of information taken in without unduly lowering
performance. Faculty must continually decide how much reading to require, the num-
ber of papers to be turned in, tests to be given, etc. Embedded in each decision is
an implicit assumption about how much information the student and/or the instructor
can handle within the time frame aliotted. The issue is to determine at what point you
reduce the amount of information so far that the quality of instruction suffers.

Katz and Kahn emphasize ‘he negative effect of reducing the amount of informa-
tion that comes to an individual or ar organization from cutside the organization.
Since this is most often the source of new ideas and " new demands or needs, reducing
the amount of this information will reduce overall effectiveness and vitality. Yet,
people engaged in reflective tasks such as research and writing need to be protected
from some of the excess information. Control of internal communication (perhaps
restricting meros to one page, staff meetings to one hour, etc.) may help buffer
staff.

Handling more and morc information without a less of effectiveness or even burn-
out has hbecome 2n essential skill for educators.

Karen Watkins, Coordinator for Dissemination
National Institute for Staff and Organizational Development

For further information <:e Katz, Daniel and Robert Kahn. The Social Psychology of

Organizations. MNew York: Wiley, 1966.
' Karen Watkins, bditor
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ASSURING CONTINUITY FOR THE COMPLEX 80's

Vol 1lI, no 29

In his book, Future Shock, Alvin Toffler describes an incident involving a
twelve-year-old girl who was sent to a supermarket located just a few blocks from her
Manhatten apartment. The young lady had been to that particular store only once or
twice before. After about 30 minutes she returned home in a state of confusion. "It
must have been torn down," she reported. "I couldn't find it." It turned out that
she had taken a wrong turn. But, instead of thinking she was lost, her first
assumption was that the building had been demolished.

It's not only American society. The entire world is being swept into an increas-
ingly faster-paced life. Events occur, are reported, and replayed instantly in our
living rooms. How do we manage to keep up with the change around us? Mobility is
forcing us to deal with the changes, shifts, and redirections of people's lives.

Through the daily deluge of news media reports and personal experiences, we
have become painfully aware that our future shock has® become our current event.
Everv day we face problems in such basic areas as %the price of the food we eat, or
the mortgage on the home we want to buy. And, as we become more cognizant that
many of our communities are coming apart at the seams, people are disenchanted with
leadership, inflation is rampart, shortages threaten--the statistics and projections are
‘ staggering--we realize that old answers do not fit new questions.

On a personal level, huge segments of society are coping with new lifestyles
resulting from divorce, retirem:nt, or widowhood. Everyone of us has defenses to
help protect us from siress--our little "anchors" which help to stabilize us in this
chaotic world. But when events begin to occur as rapidly as dominoes fall, our sens:
of continuity begins to break down. Sometimes, we are set adrift indefinitely.

Continuity, disruption, and readjustment compose a cyclical, ongoing process.
Community colleges can contribute to this eycle by improving the quality of the read-
jugtment process. The kind of support available will make a big difference in this
phase of people's lives. When the community college participates in the readjustment
phase, it helps to re-establish continuity in an individual's life. And sometimes the
results of the readjustment process actually may improve' the quality of life.

Consider Grace, a life-long homemaker whose, husband died quite suddenly
Abruptly, Grace was confronted with a loss of continuity in her life: her help-mate of
18 years was gone, and she had to deal with staggering decisions concerning her three
children and herself. After a few months of indecision and drifting, Grace enrolled in
a course for widows at the communitgxcollege. Gradually she began to adjust and view
her family's options a little more clearly. Grace investigated programs available at the
college. Talks with college personnel led her to enroll in the medical technician pro-.
gram. In two years, Grace graduated and began a new career offering intellectual
stimulation, personal satisfaction and financial remuneration. She experienced quality
readjustment assistance from the community college. Her life stabilized and she
resumed her continuity. The cycle begins again. ‘

We can take a mext step and examine hcw disruptions affect businesses. Federal
bu.dget cuts almost destroyed "The Company," a professional acting group. For five
years, it had been the recipient of various federal grants, but when its funding
sources dried up, the group's very existence was threatened. "The Company" turned

to the local community college and proposed a joint v “iture: use of facilities and a
¥
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portion of the box office in exchange for presenting quality productions and assisting
with occasional drama workshops. . When the offer was accepted, despite disruption and
readjustment, "The Company" maintained its continuity. .

Brevard Community College in Cocoa, Florida is an excellent example of an entire
institution adapting to change. Brevard and the space program at nearby Cape
Canaveral grew up together. The college contributed ‘to fulfilling the needs of the
space program's employees and their families, as well as other members of the com-
munity. As the space program wound down, Brevard again was ready to respond to
community needs. Retraining programs were offered to former NASA employees who
wished to remain in Cocoa, but needed to secure other employment. Brevard played a

_double role: first, it assisted in the readjustment of the entire community. Second,
the college assured its own continuity by readjusting internally. Brevard could have
lost sizeable enrollment, community support, or status in the community, if it had
falled to rebound with programs that were needed immediately.

More and more, the community college should be perceived as a source of sta-
bility. It is a rock, an anchor. When people need help, when they simply want a
change, when they must readjust, they are turning to their community colleges.
Increasingly, community colleges are serving to renew, assist, nourish, encourage,
and mobilize their students. To many, the colleges are a source for refreshment.

But let's step back for a moment. All this "good" that we're doing...is it on
purpose? As we look around and see the changing patterns of institutions and soci-
ety, we might ask, "Is our direction evolving because of us or in spite of us?"

Let's examine where we are now. Our state legislators vocally support the equal
access and equal opportunity concept. But in practice, they institute enrollment caps
and wish fewer people would respond to the community college's invitation. We are
involved in a fascinating and" frustrating entanglement. For example, a proposed regu-
lation for State appropriations to Florida community colleges says that funds "shall not
be used to pay for commercial announcements or any other form of advertising on radio
or television." A typical Catch-22 situation. How car we provide equal access and
equal opportunity.if we cannot disseminate information about programs on a large
gcale? Lawmakers question the number of times we will educate an individual. They
do not recognize that changing life patterns require recurring education.

Like so many established businesses, community colleges are losing their flexibil-
ity. Decreased mobility and growth in our faculties, for instance, are resulting in
apathy, rigidity, and a retreat to tradition. Also affecting our adantability is the
emerging "typical" student: as the number of college-bound high s_hool graduates
continues to decline, the non-traditional student is becoming the norm.

Many of our colleges are not responding as well as they might to their communi-
ties, and this may have disastrous results:

NEEDED RESPONSE IF WE FAIL
e Mobilize community. resources e Exclusion from public policy
. discussions
e Update college mission e Reduced services and support
e Identify new target groups eReduced effectiveness and com-
. munity support
e Maintain efficient organizational e College staff frustrated, dis-
structure couraged, apathetic
e Plan ahead e Immediate demise of the college

Adaptability is a key attribute of the community college. We can assure ccon-
tinuity despite complexity if we plan strategies that enable us to regpond.

Benjamin R. Wygal, President

, Florida Junior College at Jacksonville

’

" For further information contact the author.
Karen Watkins, Editor
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How well do we as instructors adapt to our students? Consider the following
experiment. In a one-to-one microteaching situation, a teacher trainee was given
fifteen minutes to communicate a particular idea or concept to a role-piaying listener--a
student. The teacher was given specific information about the concept to be taught,
the obiective, and the student. The listener who had been coached to do so then

- irteriected obstacles at prearranged points in the instructional exchange.

A typical assiynment was to communicate the balance of power concept in the fed-

' eral government during this fifteen minute session. The trainee was first given mater-
ial describing the checks and balances system. Next he was told he was to meet a

Venezuelan immigrant, George Lopez, who wanted to learn more about the idea of
balance of power in order to pass his citizenship examination. Before mecting G-orge,
he was ziven a one-page description of him. Then the trainee met with the role-
player for the fifteen-minute period and presented the concept in any wav that scemed
appropriate. The student role-player systematically introdured five<ohstacles during
the exchange. For example, the student might say., "The tudges are like priests: they
tell us what's right or wrong," or "The president is in charze: he tells evervbody
what to do." )

The responses of the teachers to taese obstacles varied enormonsly.  Some xere

LJAL' National Institute for Staff and Organizational Deveiopment

_completely nnresponsive to the student role player. Other teachers spent at least half

of the allotted time getting to know George and his frame of reference hefare proceed-
ing with an cxplanation. They drew inductively on George's experences.  For exam-
nle, since George was a waiter, the instructor might use the analoav of three plates
balanced on a tray to represent the three branches of goverament.

To capture this variation among teachers, 1 developed an adantability index.  The
index included the following rating scale:

RATING BRHAVIOR
I Completely insensitive.
3 Aware of obstacle, but does not change.
5 Aware of ohstacles and makes some attempt to change.
7 Shifts and changes pre entation in flexible fashion.

9 Changes and explores ‘or more information ‘rom the stuadent's
frame of reoference.

. . i
Some flavor of the different responses and the general rating process can be

observed in the following examples of two obstacles presented by a «tudent player:
Nhstacle: "The judges are like priests; they tell us vhat's right and wrong.”

[ligh Teacher Response (scored 7)

Low Teacher Response (scored 3)

" "No, they're not like priests because “Tn a sense, thai's true, but they
" they're appointed to the Supreme Court have no religious power; it doesn‘t

matter what religion they are, but
they do tell us what's right and
wronyg according to the ¢

by the President and must then be
approved by the Legislature.”
¢ onstitution. "
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Obstacle: "This sounds like it takes a long time...wouldn't it be better to have a

revolution?"
Low (scored 2) High (scored 9)
"No, no, why did you say revolution? "It might be simpler, but I don't
I noticed that your country has been know that the results would be as
plagued by revolutions. But you see, good. What do you think? In  your
the Constitution of the United States country do you have revolutions?
with these three separate branches of Was the country better off after
power is the longest standing written the revolution?"

constitution in the world."
-

The way a teacher adapts to students is the heart of the teaching/learning proc-
ess, yet it remains poorly understood. Attempting to describe mement-to-moment
shifts in teacher behavior i# response to an individual student, or a group of students
reveals the number of times the teacher is .nfluenced by an effect I have named "stu-
dent pull.” Teachers' adaptations to students vary enormously. Some teachers change
their approaches to suit their students more readily than others. Some adapt more
effectively than others. Some adapt to students in relation to immediate circumstances;
others adapt in relation to their goals for the student's long-term development. But
_whatever the form of change, teachers are constantly adapting. I would make a con-
servative estimate that a hundred such adaptations may:ccur in an hour of instruc-
tion!

Reviewing the effects .of student pull analyzed in five different - studies is
instructive. For example, with students of low ability, teachers tended to use more
single words than longer explanations, shorter sentences, and ,—eater repetition.
Students with higher conceptual abilities were taught using more interdependent state-
ments. When teaching older students, higher level information statements were offered
by teachers, and one study showed that there was less negotiation permitted with
older students. When positive or negative classroom behaviors were measured, stu-
dents who were positive in their behaviors were offered more clarification by teachers.
Students with negative tendencies were criticized more often and were frequently given
directions. )

I would suggest that the more an instructor can first "read" or interpret the
behaviors of students in the classroom and then change her actions, or "flex" to adapt
to those student behaviors, the better a teacher she will be. The key is 1o bt;‘.; able to
match a student's behavior with an appropriate teaching approach. Although our
research has not established normative responses tc specific kinds of student pull, we
are able to measure a teacher's skill in interpreting behavior and changing teaching
strategies in the classroom. The more sophisticated our measurement abilities become,
the better able we'll be to facilitate the development of such skills. Video feedback,
microgeaching, modeling, and of controlled exposure to a variety of student pull tech-
niques are approaches that can be developed and used to build an instructor's flexing
skills. Of one thing I am reasonably sure: we cannot cultivate these skills by giving
pre-packaged lectures. Teachers must be sufficiently flexible in classroom activity to
be able to effectively adapt to students who are pulling them in a new direction in the
instructional environment. :

David E. Hunt, Applied Psychology
Ontario Institute for Studies in Education
252 Bloor Street West

Toronto, Ontario, Canada

For further information sece Hunt, David E. "Teachers' Adaptation: 'Reédin‘g' and
'Flexing' to Students," Jourral of Teacher Education 42 (Spring 1976).

Karen Watkins, Editor
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Vol 1L no 31 SOME THOUGHTS ON FACULTY EVALUATION R T

Perhaps one of the hottest tcpics in higher education is evaluation of faculty:
who should do it, how it should be done, and for what purpose should it be used.
Part of the problem with evaluation might be related to the problem of defining the
aims of education and the difficulty of measuring whether or not those aims have®been
reached once they have been lefined. If the community colleges have agreed, how-
cover, that their prime function is teaching and not research, then it becomes impera-
tive that we develop valid ways to measurc teaching effectiveness. A first step in
developing valid evaluation processes would be to challenge some of our present
assumptions about evaluation:

Good teaching is imEossible to define.

We must get beyond the notion that eval-
uation is for the purpose of judging teacher performance as though the teacher were
an actor on a stace and nothing more. Evaluation should focus on the outcomes of
education--the resualts of the entire process, intended or not.
Peers and administrators are good judges of teaching, but _s_tudents are not. Theé
dent evaluations of classroom performance are much
more recliable than peer evaluations. Confusion has arisen over the use of evaiuation
for personnel decisions, and no faculty has wanted to rely on student evaluations when
the reality is that peers and administrators make the employment decisions. It is not
true, though, that students will give the highest ratings to teachers who give the
highest grades and there is no evidence to support the fear that student evaluation
has led to a lowering of standards and the general demise of higher education.
Fvaluation should be limited to classroom performance. There is more to effeciive
teaching than entertaining a room full of people two or three times per week. Effec-
tive teaching includes relevant texts and other materials, a meaningful syllabus, effec-
tive interaction with students on an advising basis, conscientious committee work for
the good of the entire institution, and meaningful contributions to the community as a

whole.

Perhaps these alternative assumptions should be made about evaluation:

Different groups should evaluate different aspects of the educational process. If
studeni evaluations are a reliable gauge of teaching in the classroom, then that is the
component for which they should be used. Perhaps peers and administrators should
stay out of the classroom. Instead, they would be the ones to judge the written
materials and learning objectives, and the contributions of the faculty member to the
college as a whole, and the ones with whom the self evaluations are discussed. They
would also be the ones to guide the professional development process.
Frraluation should be tied to professional development. If we agree that the purpose of
evaluation is for the improvement of the educational process, then opportunities for
faculty development should be provided and expected by the institution. Not only
should each institution plan and hold inservice development activities bascd on identi-
fied needs of the faculty, but whenever possible the institution should also provide the
funds for faculty to attend meetings and conferences off campus.

| Gelf evaluation should be a major component of any evaluation process. For growth to

occur, each instructor Should articulate the answers to questions such as: NDid 1 meet
Lvny goals and obiectives as set at the beginning of the term?

If so, what worked the
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best? If not, what didn't work? What were the attrition and attendance rates in my
classes? Why? What can I do to improve them? What is my response to my student
evaluations? Do I agree with them? Why or why not? How much did I vary my
teaching. methods to fit the needs of the students in my classes? What did my stu-
dents learn this term? What other contributions did I make to the college this term?
Any evaluation system should be specifically designed for the institution where it is to
be used. aWhat works at a community colleée in %alifo;ﬁ-fa'brn‘ay not work at a technical
college in Nebraska. Some of the principles will remain the same, but each institution
should create its own, unique evaluation of pregress toward that institution's goals and
of each faculty member's contribution to their achievement.

Evaluation must be a continuous, humane process, devoted to imstructional and
organizational improvement and based on cooperation between faculty and administra-
tors. One example is offered by Jackson State Community College in Jackson,
Tennessce. Three of their purposes are similar to most evaluation models: (1) create
a constructive environment which can foster student success, (2) improve faculty
performance, and (3) create an equitable means of using evaluation for employment
decisions. A fourth purpose they have added is to create a means by which the
relationship between faculty evaluation and faculty development is understood and make
the two components interdependent. Other fundamental concepts include:

Evaluation is done in those areas for which faculty have primary responsibility.

(Classroom inctruction, syllabus development, academic advising, college service,

and faculty development). If a facultv member chooses, uvaluation can be mini-

mally expanded into other selected areas. ]

Several sources of evaluation are used. Students evaluaté’ classroom instruction,

peers evaluate syllabus development, and administrators evaluate the remaining

areas. In addition, self evaluation is used in all areas.

The outcomes of evaluation are expressed in one of three levels of performance,

which are criterion referenced. Criteria are {dentified, defined, and categorized.

The degree to which they are met then determines the level of performance

("Needs improvement," "Expected performance, " "Exceptional performance").

Faculty evaluation is a dynamic and ongoing process. A college faculty committee

annually reviews th: process and continually works toward its improvement.
An integral part of Jackson 'State's evaluation system is faculty development, with
emphasis on the improvement of instruction. Therefore, the college annually sponsors
a program of activities based on faculty needs. Faculty participation is required.

Finally, what is there to discover about faculty evaluation? There is little agree-
ment on method, but a general agreement on the need for it; the fastest way to make
many faculty break out in a nervous sweat is to mention evaluation in the same breath
with professional development; the quickest way to sabotage a new evaluation system
or concept is to have it explained in a memo to the faculty which comes from the
President; and in spite of all the literaturc explaining how to do things correctly, we
administrators still blunder along making mistakes ("Hi, Dan. Come on in so that we
can discuss your evaluation. 1 don't think your house will be too hard to sell, do
you”") which do nothing to lower the association of evaluation with a sledge hammer--
the threat to conform or else. But with enough of us optimists around, someday we
will be able to talk about evaluation without stuttering, or apologizing, or justif ying.

Cathryn Addy

Deaa of Student Services
Central Wyoming College
Rivertdn, Wyoming

For further information on the —Faekson—State Community College model contact Dr.

Robert A. Harrell, Dean of Academic Affairs, P. O. Box 2467, JackR3om, Tem

nessee 38301, 901/424-3520. Karen Watkins, [ ditor
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In 1975, Jefferson Community College 'fin Louisvillet™Kentucky initiated a remediation
project with grant funds provided by the Fund for the Improvement of Postsecondary
Education. The project was based on the premise that there are identifiable cognitive
skills necessary Jor succéssful completion of freshman level science courses. The
project further assumed that these skills may be needed for successful completion of
many college level courses. The object was to develop a cognitive diagnostic test to
measure the skill levels of students’ using our model. Then audio-tutorial cognitive
skill programs were developed from the model to remediate these students with poor
skills. : :

THE COGNITIVE MODEL . ]
The cognitive model*, from which the 40 question Cogmtive Diagnostic Test is

derived, is as follows: . & .

< Language .

’ e Verbally Defined Language: The ability to define words in terms of other weords

e Visual/Abstract Language: The ability to produce mental image: in response to
words or symbols and to reRite symbols to real objects or to one ancther

Reagonin
' e Pattern Recognition: The ability to recognize verbal and/or visual pa‘terns and

see the relationships in these patterns

e Classification and Elementary Logic: The ability to see generalities and specifics
and place information inic appropriate categories . .

e Logic Interaction: The ability tc draw logical conclusions from work and viswal/
abstract relationship problems

In addition to the cognitive skills for which there are test items available, there are
three skills placed into the model as: : N
General Preparation for Coursework
e Discovery or ownership of responsibility in the educational process
e Memory
e Presupposition or recognition {hat information processing skills and information
builds throughout a learning endeavor

TLACHING TOWARD COGNITIVE SKILLS

The Cognitive Model and accompanying Cognitive Skills Diagnostic Test may be used
in a variety of ways in the classroom. You may design instructional units for classes
to provide practice in these skills. Course information may be sequenced to introduce
language concepts first, and then progress to information that involves classification,
patterning and logical interaction. Students in need of remediation can be identified
through the diagnostic test and given special assignments to build language and rea-
soning skills. - ’ .

‘ *The language component of the model 1s empiricully derived,- while the reasoning
cdomponent has extensive statistical verification through the Cognitive Diagnostic Test.
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At Jefferson, we offer ‘basic cognitive development for students whose entry reading
levels are poor and who could profit from a special learning laboratory environment.
Audio-tutorial programs have been produced for each of the cognitive skill areas. For
example, the area Visual/Abstract Language contains three programs: Visual Lan-
guage, Abstract Language and Simple Visual Relationships. Pattern Recognition, on
the other hand, contains six programs, one of which is Elements of Discovery, which
encourages students to take responsibility for learning.

Students may enroll in a special Cognitive Skill Learning Laboratory or use the
laboratory on a drop-in-basis. Once in the Learning Laboratory, students are intro-
duced to staff and to the lab fadcilities, and when a rapport is established, they are
given the Cognitive Diagnostic Test. Student answers are entered by hand into the
computer, and a computgr printout with scores in five cognitive areas is generated.
These printouts are used 1n student conferences to establish the work s/he is expected
to accomplish toward cognitive skill remediation. ’

Students begin the assigned programs by the third class meeting, taking the audio-
tutorial programs, having study guides checked “for remediation of a particular skill,
playing commercial games to reinforce the skill, and finally, being tested by a com-
puter test for the skill before going on to the next audio-tutorial program.

Data from students in the Cognitive Learning, Laboratory course indicate that stu-
dents who take the cognitive skills pr%gmms in addition to a reading course show a
significantly greater improvement than those who take the reading course alone.

While the learning laboratery setting is surely not the only way for students to gain

improvement in cognitive skills, it does provide a means by which students can work’

on specific skills and progress at their own pace before entering the traditional educa-
tional program. Fowever they are taught, though, direct instruction of cognitive
skills can greatly enhance students' present and logg-term learning.

Ellen Korn
Associate Professor of Buology
Jefferson Community College
. 109 East Broadway
- Louisville, KY 40202

For further information .
The Cognitive Diagnostic Test @nd the Cognitive Remedial Programs (in script form)
/ >

are available upon request from the author. N
»
- Karen Watkins. Editor
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( '\ o OF MY STUDENTS GMIE NE THIS
‘ - BEAUTIFUL WATCH FOR CHRISTMAS... }
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’ : S TNOM YU KNOW WHY TH DEAN DISCOURACES US
From HAVNE CHRISTMAG TREES [N THE CLASSROOMS.

g

Rat B, - “~~J

| USED TO WOOK FORWARD To CHRISTMAS
BT Mow | 0ok FORNARD To CHRISTMS BReAK !
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Rich Baries
The Printers, Inc.
‘ Sioux Tills, South Dakota 57102
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n e Tur gy Cotlepes
' &‘ o d b s cnidp
m (7 Vot ’
. [ Hy R & ;’,'a {v”:'ﬂj 1_9 1982
for further information | Loy Angatss, Doofarpia 9,0l

Rich Barnes is a ircc lance cartoonist. You cao sce much more of Rich's work in
the modules of The Creative Teaching Series published by Media Systems, Inc.
aviilable from your rampus staff development ufficer or academic dean.

Karen Watkins, Editar
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