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EXECUTIVE SUMMARY

Colleges and universities increasingly are investing attention
and energy on issues reliuted to teaching and learning. Insti-
wtions mzy be reacring to public demands for improved stu-
dent outcomes or criticism of dominant research agendas,
Sll, because of the service they provide, some institutions
of higher education may be focusing more on teaching and
learning out of genuine concern and @ sense of responsibil-
ity 1o students. Whether the motivation stems from a dis-
turbed populice or a recognized obligation. colleges ure
making 1 commitment to improve student learning.

How well institwtions respond 1o this “new™ waching and
learning agenda may be a matter of debate, especially it
some of the following criteria are considered: tangible re-
wards for good weaching. public recognition of faculty, re-
source centers for instructional development. credit for
rescarch and publication of teaching issues, and preparation
of graduate students for college teaching (Halpem and
Associates 1994 However an individual instituion ap-
proaches such issues, Ereuly sl bear the nujor responsibil-
i for student learning (Davis 1993). Henee, faculty are
expected Lo inspire an instructional renaissance (Svinicki
1990). As a consequence. feuity may renew their own come-
mitment to lifclong learning and rekindle once again the
excitement ol discovery,

What Can Faculty Do to Enhance Students' Learning?
As learning becomes more complex, students frequently
depend on ficulty o assist them with a mudhitude of obsti-
cles, Yet given the tepical preparation college faculty reccive
for teaching. the tendeney to concentrte on presentational
methods. like the lecture, can aggraviate studems” ditficulties
with learning. Consequently. instructors are encouraged ~to
stop viewing teaching as covering the content” and to starn
viewing it as helping the students learn™ ¢Svinicki 1990, p,
7). Such @ change in process oricntation can lead 1o a focus
on understanding how people Tearn and the vaviables and
variations of Tearning that are possible. which ¢an be accom-
plished through the use of resources designed to facilitne
learning by transforming college teaching,

What Resources Can Help Faculty Improve Learning?
To help faculy achicve such an instructional tansfornution.
numcrous faculiy development progriams and professionals

Moddels for igpporong Colfege Teaching
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promote the development of expertise in weaching. Sup-
porting an array of initiatives, such as instructional grants,
waorkshops and discussion groups. clissroom obsenvation.
and microteaching. faculyy development efforts enable
instructors 10 consider adapuations 1o their teaching (Weiner
1990). In addition. reference and rescarch information, hard-
ware technology and support, and advisory personnel can
augment existing resources. Each opportuniy is intended o
offer faculty insight into the significant accumulation of
knowledge about teaching and leurning (Meages, Weimer,
and Associates 19906).

Among the resources available for faculty is an array of
innovative improvement strategies and classroom methods.
such as cooperative learning. the case nrethod. test feed-
back. and videotaping. Some of these strategies have a for-
mal structure, an extensive rescarch base, and applicability
to almost any discipline. Such strategics have been described
as “eaching improvement models™ (Svinicki 19900,

What Additional Resources Might Faculty

Need to Prc¢ ote Learning?

While these resources, stintegies, and models can e benefi-
cial for enhincing Tearming, the hardworking faculty member
in higher education, who often is faced with increasing de-
mands 1o do more and to be maore effective, may not be
able to review this vast and diffuse assortment of options
(Svinicki 1990). Challenged daily o fulfill their institutional
requirements and to meet the needs ol a diverse group of
students, faculty should have a selection ol innovative teach-
ing and learning teehniques inan casy-to-use format. Al-
though some faculty development progriams may suppont
projects to disseminate information on one or two teaching
improvement models, the wendeney o group such maodels
tor discussion and selection, much like @ menu. is rare.
Henee, 2 comprehiensive dnd concise compilation of teach-
ing improvement models could provide facale with a uscful
resource not previously available.

What Are Some Models Included in This Collection?
The teaching improvement maodels included in this report
were selected on the basis of their relative novely for fac-
ubty, compared to more fmiliar strategies like writing=iaeross-
the-curriculum or simulition, The cotlection comprises six

ir
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categories of models: models for assessment and feedback,
discussion and sharing. dissemination, clinical development.

-teaching and learning. and instructional planning. The mod-

¢ls include Classroom Assessmient. the Great Teachers Sem-
inur, Integration of Teaching and Leaming Stvles, the In-
structional Skills Workshop. Aduptive Control of Thought,
Multiple Intelligences and Teaching., Instructional Event
Design. and the Five-Swep Process for Improving Feaching.
These and other models similarly designed to enhance learn-
ing ofter specific procedures that can be implemented casily,
without formal training.

What Are the Teaching Improvement Models
Designed to Do?

One purpose of this cotlection is to encourage faculy o
reflect on the learming process and on the influence of their
teaching, Each model sclected for improving college teach-
ing was originally designed 1o meet a distinet faculty need.
whether feedback from students. the opportunity 1o share
thoughts and strategics with pecers, or the collection and
dissemination of ideas among faculty, Other models Foous
on instructional improvenment in @ sceure environment.
course and curriculum design, and an understanding of
learming theory and vartous learping styles.

Why Should College Faculty Consider or

Implement These Models?

Higher education in the United States has been challenged
to improve students” learning experiences, Given sufticient
support and resources. college and university faculty have
the capability to enhance their students” learning, The mod-
cls in this collection offer faculty an assortiment of resources
to use in this endeavor.

Models for nproving Coltege Teaching
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FOREWORD

The call for improving college teaching is being heard loudly

and clearly at all institutions of higher education. Studenis,
parents, legislators. and even college presidents question
the effectiveness of cotlege teaching. Legiskation has been
passed to ensure that each faculty member teaches a mini-
mum rumber of hours. Boards of trustees question tenure
out of tear that it is a barrier to accountability in the class-
room. Facully in turn respond that the quality of their teach-
ing is rarely used for annual and promaotional evaluztions.
And they point cut that the amount of funds that the aver-
age institution uses o support improvemeni of teaching as a
percentage of personnel dollars is minuscule compared 1o
budgets for human resource development in industries of
comparable size.

All parties basically agree that two conditions atfect college
teaching. The first condition, which is fundamental to the
problem, is that graduate schools expose their students only
minimally o the knowledge and skills related o reaching.
The second is that colleges and universities have assumed
that faculty can teach or that pocr teaching is an individual.
not an institutional. problem. In other words, institutions clo
naet trext the assessment and improvement of teaching as u
continuous und institutional concern.

To make a measurable impact on the quality of weaching,
the following conditions must exist:

The institution as @ whole must recognize that the im-
provement of college teaching must be addressed as
coninuous. institutionwide concern.

s Faculty, administrators, imd studems nevd 1o he involved
to ilentify reliable and valid assessmient wols to nieasure
the quadine and effectiveness of college icaching.

* Demonstration of the quality of teaching must hecome
greater part of annual faculy evaluations.

» Institutions must reinforce their rhetoric about improving

college teaching by providing individua! faculiy opportu-

nitics 1o assess and develop their eaching skills—not
only sponsoring voluntary Liculy development centers,
but also regularly providing faculy informeation about
models ol college teaching,

This report by Jon 1L Travis, assistant professor of higher
education and director of the Center for Community College

Modols jor Imprroring Colleoe Teaehing
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Education at Texas A&AM Universin—Commerce. reviews 16
teaching models designed 1o enhance leaming that can be
implemented without formal training. The models are
arouped to facilitate faculty members' use of the collection:
assessmentsdeedback, discussion:sharing, dissemination,
clinical development. teaching-learning, and instructional
planning.

By making information on improving college weaching
available to every faculty member, developing a culture
where the discussion of college teaching becomes a regular
puart of faculty mectings. aad making the improvement of
college teaching part of individual faculty development
plans, colleges and universities will see significant improve-
ment in the quality of weaching on their cinpuses,

Jonathan D. Fife

Series Bditor,

Professor of Higher BEducation Adminisuation and
Divcector. ERIC Clearinghouse on Higher Education
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INTRODUC.TON

Education is 2 necessity in our modern culture. Yet while
ataining an cducation may be a generally accepted goal of
American life. crivicism of schools and educators has hecome
common. The professoriat in this country is one of the more
recent targets of such attacks. Believing that faculiy are com-
mitted 1o establishing themselves as independent contrictors
who tenaciously defend tenure as @ haven from accountabil-
itv. the critics huve suggested that college and university
faculy are ar fault for a supposed demise of higher cdu-
cation in the United States (Bérubé 1996: Kersehner and
Kegley 199-).

Despite any public opinion o the conttary. college and
university faculty are dedicated professionals who are gen-
uinely concerned about what takes place in the classroom. 1f
the effectiveness of teaching has diminished in higher edu-
cation, the taculty have not single-handedly caused such
presumed decline. Sased on the typicad reward procedures
for faculty. most four-year institutions cleuarly emphasize re-
scitrch and publication over teaching (Cannon 1989 Halpern
199:). Further. college and university faculty often have not
heen adequately prepared tor eaching at the college fevel
(Boice 1992 Eble 1988: Menges 199+4). In light of these sig-
nificant handicaps. college and university faculty are indeed
confronted with a nwajor task if they are o improve their
tcaching,

The goal of improving college teaching. though nat nec-
essirily novel (Cole 19780 Lee 19067), is certainly commiend-
able, It is also reled o some other significant issuces in
higher education, and peanaps foremost in the minds of
educators is the consistent advancement of student learning,
Learning is. after abl, a primary goal of educatiomal programs,
and some have recently proposed that the focus of educa-
tional institutions should be shifted rom waching 1o lcarning
(Barr and Tagg 1995 Cross 1990: O'Banion 1995-96), The
challenge o improve student learning has been complicaed,
particularly in the past 20 years. as enrollments of college
students have reflected more and more the diversity of our
society. The influx of older students, displaced waorkers,
minority students, females. commuter students—including
those employed full-time—and other previously nontradi-
tional™ student groups has placed unusual demands on insti-
tutions. In particulur. these newer groups of students have
cinphasized the variability in stadent learning. Henee, a kev

Maelels Jor lproving College Teaching
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o improving learning Tor all students is the recognition of
the individuality of the learming process.

The public is also concerned about the extent of learning
that is taking place in our institutions of higher education.
Focusing on learning outcomes, the public demands institu-
tional accountability, thus promoting a necessary emphasis
on improving teaching. This development of excellence in
teaching is particularly significant for the many faculty mem-
bers who are inadequately prepared for their classroom
responsibilities. A certain amount of professional pride ac-
companics the efforts of taculty, who are also concerned
about student learning, as they strive 1o improve their per-
fornance. Unfortunately, cfforis 1o improve teaching in
higher education have often been resisted (1Halpern 1994).

The Preparation of Faculty

The preparation of many college and university facuity for
teaching has shortchanged them in at feast four ways, as
taculty have been deprived of the opporunity 1o understand
how learning happens. 1o consider the use and value of
teadback, to realize the importanee of experimenting with
teaching methods, and to review available resources for im-
proving teaching and learning, Yet the inadequate prepara-
tion of faculty for the responsibilities ol teaching is indicative
of the typical lack of emphasis placed upon this faculty role
in higher cducation (Schuster 1990, 1993). Characteristically,
teaching has not been recognized as a necessary skill tor
college fxeulty CHalpern 1994: Menges 1994),

Graduate education for potential college and university
faculty usnally focuses on a concentration in the subject ficld
and research applicable 1o this conceniration. Generally
spuaking, few opportunities of any kind are offered to gradu-
ate students to provide them with pedagogical skills or tech-
nigues (Bass 1993: Boice 1992: Weimer 19900, In fact. the
current emphasis in graduate study disparages any etfort by
potential college Guculty to develop themselves as teachers
(Eble 1933: Slevin 1993),

Thus, poential college Faculty depend on the role motlels
they encountercd during their own instruction for the neces-
sury exposure to instractional methodology (Lucas 1989).
This dependence can lead 1o unfortunae methodological
assumplions:

te
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- thatt passive verbal transfer is an ¢ffective mode of
instriction: thet college strudents bare long attention
spais: that if teachers prepare well and koep tafking
nothing b can bappen: ane thett cirthority cnd triah
rosidle in the figure bobind the fectern (Eble 1988, p. 2001

Because the dominant method in their own experience was

the lecture. cotlege faculy have adopted this one method —

for the bulk of college teaching (Flood and Moll 19901, Col- Because the
lege faculty who believe that the lecture is still the most ex- X

5 . S S dominant
citing and efficient method of weaching. however, may be

surprised to discover just the opposite (Gardiner 1991z 1 al- method in their

pern and Associates 199-1). Moreover. with the increasing, own experi-
diversity of todav's college students, their range of «ap- ence was the
proaches to fearing has similarly expanded. yet faculty lecture, college

who have not had the opportunity o learn about the pringi- faculty bave
ples of teaching and learning may still contend dat atl stu-

dents can learn the same ways they always have, adopted this
Based on their preparation, college and university faculy one methodfor
may believe that they can communicate the information in the bulk OfCOl'
their subject ficlds because they have acquired extensive lege teaching.
knowledge about the content. “A century ago the defining
characeristic of pedagogical accomplishment was knowl-
cdge of content” tshulman 1986, p. 7). Thus. college faculty
were presumed capable of dispensing quantities of this con-
tent. While familiaeity with the content is necessary, such
knowledge is no longer adequate Tor teaching within a sub-
jcet held (Svinicki 1990). As students have become more
sophisticated and information continues to expund. waching
has become more than a process of dispensing a finite
amount of information, The mere transimission of informa-
tion is no longer sufficient for classroom instruction (Liws
199 D). Even so, curvent practice continues 1o be dominated
by presentational instructional practices that foree students
1o remain passive learners (Wilson 1990).
Faculty have u responsibility 10 recognize the specific ditti-
culties that students will have in understanding the content
and then transform the content accordingly 1o enhancee stu-
dents” understanding (Shulman 1987, What is becoming
increasingly clear is that educators need o reassess their pur-
pose and function in the current information age Hlinchey
19931, In other words, whether or ot teachers are willing 1o

Madels for tnpproring Colfege Teaching
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consider. adopt. and adapt various innovative instructional
approaches. coliege teaching has already changed. Yeuif
teaching and leaming are © improve in the college and uni-
versity classroom. individual instructors must he willing to
make the necessury changes (Svinicki 1990). Faculty likewise
must be willing and cager learners themselves,

Efforts to Improve Teaching

The preparation of college faculiy has not been ignored
entirelv, Some disciplines offer their gracuate teaching assis-
tangs a course or seminar devoted 10 somwe o the principles
of college weaching. In addition, both the Association of
American Colleges and the American Association of Colleges
and Universities have initiated projects that call attention to
the need for better preparation of college teachers Clravis,
Outlaw, and Reven 1990). Even hetore the effonts of these
o organizations, i Doctor of Arts degree. whose expressed
intent was to prepare graduate students for the requirements
of college teaching, was developed and first offered at
Carnegie-Melon University, The Doctor of Arnts, however.
has not gained widespread aceeptance and in fact has
declined significantly in popukarity since its inception
(Glazer 1993).

A few institutions actuadly have increased the extent of
teacher preparation programs for college fuculty bevond the
scope of the Doctor of Arts, Incorporating viduable instruc-
ton in learning theory and teaching methodology as well as
prictical internship expericnces ino existing master’s and
doctoral programs. over 20 colleges and universities nation-
wide offer graduate degrees in college teaching CTravis,
Qutlaw, and Reven 1996). Although all of these effonts are
meeting a genuine need in preparing college faculty 1o
teach, the clear majorine of college instruction has not bene-
fited from these programs.

some well-meaning texts have been ercated to Gl in the
aaps left by graduaate programs that do not include peda-
gogy teg 3 Davis 1993 Halpern and Associates 1991
MceReachie 199410 see Appendix A for a more complete read-
ing lis0). And faculty members who are fortunate enough to
have access o comprehensive faculty development pro-
grams could find vet another opportunity to supplement
their preparation for teaching. A kev clement in many stalt
development progeums has been an ongoing effort to collect

1t
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and disseminate effective waching strategies. Various proj-
ects and organizations, including the Professional and
Organizational Development Network in Higher Education.
the National Institute for Staff and Organizational Devel-
opnient, the National Center on Postsecondary Teaching.
Learning. and Assessment, and the Nutional Center for
Rescarch to Improve Postsecondary Teaching and Learn-
ing. also have demonstrated their commitment to such
an cftort.

Among the numerous strategies created to assist in the
improvement of teaching. some have been developed on
sound rescarch base 10 apply across the disciplines of col-

lege teaching. Hence, these strategies have reached a degree

of sophistication sufficient to ditferentiane them as teaching
improvement "models.” This distinction suggests that cach
model has a thorough foundation in the rich literature on
teaching and fcarning and has been tested in an actual
teaching enviremment. Morcover. teaching improvement
maoclels are not merely classroom methods, such as lecture
or simulation, but have been designed to augment the use
of various teaching strategies and mcthods. The collective
purpose of such madels essentially has been o foster im-
provement in the qualitv of college teaching,

Although cach model may be singularly different and
attract a specific clientele among faculty and admindstrators,
the tendencey to group these models for discussion and
sclection, much like @ menu. is rare. Through the activitios
of various faculy development programs and organizations,
some information about these models might have been col-
lected. but the wpical faculty development effort often wends
10 he an endorsenient of only one or two of the applicable
modcls. Generally selected to be presented o instructors
through Faculty development workshops, this limited array
of teaching improvement models might not be sutficient 1o
offer faculty members what they need. Many faculty mem-
bers simply may not have sulficient time to attend such
workshops merely to sample the models presented so they

can select one for their personal use. A more comprehensive

and concise compilition of teaching impravement models is
lacking. Hence, Taculty need such a “mienu™ o faciliate their
consideration, adoption, and adaptation ol the model or
modets they perceive as most usetal in meeting their own
CIrCUMsnees,

Maclels for huproving Coflese Teaching
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Models for Improving College Teaching

This report presents a collection of sclected models o pro-
vide college and university faculty with 2 range of different
approaches o improve instructional practice. While not all-
inclusive, this assortment of models offers an initial resource
lor faculty interested in improving their teaching and their
students” learning. The collection includes a total of 16 mod-
¢ls. cach one briefiv described with accompanying critical
reviews, where wvailable. from the literature. Each mode!
hus heen selected for its utility to individual faculty mem-
hers, its complete, specific structure, and the accessible ref-
crence literature (providing faculty the epportunin to pur-
sue additional information for a particular model),

Essentially, these models are suggested to fill a gap in the
preparation of college faculty and to offer specific proce-
dures or idegs that can be implemented casilhv without for-
malized training. The entire collection is categorized accord-
ing to the ultimate purpose of the respective models. In
addition to the selected models described in cach category,
related techniques. which wre lacking in specific definition
or not appreciably developed in the literature, are brictly
discussed.

The six categories of moxdels are arranged to facilitate
taculty members' use of this coliection. Based on a presump-
tion that most faculty would prefer to review and consider
models that are relatively casy and quick in application, the
collection beging with a categony of models designed for
scli-exuamination of the teaching process. The following cate-
gory of models provides for sharing with colleagues. The
sharing process continues und expands to include insritu-
tions and organizations across the country in the third cate-
gory, While sharing is also part of the fourth category. the
model focuses on the learning of teaching skills and requires
specifie resources, especially trained lacilittors. Beginning
with the Afth category. the models provide a theoretical
hasis Tor the taaching and learning process, concluding with
thicories of instructional design. For newer faculty especially,
one or more of the last three catcgories may be particularly
usclul for filling in the gaps left by inadequate preparation,
Veterin faculty, on the other hand, may prefer to iy the
more sclf-directed approaches ol the first three categorics,

Unless faculty routinely videotape their ckisses. obtaining
feedback to assess one's teaching may not be easy, Class-

¢}
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room ohservation by a peer or administrator is often only an
occasional opportunity that also can be threatening. Because
all faculty who seek to improve their teaching require ample
feedbuck on classroom activitics. the first category includes
models designed to assist the faculty member in coliecting
feedback for assessing instruction. Hence. the first group of
models is referred 10 as assessment/feecdback moclels, The
Classroom Assessment model, created by Angelo and Cross
and already widely used among communin college faculty.
is an example of a procedure o elicit feedback tor the pur-
pose of assessing teaching and learning. Although faculty
development cun almost abways bencefit from sanction or
support from the organization. cach model in this category
is ulso suited to individuat and independent application by
faculty members, without the specific requirement of institu-
tiomal support,

The next category, discussionshearing models includes
endeavars that provide faculty with an event and an envi-
ronment especially conducive to sharing ideas imong fetlow
faculty members. The benefits of collaboration. whether
fostered through formal programs like the Great Teachers
Seminar or Academic Alliances or through more infornml
means, are considered some of the most influential aspects
of faculty development, Unlike assessment feedback models.
these models naturally require the participation of others.
although informal colluboration still does not depend on
institutional support.

In additon to faculty menibers” sharing their ideas with
one another directly or individually, some niodels have been
developed tor sharing or disseminating these ideas o o wide
audience of faculty, Henee, the Center for Improving Teach-
ing and three different publications are grouped together as
dissemrinction nrodels. Relving more heavily on institutional
support. these maodels, like this report. are intended to dis-
pense an extensive assortment of ideas 10 the largest possi-
ble audicence.

Beciause many faculty members have not had the henefi
of developing teaching skilks helore beginning o teaching
carcer, the section on clivical developmient models describes
an in-service opportunity 1o experiment without negative
consequences. The Instructional Skills Workshop uses i
Liboritory setting common to teacher preparation progriins
but depends on institwtional support for implementation.

This report
presents a col-
lection of selec-
ted models to
Drovide college
and university
Jaculty with a
range of dif-
Serent ap-
proaches to
improve in-
structional
Ppractice.
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With this model, faculty actually have the opportunity (o
practice short lessons using previousiy untried methods,

In addition o methodological preparation, weacher prepa-
ration programs also focus on lewrning theory, With the
advent of the concepts of learning styles and multiple imelli-
genees., the theoreticad basis for understanding the process
of learning has become even more important for the practic-
ing eductor. Unlike the tpical educationdd psychology
class. howoever, teaching-learning models do not dwell on
the theories themselves but instead offer theoretical bases
for understanding how to improve practice. For example.
Anderson’s Adaptive Control of Thinking not only describes
the learning process, but also presents specifie procedures
to [acilitate specific types of fearning. For professors lost
without the lecture. DuBois’s Learning Strwegy “Training can
help lecturers design better-organized presentations as well
as Leach students how to organize their note aking, The
extensive rescarch on varving learming styvles and intelli-
gences is represented in Lazear's moded Tor applving mwlii-
ple intclligences to waching, Kolly's Dimensions of Learning,
the AMAT taining program, and Grasha's integration of
eaching and learing steles,

For the new faculty member, instructional planning is
often an abbreviated exercise between unpacking in a new
residence and walking into class on the first day. Without the
expericnee of developing triad plans in o teacher preparation
program, faculty: members can find themselves following a
triad=and-crror process tat may st for several semesters,
Both Gagné's Instructional Event Design and Diamond's
Educational Program Development, represented among
inestriectionied plenaieing models, can help the Tacalty member
patee through the necessary process of course and lesson
phinning.

This collection is. understandably. relatively fimited. The
models appended o five ol the cregories are evidence of
additional technigues, many ol which may lack the specific
ity or the rescareh base that has been incorporated in the
identification of the 10 models deseribed in this volume.
And similar modcels are undoubiedhy in the process ol devel-
opment. Yeu this collection should provide faculty members
cager o improve thaeir college teaching with o place 1o s,

Stll, these models are not e silver buller designed to solve
all the problems inherent in college waching, As with any
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initiative to improve something. the efforts should continue
incrementally. Clearly, not every model will prove successful
for every faculty member, Faculty should begin by reflectin g
on their own knowledge of teaching and learning, then
select the categorny and model that seem 1o meet a perecived
need Improvement necessitates a certain amount of experi-
mentation as well, so some models might have to be wied
and discarded later. Finally, efforts w improve college weach-
ing should proceed without an expectation of perfection—
only with a commitment simply to improve college teaching
and learning continuously.

Faculty who teach in addition 1o their myvriad other re-
sponsibilities and are serious about instructional develop-
ment usually are careful about how they expend their
valuable available tme, Henee. o assist facaliy in reviewing
and selecting these models, the illustration of ecach model is
brief und 10 the point. The reader should theretore not
expect o find a complex theoretical discourse or an in-
depth, anatytical weatise demonstrating the relationship
among the models being desceribed. But this resource shouhld
sitplity the process of improving one’s teaching for the
aready busy Laculty member.

In essence, this monograph is tirgeted divectly 1o faculy
1o assist them in making individual choices tor developing
their own instruction. Faculty are encouraged 1o consider all
of the available models tor improving teaching in light of
their own objectives. Although helpful advice from peers
and others may fo-ilitate decision making, faculty must be
altowed o maintain ownership of their application of these
and other instructional interventions,

Maodels for lmprocing College Teaching



ASSESSMENT/FEEDBACK MODELS

The use of assessment 1o improve instruction has been

attempited at ali levels of schooling and with a wide range of

techniques, both formative and sununadve. Instructional
assessment conducted by the faculty member o provide
specific feedback that the instructor can retain can be partic-
ularly useful to college and university faculty. This feedback
“is most effective if it is not made public and if it empha-
sizes competencies instead of comparisons™ (Cross 1990, p.
124). Such assessment can target specific instractional crite-
ria or particular problems perceived by the instructor.

Every good teacher conducts some continuous torm of
self-ussessment of instruction. Perhaps the most significant
contribution of faculty-conducted assessment is the eseab-
lishment of a process to improve teaching and learning, an
advantage that vaditional evaluation procedures propose 10
ofter but rarely do. The models presented in this section
provide four approaches to cliciting teedback that will in-
torm instructional decision making. The first two models

offer assessment procedures that focus on the teaching pro-

cess as i whole, Also addressing the entite process. the third
maodel includes defined components for making changes 1o
improve teaching. Finally, the section describes an assess-
ment maodel designed for taking action, which has more
specific applications,

Faculty Inventory of Good Practice

Fuaculty sclf-assessment can be an effective source of feed-
back for the fuculy member seceking to improve practice.
Chickering and Gamson (1987) provided the substance tor
such a process of generating feedback with rescarch that
generated the development of an assessment model for fac-
ulty. The model's devetlopment began with a Wingspread
Conference, sponsored by the Johnson Founchtion, in 19806.
At the conference, Chickering and Gamson organized a task
force that included Alexander W, Astin, Howurd Bowen,
William Bovd, Carol M. Boyer, K. Patricia Cross, Kenneth
Eble, Russell Edgerton. Jerry Gaff. Henry Halsted, Joseph
Katz. C. Robert Pace, Marvin W Peterson, and Richard €.
Richardson, Jr. As a result of the work of this task foree at
the conference and during the months that followed, Chick-
ering and Gamson presented Seven Principles for Good
Practice in Undergraduate Education (1987).

Models for tmproring College Teaching

i1



A
i

Seven Principles for Good Practice

In Undergraduate Education

The Seven Principles provide a basic. general deseription of
the optimum classroom hehaviors for effective learning,
Grounded on rescarch conducted by the sk force on suc-
cesstul weaching and learning hehaviors in higher education.
the list of principles included common sense themes. not
couched in educational jargon:

Cood practice in wirdergracdieate education: (1) encoin-
ages cordaicts Detween studends and feacrdty. 020 derelops
recipracity aned cooperation among studeits. ( 3) qses
active learuing techuiques, (42 gives pprompt feedback,
(30 compheisizes time on task. (G coniicates bigh
expectalions. ( 7) respects diverse talends and wenys of
lfecerining (ChicKering and Gamson 1987, p. 3.

While this Hat nuay appear somewhat simplistic, aimost sug-
gusting a set of laws for education, the authors insist that no
such implication was inrended. asserting that the principles
simply should assist the process of improving teaching and
learning by providing guidance 1o educitors, students, and
governing officials (Chickering and Ganmson 1987) Essen-
tialiv, this purpose—to develop college instruction—and the
inherent simplicity of the fist are primary reasons for their
inclusion in this collection of teaching improvement models.

The principles are based on #3530 vears of rescarch on the
way teachers teach and students learn™ (Chickering and
Gamsan (937, p. 1. Student and faculty interaction under-
stundably should atfect the leaming process. whether in the
cliussroom or not. particularty because of its strong impact
on students” motivation. Collaborative learning efforts among
students are similacly influential and much more suceesstul
than a consistent dependence on competition in the class-
room. Learning is also enhanced it students are given the
opportunity o actively participate in the process, which is
one of the most frequent eriticisms of the passive lecture
technigue.

Maintaining students” motivition depends on feedback
that informs students ot their progress in learming. Using
tests to analvze students” errors, while not stressed in our
cducaional svstem, is one approach to feedback that can
foster elfective lestrning, ~Time on task™ refers 1o focusing
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students’ attention on a particular subject or learning activity:
tew people would argue that anentiveness to leaming tasks
will vield increased learmning, Expectations of students”
achievement can produce a variety of responses from stu-
dents based on the variations of their personalities and learn-
ing styles, yet students generally respond tavorably to
ecducators who have confidence in their capability to suc-
ceed. The inherent diversity of students and their approaches
10 learning theretore demand auentiveness from faculty.
Each principle can be used individually, vet they tend 1o
be synergistic. providing results that are much greater when
applied collectively (Chickering and Gamson 1987). Thus,
the Seven Principles suggest a recurring theme for teaching
improvement models: While individual techniques and pro-
cedures may be ctfective, the combined cefforts of a unified
systerm or model can be much more powertul. The Seven
Principles "employ six powerful forees in education: activity.
cooperation. diversity, expectations. interaction. responsibil-
ity” (Chickering and Gamson 1987, p. 4). Each fored, like the
Seven Principles that involve them, demonstrates a strength
in the eaching and learning process. Fence. learning can
be enhanced with active techniques, cooperative student of-
forts, individual differences. students” anticipated suceess,
sharing between students and Laculty, and an aceeptance of
expected behavior.

The facully inventory
After completing their work on the original list of principles.
Chickering and Gamson responded 1o continued interest in
the Seven Principles by developing two inventories, one for
individual faculty and the other for institutions. to measure
compliance with the principles. The two inventories were
published by the Johnson Foundiation in 1989, and the entire
initial printing of 40,000 copics was distributed in a week
(Chickering and Gamson 1991, “Total distribution of the
inventorics exceeded 300,000 copies by 1991 The Teculty
inventory is designed for the personal use ol instructors who
wish to improve their teaching. Although such an instrument
can casily be misused Tor summative evaluation, results from
such abuse of the inventories would not be valid (Chicker-
ing and Gamson 1991,

The Taculty inventory s divided into seven segments,
dircetly applicable w the Seven Principles. Each segment

Mesdlels for hnproving Coltege Tedcehing
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includes 10 statements relating o faculty behaviors that re-
quire responses using a five-point scale: very often, often,
occasionally, rarely. and never. For example, one of the state-
ments in segment 6 is 71 make clear my expectations orally
and in writing at the beginning of cach course™ (Chickering,
Gamson. and Barsi 1989, p. 9). Considering this statement. a
Facualty member might indlicate that the behavior is demon-
strated occasionadly.

Upon completing cach segment, as well as the entire
inventory, faculty have the opportunity o reflect on specific
areas for improvement. In fact, the entire inventory is a ool
for fuculy retleciion on practice. Using the example cited
above, the faculty member whe indicates occasional demon-
stration of the hehavior tor this one staement would be
expected o reflect on the desirability of increasing this
behavior, I other itlems in the same citegory are also prac-
tced infrequently. the Breully member is expected o react
with concern and muake @ coneerted effort o increase the
frequency of the desirable activities. This tvpe of review of
the entire inventory should otfer faculty members significant
insight into personal instructional practice.

Beciuse the faculy inventory is designed o be self-
administered, faculty have the opportunity o select specific
issues indicated by the instument for sutention and or inter-
vention, Faculty should be cautioned, however, o avoid the
templation o dattempt action on multiple concerns after come-
plaing the inventory, Etforts to improve one's teaching
shoufd be initiitted gradually o ensure greater suceess, Such
@ ctious approach o implementing the Seven Principles
should provide Ficelty with e sustained agenda for improv-
ing teaching and learning.

nventorios as contyvibutors to good practice

The initiad publication of the Seven Principles ereated so
much interest that Wingsprocd Jorrial republished them
three months e, and the Johnson Foundation provided
over 130,000 copies of the article at no charge during the
following 18 months tChickering and Gamson 19911 Re-
prints were also published in o nuniber of other publica-
tions, including frieemsity Afferirs (Canadivy and the news-
letters of the American Association of Sute Colleges and
Universities and various weaching improvement centers
higher cducation institutions.,
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References in the literature 1o the Seven Principles and the
invenories likewise illustrare the impact of Chickering and
Gamson's work, “The most widely known and apphied” vari-
ables influencing college leaming “are the Seven Principles
for Good Praciice in Undergraduate Education”™ (Angelo
1996. p. 60). The inventories have been the catalvst for
numerous fiaculty discussions (Centrzr 1993). The National
Center for Fducation Statistics ¢199-0) included the Seven
Principles in its discussion of potential “good practice™ indi-
cutors. Another recent publication. 7he Seeen Principles in
Action (Hatfield 1995), highlights case studies of the princi-
ples inuse at over 75 colleges and universities across the
nation. An earlier study (Poulsen 1991) of the use of the
seven Principles among private colleges, public universities.
and community colleges vielded generally positive responses.

The Seven Principles have been cited as a basic approach
o the knowledge of pedagogy faculty need (Dinham 1990).
Yet another endorsement of the Seven Principles emphasizes
the correlation between the principles and program im-
provement (Krueger 1993). "Regardless of the assessment
tools utilized. linking rthe program to Chickering and Gain-
son's seven principles and constuntly asking the question
Tlow can we improve?” provide the kind of focus needed to
eftect genuine improvement™ (p. 273) Some <av o beuer
list ol fundamental principles™ can be tound (Frederick
1989, p. 32).

Morceover, hased on the number of inventorics distributed
by the Johnson Foundadon. the taculty inventory has been
recognized as a helptul dingnostic ool A wide runge of
possible uses of the instrument also demonstrates s Hexibil-
ity and udlity (Barsi 1991 Clearly, the faculty inventory is
an important faculty development tool that can be imple-
mented casily and quickly, Both the inventory and the
Seven Principles are stll available from the Seven Principles
Resource Center at Winona State University in Alinnesota
(see Appendix B for the address),

Two-Dimensional Model of Effective College Teaching

Assessmient in the context of ¢ffectiveness indicators can
clearly enable Faculty to begin improving their teaching. A
measurement of two specifie skills in college 1eaching can
help a faculty member discover the essence ol elfective
teaching (Lowman 198:4): the faculty member's ability to

I
Tbe initial pub-
lication oj"the
Seven Princi-
ples created so
much interest
that Wings-
pread Journal
republished
them three
montbs later,
and the fobn-
son roundation
provided over
150,000 copies
of the article at
no charge dur-
ing the follow-
ing 18 montbs.
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develop intellectual excitement and the ability to generate
interpersonal rapport among students (see also Lowman
1995 for a defining sct of charaeristic adjectives that help
to describe the instructor who clicits intellectual excitement
or interpersonal rapport). While both skills should ¢nhance
teaching no matter what the situation or students, faculty
who are able to master even one of the skills will have some
impact in particular situations.

Intellectual excitement

Students™ involvement in the learning process depends upon
their attitudinal commitment to the endeavor, Students can
develop intellectual excitement it a faculty member is 0 mas-
ter of both the subject martter and the various methods avail-
able for eaching and learning. To evoke intellectual excite-
ment. an instructor needs to clearly communicate the con-
tent in a manner that will engender positive student re-
actions (Lowwman 1984). Simply knowing and sharing
information does not enhance learning. The information
must be delivered in a format that students can sufficiently
understand and interpret. Thus, the instructor also should be
cognizant of the aspedts of the content that may interfere
with students” comprehension.

Further. teaching and learning. like any acts of communi-
cation, ¢an be hampered by interference. both within the
individual stuclent and in the surrounding environment. To
hHlock out such inerfering distractions, instructors need o
use communication strategics that will keep their listeners
focused and maintain their attention on the content even
after the class is over—although the offorts to maintain stu-
dents' involvement must not be reduced to performing for
entertiainment.

Levels of imellectual excitement can be high, moderae,
and low (Lowman 1981, An instructor who clicits a low
level of inteltectual excitement may be obscure or uninter-
esting. The moderate level suggests a mininl degree of
intelligibility and excitement, while the high level natarally
indicates a command of both qualities. The faculty member
who creates ahigh level of intellectual excitement might
be described as enthusiastic, knowledgeable, and/or inspir-
ing. An instructors mastery of intellectual excitement is es-
pecially critical, as the focus is on the content and methods
lorits delivery,

16
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Interpersonal rapport

Although the learning process may be considered chiefly
cognitive in nature, the affective domain is also an integral
part of the operation. Student Jearning can be adversely
affected by unjust practices, authoritarian attitudes, or nega-
tive feedback from the instructor. Simitarly, taculty can be
intimidated by students’ expectations and the outcomes of
evaluations that depend on students’ test sCores. Awareness
of these drawbacks and the necessary abilities to overcome
their influence are the domain of interpersonal rapport. Fae-
ulty can excel in this dimension by inhibiting nonproductive
attitudes and reinforcing constructive ones.,

Like inellectnal excitement, the ditmension of interper-
sonal rapport is characterized by high, moderate, and low
levels, Students might regard the faculty member who main-
tains o low level of interpersonal rapport as erratic. domi-
neering. or insensitive. At the moderate leved instractors
tend to suggest a more open and friendly attitude. Highly
sensitive, orderly. and tolerant faculty would therefore be
considered to also exhibit @ high level of interpersonal rap-
port. While the dimension of intellcerual excitement is espe-
cially critical 10 the learning process, interpersonal rappor
might not he considered equally important. College faculty
will probuably not uniformly agree that a more humanistic
instructor is consequently more effective. Students, on the
other hand. have indicated thedr preference for instructors
who succecd with interpersonal rapport (Lownman 198-).

Lowman's revised text (1995) provides additional detail
tfor the imcrpul‘s(m:ll dimension, Recognizing some difter-
ences within this dimension. Loswviman splitit into the more
specific areds of interpersonal concern and cifective motiva-
tion. concluding that taculty who demonstrate concern for
“stucdents might not necessarily: exhibit motivating behaviors
and vice versa. Lowman added this distinction only in the
sceond dimension. however, to provide a more thorough
understanding of interpersonal rapport: he did not maintain
this differentiation in the unified model described in the
following paragraphs,

Intersecting dimensions

The coniplete maocdel, with the three levels of cach dimen-
sion, was further incorporated into a nine-cell grid that pro-
vides a full graphic picture of the coneept (see figure 1) As

Models for huproving College Teaching '
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cach fevel of a dimension intersects with another on the
grid, a different result is indicated for the faculty member.
Henee. instruction that is low in both imellectual excitement
and interpersonal rapport would be considered insutficient,
because the instructor can neither present the material nor
maorivate the students sufficiently, Such an instructor would
be considered least effective (Lowman 1984). In contrast,
instruction registering high in both intellectual excitement
and interpersonad rapport would be considered exceptional.
Faculty at this combination of fevels are regarded most
effective (Lowman 1984).

FIGURE 1
GRID OF EFFECTIVE INSTRUCTION
HIGH Coment-Centered  Traditional  Exceptional

3 s MODERATE | Suflicient Ample Pragmatic

= N . . 0 -
& Yiow Deficient Medinere Studdent-Centered
u 3
g3
T T wow MODERATE  HIGH
B>
SR

Interpersonal Rapfror!

Sonrce. Suggested by Lowman's (1980 Two-Dinmensionad Macdel

11t sense, Lowman's model is similar to much of the
research on learning styles that offers relative categories that
attempt to describe most of the learning tendencies of most
students. Likewise, the nine generalized categories in Low-
man's Two-Dimensional Model do not necessarily describe
every faculty member (Lownum 1993), Instructors can be
described by characteristics of more than one category. And
students can still learn. even il faculty tend o be “deficient.”

Defining the dimensions

The Two-Dimensional Model demonstrates with this grid its
similarity to two theories of management or leadership: the
Managerial Grid (Blake and Mouton 1983), which depicls
management behavior according to concern for people aned
concern lor production, ranging from low to high on cach
axis of the grid: and two tvpes of leadership style that depict
both relationship and task behuviors along two dimensions
ranging Trom low to high (Hersey and Blinchard 1982).
Thus, the foundation of Lownuin's work can be further sub-
stantiaied in theoretical administeative rescarch,

I8
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Lowman's model has been cired as a way o determine
and develop eftective teaching (Lucas 1994, Others have
found it appealing and very persuasive” (Fink 1989, p. 27).

The organizition of the information in the modlel is clear
and provides an effective schenui for a self-ecalvation of
one’s aun efforts to aitain a suiccessful blend of intellec-
tual impact aned emaotional support for the complex kineds
of mastery thed domingite the college classroom. . .. hitel-
fectual exciteient and interpersonal rapport beconie the
constructs thet finel our existerice as deadenicians.
Lowwmani bets given ies et vseful and excellent guide for
the furirney e mnst take 1o fudfill our obligations to the
studlents we teach (Mathis 1984, pp. 51-52).

The combination of practical advice and theoretical support
wus noted as a highlight in Lowman’s etforts (McCaslin
1983). which persuade the instructor 1o think and respond

‘(MeNinch 1983).

Some. however, have been more critical of the maoded,
citing limitations in the maodel’s reliance on teaching meth-
ods like the lecture and on a set of specific descriptors of
effective faculty (Centra 1993). “Good teaching is more com-
plicated than any list of qualities or characteristics can sug-
gest” (p. 41 Another possible weakness of Lownutn's
model is that it does not include an inventory o help faculy
conduct a self-assessment like Chickering and Gamson's
faculty inventory, and determining the degrees of excitenment
and rapport exhibited by an instructor could therefore e a
difficult task. Yot Lowman (1984) suggested by his own
determinations that subjective judgments can be made abow
onc’s partivular placenient on the two-dimensional grid. And
Lownmun's list of descriptive adjectives (1993) should also
help faculty in making more informed decisions.

The Five-Step Process for Improving Teaching

Yet another technique for self-assessment combines assess-
ment with action steps to vield a systematic approach o
assess instruction and implement change ws an instructional
improvenment process CWeimer 1990). Not unlike 2 commaon
decision-making action evele. Weimer's model incorporates
five stages: awareness, infomution retrieval, selection of
alternatives, implementation of plu. and evaluation. The

Medels for tiproving Coflege Teaching
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cyclical nature of this model reflects Weimer's assertion that
teaching cannot be improved overall with a singular effort
or with individual tips or ideas: A more systematic approach
1o developing instruction is necessary (Weimer 1990).

Like all the models described in this section, the Five-Step
Process is designed for the exclusive use of the individual
faculty member. Although colleagues and teaching special-
ist= muy be consulted as resources, the evaluative data and
resulting actions remain the sole provinee of the instructor.
Weimer's model is also presented in a format that offers
additional suggestions for dealing with specific aspects of
instructionil development (1990). Euch stage of the model
focuses on a specific purpose and incorporates distinetive
procedures o consider for accomplishing that purposce.
Some faculty members nay discover other strategics in
addition 1o those Weimer recommends for accomplishing
cich goal.

Awareness

Understandably| faculty need o begin with an understand-
ing ol their own approach to weaching. In this initial stage of
the process, therefore, the facuity member conducts an
instructiona! self-evaluation. Among the possibie means for
personally examining one’s teaching behaviors is the use of
videotaped examples of actual teaching. A relatively com-
mon technique that has been studied extensively, videotap-
ing one's teaching can provide substantial feedback (Davis
1993 Krupnick 1987 Lowman 19935). Rellecting about the
teaching process is also helpful and is an essential skill that
cffective insiructors vpically develop.

Weimer suggests using one or more checklists as wedl as
additional background reading to assist faculty in reflection.
some relatively simple questionnaires and checklists (Weimer
1987, 1990: Weimer, Parrett, and Kerns 1988), somewhat
similiar to the Fweaity inventory in Chickering and Gamson's
moclel. help the faculty member to focus on specific behav-
iors in the classroom. One of Weimer's cheeklists (1990)
inquires about the instructor's hand and body movements,
posture, rate and volume ol specech, and facial expressions.
Finally. using a technigue common o evaluation, faculty can
examine their syllabi and other weaching materials, whether
or not in portfolio format.
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Information retrieval
Self-evaluation may provide a somewhat one-sided perspec-
tive of teaching. and additional information is thercfore

needed from others who might present ditfering viespoints.

Feedback from students can be extremely illuminating
(Angelo and Cross 1993), und both current and former stu-
dents should be asked to provide useful feedback (Wieimer
1990). A wide range of techniques and forms designed to
clicit this necessary feedback is available (Angelo and Cross
1993: Murray 1987; Weimer. Parrett, and Kerns 1988). Col-
leagues could also be a source of information. Through
discussions, sharing of teaching materials. and classroom
ohservation. faculty can gain additional insight from other
instructors and academic leaders, Workshops, classes, and
supplementary reading can. in addition. augment the infor-
mation already acgyuired.

Selection of dlternatives

Once sufficient information has been gathered, the facufty

member needs to determine what can and shoulkd be
changed in the instructional process. These changes are
based on the infornution obtained as well as existing objec-
tives, Instructors also need to decide how 1o make these
changes. Gradual, step-by-step changes may be preferred.
The availible options for changing instruction are usually
numerots (Weimer 1990).

Implementation of plan

After selecting the desired changes, the taculty member puts
the plan into action. ‘the success of the pln depends onan
organized and enthusiastic effort by the faculty member
(Weimer 1990). Fuculty need o nuaintain control of the pro-
cess, so a moderate approach may e necessary to avoid
undue stress. The desired results should not be rushel,

Evaluation

A necessary step in any implementation of change is an
evaluation of the results, This stage might inclade additional
gathering of information, both personally and from others,
as in the Brst two stages of the model. This information is
needed o determine whether the desired results have been
achicved. 11 the chiosen plan is noi sufficiently successiul,

Modeds for hmproving College Teaching 2t
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additional changes may need to be considered. sclected., and
attempted, thus continuing the entire cycle once again.
Completing the evele with an evaluadon of any further
changes is always recommended.

The five steprs’ tnfluence on improvement

The flexibility of this model, as a resubt of its basic simplic-
ity, is a major advantage. Weimer (1990) has supported the
Five-Step Process with an extensive research base. incorpo-
rating some imponant concerns to complement the model.
For example. certain elements are kev in the improvement
of teaching, such as continuous effons to gather feedback
and assess progress, consideration of several improvement
strategies, faculty collaboration. and. of course. administra-
tive support. In addition. some institutional alternatives
should be available 1o support the improvement process,
inchiding an administrator designated (o serve as a taculty
consultant. a faculty development committee, and a program
for faculty development that includes an office. a resource
center, andor a dircctor.

But while improvement is possible. the process may not
necessarily be simple (Weimer 19900, It the process begins
with an identification of inadequate faculty who need to im-
prove. the potential for success will he diminished. Some
naccurate faculty suppositions can also he obstacles o
improvement. Such ideas as "a knowledge of content is the
only necessity for teaching.” “goad teaching is an inherited
skill.,” and “subject mauer is more important than the stu-
dent™ are conunon misconceptions. The profession’s tack of
commitment to adeqguate instructional preparation and lac-
ulty opposition 1o elfons at improvement are two of the
most setious obstacles (Weimer 1990).

References to Weimer's model clearly indicate a recogni-
tion of her work, Her efforts have been catied “excellent
directives for improving teaching” (Boice 1992, p. 9y and “a
good example of accumuliated progress in linstructional
development!™ (p. 1330 1er plan for gathering feedback is
“exenmplany™ (po 1500

Conisider tieo exctniples of her clear thinking and exper-
tixe, typiced of finsirnclional derelopment/ writing. €hie
is thes concept of instructional catareness: imost facridly

henefit froim begimiing with overdue reflections on bow
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they teach das an initial step in becoming better teach-
ers. Anather is ¢ stepuise plan for iniproving teaching.
it begins with instructional awrareness and inchides
informal feedback and setting goctls for change (Boice
1992, p. 133).

Weimer helped to establish “that most faculty can benefit
from reflection on how they teach as a beginning step in
becoming better teachers.” underlining the imponance of
instructional awareness in improving teaching (Lucas 199+,
p. 102). Weimer's checklist (Gincluded in an appendix) is a
helpful approach in developing this awareness. It is an exer-
cise that “allows faculty to detach themselves fromy their
teaching to look at their own hehaviors™ (. 132). Weimer's
maodel is useful to follow in collecting dita to improve
teaching (Lewis 19910,

Weimer has been called ~the best-known and most articu-
late source of information on instructional development in
this country™ (Chism 991, p. 237), emphasizing the impor-
tance of her model as 2 contribution to the literature on
improving teaching (see also Humphreys 1990; Kingston
1991: Puyear 1990), Implementing Weimer's model is cer-
tainly worth the eftfort (Moore 1990),

Classroom Assessment

Based on the assumption that information from students
relating to their learning progress can help faculty adap
their instruction o meet students’ needs. Angelo and Cross
(1993) devetoped 1 muhitaceted aporoach lor gathering
feedbuack from students. With techniques ltke minute papers,
student goal rnking. and focused listing, Classroom Assess-
ment is possibly the most Hexible and readily usable of the
models presented in this report. In fact. the use of any one
of Cross and Angelo’s techniques does not require formal
training. funding, or even considerable time,

The return on such a limited investment, however, can be
surprising. Faculty and students both can find an increased
sense of empowerment with this new aceess to information
and opportunity to be heard, Even the timid stedent who is
disinclined 1o speak up in class can have i voice with this
method, While establishing these vitally important communi-
cation links etween faculty and students, Classroom Assess-
ment begins a process o improve eaching and learning.

Weimer belped
to establisbh
“that most

Jaculty can

benefit from
reflection on
bow they teach
as a beginning
step in becom-
ing better
teachers,”
underlining tbe
importance of
instructional
awareness in
improving
teaching.
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Further, the use of Classroom Assessmient permits this im-
provement during the instructional process so that studenis
can receive immediate attention 1o their learning difficulties.

The classroom research project

Angelo and Cross began the classroom research project in
1988 with grants from the Ford Foundiation and Pew
Charitable Trusts (Angelo 1990). Their initial work for the
project. however, wis the development of their Teaching
Goals Inventory CTGD in 1986 (Angelo and Cross 1993),
They designed the TGT o help faculty members focus on
their instructional goals through sell-ussessment. Considered
the initiad step tor faculty who wish w begin classroom
assessment, the TGL s intended to help each fculiv nem-
er individualize the perecived goals for cach course, deter-
mine assessment technigques 1o measure how instruction is
mecting these goals, and initiae a process of sharing these
gaal pereeptions with other faculty (Angelo and Cross [993).

The revised TGL includes 32 items, listed as goals for
students, such as “develop abilite to concentrate™ and
“develop a litelong Tove of learing™ (Angelo and Cross
1993, pp. 39 +-93). Faculiy indicate their perception ol each
goal's importance on a five-point scule ranging from essen-
tial (37 1o not applicable (1) An additonal item on the
inventory requests an identification of the instructor’s chiet’
teaching role, such as “teirching subject maner™ or “serving
as arole model” A scoring device accompanying the revised
TG provides aeulty with the opportunity to personally tally
responses in six caegorics—thinking skills, academic skills,
subject knowledge. general education, vocationd training,
and personal improvement {Angelo and Cross 1993),

The Classroom rescarch project incorporated rescuarch
dealing with educational objectives and formative esaluation
(Bloom 1950: Bloom. Hastings. and Madaus 197D, Formuive
cvaduation, as distinet from summative evaluation. is de-
signed princrily to provide indicators for improvement
rather than some type of summary judgment. Angelo and
Cross dlso used numcerous syntheses of rescarch on higher
cducation’s impact on students, such as Astin C(1977), Feld-
nan and Neweomb (1909, and Pace (19791, Essentially, the
project tocused on three major initiatives: refining the T4l
fostering teacher-directed assessment through the develop-

9
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ment of clissroon assessment techniques, and encouraging
the expansion of classroom assessment into instructional
research to heighten understinding and to improve the pro-
cess of teaching and learning (Angelo 1990; Angelo and
Cross 1989, 1993). The concept of classroom research in-
volves the commitment of an enlire institution to continuous
data gathering on clussroom practice and experience o in-
form both faculty and administrators in their eftorts 1o im-
prove teaching and leaming. (Because classroom rescarch is
an institutional prograni. it is not detailed in this report.)

The issue of clussroom rescarch was an overarching
theme of the project that sought o identify faculty as re-
searchers of the instructionsl process. Classroom research. as
distinct from traditional rescarch conducted by university:
professors, is concerned more with a search for understand-
ing about successtul classroom practices than with generaliz-

able predictor schemes (Cross 1990). Thus. the practicality of

the project is its major feature,

Classroom assessmenlt techniques

Angclo and Cross developed the basis for the Classroom
Assessment model. 30 relatively simple classroom assess-
ment weehnigques (CATs), during the carly stages of the class-
room research project. Expanded and redesigaed into an
even simpler and mowe accessible format. the 1993 edition
of the CATs offers technigues for assessing students” skills
and knowledge: attitudes, values. and sell-awareness: and
reactions (o instruction . Angelo and Cross actually ranked
ach CAT according 1o the perecived ditficulty and time
commatment required.

Based on the principles of formative assessment, the CATs
afford faculty members the opportunity 1o focus on interven-
tions 1o assist students in the learning process (Angelo and
Cross 1993), The technicques e designed primarily to provicle
facubty and students with valuable leedback and the extended
opportunity for dialogue. Asicde from summative assessiments,
such as tiaditional westing, faculty rarely have the opportunity
1o elicit needed tfeedback from their students, Further, muach
feedback from tests tends to be too Hittle and too ke, Faculty
need input from students during the process ol instruction 1o
discover the prablems students might be having with leaming
while the difficulties can still he corrected.

Madels for Improring Cotlege Teaching
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In addition o its formative nature. Classroon Assessment
focuses on the learner and is managed by the individual
faculty member (Angelo and Cross 1993). The development
of learning skills among students, rather than the renewal of
teaching, is the aim of the model. Morcover, Ciculty mem-
bers are best suited for collecting formative data and acting
on the results, ~The weacher is not obliged to share the
results of Clussroom Assessmient with anvone outside the
classroom™ (p. -1). Although their use is specific to cach
classroom and situation, the weehniques cuan be adapted for

Capplication in any discipline.

Angelo and Cross (1993) identified some fundumentad
assumptions for their Chissroom Assessment model, based
on their extensive rescarch during the course of the project.
that link the model with improved weaching and learning,
These assumptions take into consideration that both faculty
and students need feedback. Using the technigues can also
aid professional development. Perhaps miost important.
however, “Classroom Assessmient does not require special-
ized training: it can be carried out by dedicated teachers
from wl disciplines™ (p. 10).

Yhile the TG can help a faculty member focus on gener-
alized instructional goals. weachers may need o relate spe-
cific gouls 1o specific lessons or classes and 1o focus on
further information that is needed. Thus, they cin achieve o
more immediate link to the CATS, To serve as an additional
instrument for this purpose, figure 2 s a simplified uestion-
naire tiat oflters facuby ver another ready mode of aceess 1o
the CATs. An alternative to beginning an assessment project
with teaching goals is to begin with questions CAngelo and
Cross 19930,

FIGURE 2

QUESTIONNAIRE FOR PLANNING CLASSROOM
ASSESSMENT: DISCOVERING GOALS

oW hat cliss tor fessom) do youn teaeh Cor have rugho that you
baeticve cam be improved?

- What sre three specific strengths of the chiss tor lessony?

CWihat st east one weakness?

1. Describe the way vour students learn.

Wit additional information fram studenis do vou need 1o help
them learn?

[
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A sample of four CATs is bricfly described to give readers
an ideu of the nature and purpose of the entire collection of
techniques. They were selected because of their relative
simplicity for implementation. Understandably, faculty new
to the model will have greater initial success with some of
the less complex CATs, such as the following techniues.

One of the CATs that seems to have achicved the widest
use, perhaps because of its extreme simplicity and obvious
atility, is the "minute paper.” Presuntably the creation of a
physics professor at the University of California-Berkeley

C(Wilson 1986), the minute paper his become a familiar tech-
nigue (Davis 1993). It is also o good example of the com-
mon mature of many of the assessment technigues, which
“probably have been invented and reinvented time and
agatin by instructors in various colleges at dilferent times™
(Angelo and Cross 1993, p. 133),

The minute paper simply involves two questions davel-
oped by the instructor that will cause students to refleet on
spedific aspedts of o dny’s lesson. The questions usaally
focus on a students impression of the most significant
aspect of the fesson and a question that remains in the stu-
dents mind wt the end of the lesson tAngelo and Cross
19933, Thus. the minute paper provides the instructor with
two very valuable insights into the immediate leaming pro-
cess: comprehension of the content as well as lingering dif-
ficulties with it. This kind of information in advance of any
testing can clearly benefit both student and weacher.

Another teehnique is “goal ranking and matching,™ A
procedure usually reserved Tor the initiak meetings o a0 cliss.
goal ranking is intended 10 compire students” goals tor the
class and the potential for their achievement with those of
the instructor CAangelo and Cross 1993), Faculty members’
suceess with this teehnique depends on their flexibility, as
students” goals may not ahways mateh those of the instructor
Additionaliv. studems” goals may not e readiby applicable o
the cognitive aspects of the class. Ofen, students admit that
their primary goul is to pass the class, as opposed o spe-
cific leaming goal, Consequenthy, faculy using this tech-
nique should caution students 1o focus on actual learning
abjectives.,

Similar 1o the minute paper in focusing on students” spe-
cilie conceptuatizations is a technique catled “focused list-
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ing.” By asking students 1o list a group of key concepts
related 1o a specific topic, the instructor can draw students’
auention 10 a4 major course topic while discovering the level
of conceprual understanding among the students in class
(Angelo and Cross 1993, The tist can be prepared to check
students™ reading or listening or to precede a lesson simply
10 draw students’ aitention to the subject mater. A variation
of this technique can be used as a pretest or post-test to
note students’ preparation for the course as well as to mea-
sure overall achicvement.

While focused listing can be used to quickly check stu-
denis” understanding of reading assignments, the “reading
rating” technique provides the instructor with additional
helpful information about the test itsell. Selecting good text-
hooks that are dircctly applicable to college courses is often
frustrating. and although some technologists suggest that
textbooks may one day become obsolete, the task of et
selection remains for now. The fact that many students may
not understand some printed texis as well as instructors do
should not come as a complete shock to most faculty mem-
hers. ven the circumstance that some students do not read
at all, while disappointing. is not unusual. ‘The reading, rating
is designed 1o provide faculty with information on their stu-
dens reading as well as their understanding and satisfaction
with i specific reading assignment (Angelo and Cross 1993).
Thus, a faculty member can supplement gaps in understand-
g tor the current class and make a more informed selec-
tion of readings or text the next time the class is offered.

A few cautionan suggestions may be necessary for those
who are ready to try some of these techniques for the first
time. The amotat of information resulting from using just
one technique in one class two or three tines in i semester
nuy he significant. Tencee, faculty are advised to begin class-
roon assessment slowhs and with relutively simple tech-
niques (Angelo and Cross 1993) so they are assured of
nunageable amounts of useful informuation. Facuhy should
also allow more time than anticipited when first anempting
classroom assessment (Angelo and Cross 1993).

sSecond, this provess of gathering anonvmous feedback
from students may be new to them, and instructors shouicd
therefore miake allowances 1o ensure their successful puartici-
pation in chissroom assessment. Stadents may need specific
instructions to complete a given technigue as well as an
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introduction to the model itself. To ensure students” honesty
and seriousness, the desired approach, faculty should insist
on anonymity, even through the use of index cards for
replies. ‘And faculty need 1o respoand promptly to the feed-
back, with an indication of potential solutions to learning
problems (Angelo and Cross 1993). Students will believe that
their input is being taken seriously only if the dizlogue is a
two-way street and appropriate action follows.

Perhaps the most unusual feature of Classroom Assess-
ment, when compared to many “teacherproof™ techniques
that have heen developed. is its adaptability. Techniques are
offered as suggestions rather than fixed procedures (Angelo
and Cross 1993). and each CAT is designed o be as Hexible
as possible so that faculty can adapt them to their own par-
ticular needs. Therefore, faculty should be encouraged to
use only what works best for them.

- Feedback on Classroom Assessment

Angelo and Cross's model has indeed made an impact on
the discussion of improving college instruction, and refer-
ences to the CATs have penmeated the literature. The model
has been called “promising and dynamic,” oflering opportu-
nities "o refine instructional objectives, teaching methods. or
cvaluation techniques quickly™ (Johnson, McCormick. Prus,
and Rogers 1993, p. 160). The model not only helps taculty
to measure students” learning: by involving students posi-
tively in the instructional process, Classroom Assessment can
actually become an active learning technique (Meyers and
Jones 1993 Sorcineli 1994). The model has three strong
advantages: faculty are influenced most by research they
condluct; research strategies are flexible and involve small
samples in actual settings: and the focus of the model on
improving instruction based on rescarch appeals to taculty
(Boice 1992). The most significant aspect of the model. how-
ever, is the case with which faculty can successtully use it
(Boice 1992),

, Atter pursuing campuswide implementations of Class-
room_ Assessment, several institutions report that “classrooms
are more charged with the energy of Tearning land] students
are more involved in their fearning than ever hefore™ (Obler.
Slark, and Umbdenstock 1993, p. 218), What is evident in
all the projects is an increased collegewide emphasis on
teaching and learning thitt has generated fenlty revitaliza-
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ton” (p. 221). Faculty enthusiasm for the CAFs hus been
noted at comprehensive universitics (Berry, Filbeck.,
Rothstein-Fisch, and Saliman 1991 and community colleges
alike (Stetson 1991). The CATs are “excellent examples of
wavs teachers can experiment in their own classrooms”
(Centra 1993, pp. 113-14). and several CATs have been
described as sinple to use and helpful in the feedback they
provide (Davis 19930,

Faculty at the University of Rhode Island describe the
model as useful, particularly because of the simple tech-
nigues requiring minimal effort that provide needed infor-
mation (Erickson and Strommer 1991). The model is “com-
pelling™ and ~a critical component of the instructional inno-
viation process,” and “in addition 1o its promise as @ wiay o
improve student learning, Classroom: Assessment is signifi-
cant as an approach o develaping teaching expertise”
CNummedal 1994, pp. 302- 4. Several benefits averue from

using the CATs, including students™ heightened awareness of

their own learning Gn addition o increased knowledge of
course content), greater cooperation in the cliassroom o
assist fearning, and increased faculy participation in learn-
ing :ahout teaching tKon 19921, The Classroom Assessment
model is a quick and casy but very uselul research ap-
proach”™ (Lucas 1994, p. T12)

The process of using the CATs as a rescarch ageneda by
faculiy has been pradsed as an opportunity to gain insight
EMeReachic 1990, Even if “a svstematic study™ is not con-
ducted. taculty can find “helpful ideas™ by using the weeh-
niques (p. 339, The model “has been particularly helptul to
teachers ving to understand their students™ (Brookficld
[995, p. 90 and “is popular with Faculty auempting to assess
their teaching strengths and weaknesses™ (Mevers and Jones
1993, . 10), “Faculty across the countiy have engaged in
the activity.” and “much hetter teaching and learning has
come about as a consequence of the classroom rescarch
assessiment movement” CWeimer 1996, p. 9).

The Chissroom Asscessment model clearly has ereaed o
wide and enthusiastic audience. Inwerms of its simplicity 1o
implement and o adapt by individuat facultv members andd
its potential vadue to hoth faculty and students, the maodel
nuny indecd be ore of the most powerful instructional devel-
opment tools vet developed. The model is empowering for
students s well as facutevs and one of s certain benelits
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may be its capability to unite everyone in the education

process to enhance learning.

"Other Forms of Assessment

In addition to the four models already discussed, individual
college fuaculty can apply several other techniques for self-
assessment; including the Cognitive Interaction Analysis
system, quality circles. Four-Phase Feedbuack. the Episode of
Teaching Growth, and evaluation data. These techniques
also help to provide useful data to the instructor who wishes
to improve teaching, Because these techniques do not fit
within the definition of models for this report, they wre only
briefly described here.

Cognitive Inleraction Analysis System
An approach to assessment by faculty that focuses on the
communication taking place in the classroom. the Cognitive

Interaction Analysis System (CIAS) uses coded data on class-
“room verbal interaction to help the instructor develop con-

clusions about the teaching and learning tking plice. De-
veloped by Johnson (1976, 1978) and based on the work of
Flanders (1970), CIAS uses 10 categories for assessing class-
room communication. Seven of the categories involve spo-
ken communication from the teacher: aceeptance of
students” attitudes, positive reinforcement. value-free feed-
back, questions, lecture, instructions, and criticisn, Stiudents’

Tesponses are ctegorized as cognitive and noncognitive: the

final category is silence. The technique includes procedures
for recording these utterances as well as matrices lor analyz-
ing the recerded interactions. Because of the complexity of
managing the recorded data on matrices, i computer pro-
gram has been developed o help facilitie its analysis
(Johnson 1978),

Quality circles

Originally developed as o procedure for continuous im-
provement in industry, the quality circle is basically an exer-
cise to involve all participants in the process of decision
making (Crocker, Chiu, and Charney 1984). The technique
has also been applied to education, particularly for the
enhancement of administrative operations (Kahn and
Simmons 1990; Romine 198 1), For individual Feulty mem-
bers. quality circles can be applicd within the chissroom,

Maodels for bnproring College Teaching
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offering students and faculty the opportunity to exchange
refevant information about specific experiences in the class-
room (lirshficld 1984; Kogut 1984; Weimer 1990), In terms -
of gathering information from students, this approach may
appedr to be an extension of the Classroom Assessment
model. But instead of collecting individual seritten comments
from students. the instructor would use the quality circle o
receive immediate small-group fecdback. The loss of ano-
nymity in this case could. however, limit feedback it quiet
students withhold their input or the group influences the
tone of the discussion.

As a technique for developing classroom procedures and
decisions, the quality circle has the potential to succeed.
similar to that in industry. Students can provicde helptul
insight for making decisions, and their involvenient in the
process can nuake students feel more responsible tor their
learning. In fact. students” participation in disciplinany deci-
sion nuking has become a powerful motivating incentive for . _ -
positive student behavior, even among vounger groups
(Glasser 1990,

Four-Phase Feedback

A procedure simikar to Weimer's Five-Step Process Tor Im-
proving Teaching, Four-Phase Feedback is described s a
procedure for collecting feedback and applying it wo the
process ol improving teaching and leaming (Menges and
Rando 1990). The four phases of the process include =1
seeing and gathering, (2) interpreting and valuing. (3) plan-
ning and building. and 41 doing and checking™ (pp.
233-31). The first phase involves a recognition of i problem
and the scarch tor information 1o solve the problem. Oncee
the information is obtained. it must be evaluated for accu-
racy ind usefulness in phase two. Designing a plan of action
follnws in the third phase. and the fourth phase includes
implementation and evaluation of the plan. Like Xeimer's
maoded and most problem-solving procedures, Four-Phase
Feedback incorporates the basic steps related 1o preparing,
implemienting, and evaluating a plan for change.

Episode of Teaching Growth

One more assessment technique comprising four stages
represents the pereeived growth process of college faculty.
Incorporating a situation. faculty’s reaction to it, information
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gathering, and the faculty member's reflection, the Episode
of Teaching Growth describes how faculty learn from their

-experiences.in the classroom (Chism 1993). Because the

technique also resembles a learning process. faculty might
not always be aware of these stages during the course of
their careers. Typicully, faculty react to a particulir instrue-
tional problem und receive feedback on the consequences
of the action taken. As faculy reflect on this feedback. they
may develop insight into the wisdom of the action taken or
realize that a different action would have been preferable.
Faculty can usc this technique to assess their behavior in the
classroom and their problem-solving procedures.

Evaluation data

Faculty evaluation programs typically provide assessment
information specific to individual instructors tor the purpose
of summative personnel decisions, Hence, summative evalu-

_ation datx, unlike tormative data. usually are not helptul for
-improving instruction. Nonctheless. a faculty evaluation can

provide important feedback for the faculty member. For
example. students” comments on taculty rating forms at the

~end of a semester could indicate some problems with the

text that can prompt the faculty member to select another
one. A colleague’s-recommendation that a faculty member's
syllabus, especially the supplemental bibliography. needs wo
be revised could aiso affect instruction.

The teaching porttolio is one aspect of a faculty evalua-

tion program Uit can be the source of particulirly useful

feedback.* Although portfolios are commonly used for sum-
mative evaluaton, the personal development of portfolios
by individual facaelty members contributes 1o Faculty reflec-
tion on the teaching process. Depending on the inended
use of the portdolio. items to be included could be examples
of a faculty member's significant achievements (Edgerton.
Tutchings. and Quinlan 1991 or reflective narratives about
one’s typical instructional practice (Seldin 1991). Faculty
intent on improving the oftectiveness of their teaching can
use the collection of data for the portfolio as o search for
meaningful and useful feedback. The teaching porttolio, like
many of the other techniques and models in this section, is a
relatively recent development, vet its application, although

hd . . o . . - - " .
see Murray Fortheoming Tor adefinitive discussion of the teaching portfolio.
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certainly not yet universal in American higher education, is
Hourishing (Braskamp and Ory 199+ Murray 1995;
Zubizarreta 1995).
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DISCUSSION/SHARING MODELS

Faculty are the major contributors to change in the class-
room: hence, the most direct source of current classroom
innovations should be facully members themselves. Because

Saculty are inclined to accept only those changes that they

deem necessary or desirable. supervisory coercion or even
dissemination of innovations tends to be unsuccessful (Gaff
1978: Turner and Boice 1986; Weimer 1990). In general,
faculty tend to get new ideas for the clussroom more readily
from their colleagues (Quinn 199-D. If faculty are both the
preferred developers and dispensers of innovations in the
classroom, then techniques to facilitate their sharing should
enhance the improvement of teaching and leaming,

The key. of course. is 1o ¢onceive of 1 method to bring
faculty together to facilitate this kind of sharing. For the
maxdels described in this section, the typical isolation of
faculty as-a result of the classroom structure is a Kability that
must be overcome. Thus, the two models selected for dis-

~cussion in this section have particular aspects that can
~incluce faculty 10 share with their colleagues. One madel is -

designed for faculty control of time and agenda. The other
ofters faculty a flexible opportunity 1o meet with collcagues
in their own discipline. Hence. these models for generating -
taculty sharing can address some personal faculty needs as
well as infuse strategies for improvement into the classroom.

Great Teachers Seminar
In 1969, Roger Gatrison hosted an experimental facaly
development seminar in Maine that became the inspiration
for the development of an extraordinary concept for faculty
discussion and collaboration. One of the participants at that
event was David Gottshall, who a vear Lter developed. with
Garrison's blessing. the Ulinois Great Teachers Seminar, By
1978, Gottshall's annual event had become the National
Great Teachers Seminar, Like Gottshall some of the partici-
pants trom other regions of the country adopted the move-
ment's major features and founded their own regional ver-
sions of the seminar: the Towa Great Teachers Workshop a
Lake Okobaji. the Pacific Northwest Great Teachers Seminar,
and the Texas Great Teacher Roundup (Gottshall 1993),
Now over 25 vears old and internaiional in scope. the
Great Teachers movement has indeed becoime a popular and
influential aspect of callege teaching. Originally designed for
two-vear college faculty thecause two-vear colteges are

Mexdels for fmproving College Teaching
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devoted primarily to teaching and learning rather than re-
scarch). the basic principles of the Great Teachers Seminar
(GTS) have been applied to other groups of faculty intent on
instructional development. Essentially. the G1S is a flexible,
process-oriented workshop, with taculty as the major re-
source. to facilitate the exchange ol information. Its “focus is
not on the teaching of specific disciplines. but rather on the
art of teaching™ (Gottshall 1993, p. 1).

The GTS was developed around five essential purposes:
the recognition of good teaching. the search for instructional
ideas not bound by disciplines. the nourishment of reflection
and self-assessment, the process ol instructionil problem solv-
ing. and the promotion of faculty sharing and collaboration
(Gotshall 1993: Reinhard and Layng 1994). Relying on an
acknowledgment of the principles of change theory (Hord.
Rutherford, Huling-Austin, anct Hal 1987), the GT8 is o visible
example of the dynamic qualities inherent in faculty-driven
faculty development. Morcover, each seminar is distinctive.
The G5 s “a continuing adventure in-staft development”
(Gottshall 1993. p. 14).

Four basic presumptions

The basis tor the GTS exists in four explicit. fogical supposi-
tions. First. as suggested earlier, faculty tend to be more
receplive to instructional input from other faculty. “Properly
facilitiied shop tlk cun be the highest form of stalt develop-
ment” (Gottshall 1993, p. 7). Second. the fundamental diver-
sity of Laculty from different disciplines. representing varying
interests and experiences, supports instructional ingenuity.
Third. the essential resource of a group of faculty is the col-
fective capahility they generate as a whole. This resulting
synergy exceeds the capabilities of any single specialist in
college weaching, Fourth, to each well is to simplify. In other
words, less input delivers imore results (Boice 1992 Gott-
shall 1993), ‘

Necessary characteristics

The key o the success of the GS s partially its Tist of defin-
ing aspects, These conditions tend to differentiate the gen-
uine GTS from any other meeting or conference. Unlike
typical gatherings of educitors, the GTS should not have a
preplinned agendi Although potentially troubling tfor some
frculty and possibly akirming 1o administritors, the Hexible
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last-minute agenda that results from participants’ input gen-
erates benefits that far outweigh any of the imaginable draw-
backs of abandoning traditional planning procedures. The
normal GTS agenda is extracted from two short essavs—de-
scribing a successtul instructional idea and a roublesome
classroom dilenuna—written by paricipating faculty before
the event. Accordingly. the director and the facilitators of the
event do not contribute their own views to the agenda (Gott-
shall 1993).

Because the content of the event is not established before

the seminar begins. the preparation of a schedule in ad-

vance is also precluded. Schedules lack flexibility (Gottshall —
1993). and the establishment of a schedule requires that it Good teaching
he observed to demonstrate command of the situation, involves a cer-
Unfortunately, the rigidity inherent in a schedule eliminates tain amount Of
opportunities 10 consider new ideas or adjust the timing for

those that require more or less time. The GTS instead relies contemp latum,
on a list of activities prepared i few hours in advance. WbiCb is also a
" Often mieetings of educators include a keynate speaker or - #ecessary part .
factlitator considered an expert in the ficld, from whom Of any learning
participants will glean a vast array of insight. The G178 is activity.

fundamentally devoid of such hired guns, however. The
inherent philosophy of the GTS is the greater benefit ac-
crued from pooling the capabilities and knowledge of pro-
fessionals whose daily experience is in the classroom. The
characteristic strength of this synergy is also one of the
major concepts conveyed to participants in a tvpical GTS.
Faculty, who are thus given an opportunity o share their
ideas and experiences, may also be inclined o share their
gripes. Henee, the seminar begins with a consensus of all
participants to focus their entire seminar experience on prag-
nutic and supportive etforts. The premise for this caveat is
that negative discussions, an all-too-frequent element in face-
ulty lounges. do not accomplish favorable results. “There is
no room for had news; only good news is acceptable”™ (Gott-
shall 1993, p. 11, After all. the most important rewiards par-
ticipants receive are usetul ideas, Morcover, evervone ag-
cepts the mutual participation common to the small-group
teaching method. No stars,” “clowns.” or “wallflowers™ are
allowed. The operative word in this seminar is “sharing.”
Good teaching involves a certain amount of contempla-
tion. which is also a necessary part of any learning activity.
One weakness displaved by poor lecturers is the delivery of

Modeds for hnproving College Teaehing
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a lecture that leaves no time in the middte for thought. Thus,
the GTS necessurily includes ample opportunitics for retlec-
tion. much fike any good lecture should. Again, this particu-
lar element of the seminar may disturb the administrator
who has become distanced from the classroom. But “tree”
time for reflective thought is an extremely important compo-
nent of good teaching. With the allowance of sufficient un-
scheduled time, participants can begin o assign their own
meanings to the numerous ideas and concepts discussed.
One of the two basic segments of the seminar is problem
solving. and participants can expect to occupy much of their
time dealing with the difficulties presented in the initial
essavs, Care must be taken with this process. however.
People who allow a problem to become 1oo complicated
will make it more difficult 1o solve. Similarly, a4 problem that
is made simple has a simple solution. For example, a fiaculty
member concerned about students’ cheating on tests de-
cided 1o construct several different forms of cach test. Uinfor-

tunately, the problem was made worse because the'teacher”

didd not have time to make so many ditferent tests, distribut-
ing the tests in cliss was cumbersome, and grading them
was 4 nightmare—Ileading 1o the conclusion that less is more
(Gottshall 1993, p. 11,

While these important guidelines for a GTS that is true 1o
its original intentions imply a certain rigidity in the process,
the all-important flexibility of the event results from the
divessity of the paticipants, Thus, the semimars appear to
resemble one another, vet the content and the outcomes are
always different. And without these necessary ingredients,
the event would pot be a GTS (Gottshall 1993).

The continuing adventnre

The GTS has demonstrated its appeal around the country. In
addition to the three descendants of the origingd [llinois Great
Teachers Seminar in lowa, Qregon, and Texas, Gottshall
estublished seminars in California, Hawaii, Arizona, British
Columbia, Connecticut. Missouri. North Carolina. North
Dakoti. Ohio, Ontario, Utah, and West Virginia, and some of
these events have also led 1o individual college seminars, For
example. over 30 such events have been condudted just in
Californi. A survey of 100 conmunity colleges indicates the
srelatively common prictice”
(Lauridsen 199, p. 2400,

of seminars by great weachoers™
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The seminurs themselves seem to be the chief means for
disseminating the GTS model, as published accounts of
Garrison's und Gottshall's work have been minimal (Garri-
son 1969: Gottshall 1993: Reinhard and Layng 1994) and
reports of the model's effectiveness scem not 1o exist. Thus,
the popularity of the GTS appeurs 10 be the only analysis
available. Based on the faculty's resistance to effonts 1o im-
prove teaching (Gaft 1978: Turner and Boice 1986: Weimer
1990}, however, the well-cstablished success of the model
may be a sufficient recommendzation.

Academic Alliances

Another initiative to bring faculty together for professional
discussion and sharing of ideas began in 1981 with a project
called Strengthening the Humanities through Foreign Lan-
guage and Literature studies. The concept was ceniered
around the goal ol establishimg @ community of scholurs with-
~in specific disciplines to focus on quality instruction. much
~like county medical or legal organizations have worked for
quality in their respective professions. The initial project.
Tunded by grants from the National Endowment tor the Hu-
manities. the Rockefeller Foundation. the MacAthur Founda-
tion, and the Exxon Education Foundation, became known as
Academic Alliances: School:College Faculty Collaboratives
(Gaudiani 1985; Gaudiani, Krug, and Slaughter 1986,

Like the GTs. the Acadentic Alliance mode] tocuses on
faculty sharing. By 1985, over 100 Academic Alliances in 40
states were established in foreign languages. English. history,
biology. chemistry. and physics (Gaudiani 1985). The alli-
ances are intended to concentrate on the needs of faculty in
a single subject field at all levels, kindergaren through uni-
versity, within a local geographic arca. Often operating in
concent with state and regional disciplinarny associations, the
alliances, which wypically range from 13 to S0 tfaculty, meer
frequently tmonthly or bimonthly) and can thus serve as a
bridge to the larger group. As travel budgets continue 1o be
reduced. this concept of a locul professional group can truly
benefit those who are unable to anend national. regional, or
even state meetings,

The Academic Alliances model operates on five basic
premises developed by Maeroff €(1983) that are indicative of
successful partnerships (Gaudiani and Buraett 1980). Logi-
cally. these premises reserable the concepts that support the
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GTs. First, individuals involved in such colluborative efforts
must understand that they have something to communicie,
Second, participants should abandon any real or perceived
notions of personal position or standing. Hence. individual
reputation within @ discipline and a teacher’s grade-level
assignment are not considered in the interest of establishing
and maintaining 2 cooperative environment. This goal can be
achieved by focusing on the third premise. placing the prob-
lem(s) 1o be solved at the forefront of the endeavor. Fourth,
some kind ol incentive will also further collaboration. Finally,
the project’s success can be further enhanced by emphasiz-
ing the role of the parership rather than its structure. Thus,
the various alliances are provided with some guidance to
accomplish their goals (Gaudiami and Burnett 19806).

Purpose of the alliances

Clearly. the establishment of @ perpetual collabormive of local
U - facalty at all levels is the major objective of the alliances, and
""" ‘ : thix goal is not unlike the expectation of continuous colfabo-
ration s 2 result of the Great Teachers Seminar. The alliances
also are intended wo keep the applicable discipline’s faculty
current in the field and to shoulder the obligition for excel-
lenee inthe profession without excessive expenditures of
time and money. “The Academic Alliance project is built on
the assumption that teachers, working collectively, can be a
i powertul and cost-effective foree in improving the quality of

theie own protessional lives” (Gauadiani 1985, p. ~O).
T Morcover, the collaborative groups can be an clfective
catalvst to break down the isolation inherent in teaching.
Along the same lines. participating faculty are expected to
foster mutual understanding by setting aside intolerance of
one another and building shared esteem Tor collargues.
Henee. meetings ot the allianee. like those of the GTS, can
help to ereae a sense of harmony and cooperition among,
faculy. These efforts are intended to improve education
through the development of faculty, who are indeced the
most valuable resource in education (Gaudiani, Krug, and
Saughter 1984,

Typical allianuce meetings

Resembling the GTS, the madel for Academic Alliances
involves meetings for faculiy conducted by faculty (Guudiani,
Krug. and Slughter 1984). Institutions do not form partner-
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ships as pant of an alliance (Gaudiani and Burnett 19806).
Each meeting is designed around literature or conference
Teviews. instructionul demonstrations or exchanges, or paned
discussions (Gaudiani 1983). Much like a conference with
concurrent sessions, these discussions and demanstrations
can be scheduled simultancously to meet participants’ viri-
ous needs. Whether the group's need is to maintain an up-
to-date approach to instruction or simply to share successful
practices, the typical meeting format can be designed appro-
priczitely. like that for the GTS. Lengthy presentations are to
be avoided. The management of alliance mectings is also
simikar to the GTS: No single group or individuzl controls the
process. and “expent” speakers generally are not involved.

Funding such events is relatively simple as a result of the

limited needs for most meatings. Keeping the group within
the local ar - precludes the need for travel dnd lodging
expenditures. And because the meetings are usually limited
Ao few hours and existing rent-free space is often ade-

- quate. additional costs can be eliminated as well. Moreover.
an allowance tor guest speaker or facilittor fees is unneces-
sary (Gaudiami 1985).

Alliances uniting faculty

The Academic Alliances model is another example of dis-
semination that hits been achieved primarily without pub-
lished reports. The limited coverage of the model in the
literature is prinmarily the result of the initial project’s admin-
Cistrative office (Siegal 1983; Silber and Moore 1989: Watkins
1989). Nevertheless, the concept has been adopted across
the country, with over 200 alliunces established in fewer
than 10 years.

With a MacArthur Foundation grant, the American Assodi-
ation for Higher Education assumed nutjor support of the
project in 1988 (Gaudiani 1990). The Academic Alliances
project continued under the guidimee of AATE until 1992,
when it was deternmined the model no longer needed na-
tional suppont to continue. The operation of the alliances
niturally devolved o local institutions. Since then, vaviations
ol the model have also been developed. for example, the
Discipline Dialogues project of the Maricopit Community
Colleges Clravis 1992),

Although a formal evaluation ot the model wias planned
for 1986 (Gaudiani 1983), no comprehensive study examin-

Models for bnpworing Collepe Teaching
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ing the overall impact of the alliances was conducted. Indi-
vidual alliance groups have. however. felt a sirong sense of
accomplishment. particularly in improved self-esicem and
the protessional attitude of participating, faculty (Gaudiani
19833, Even administrators were impressed with the results
of the project.

After AAHE ook over management of the project. several
case studies were performed to measure Faculty members’
response to the model.* The collective reaction from faculty
during these case studies indicated that they considered the
Acidemic Alliances a worthwhile activity. The model's inher-
ent inform: iy appeared to have fostered more effective
programs, and the concept of facult: members” designing
and conducting activities for their professional development
hus become attractive 10 college and university faculty, This
facultv-driven process can also serve as an incentive for
greater taculty participation in development programs.

Related Techniques A A A
Two additional approaches for encouraging sharing among
facultv—consultation colluboration and teaching academies
—are described only briefly. Neither is as well-defined as
the Great Teachers Seminsre or Academic Alliances, and both
heve numerous possible variations. Further. neither wech-
nique fits the definition of i model for this report.

Consullation/colluboration
Faculty are not restricted to special occasions. such as the
GTS and Academic Allances. for sharing with their col-
leagues. Informal consulting or collahorating with fellow
frculty members, while relatively new s a tacuity develop-
ment technique. is vet another approach that is becoming
increasinglv aceepted in higher education (Austin and
Baldwin 1991 Baldwin and Austin 1995). Colliaboration
among faculty peers can also be applied to an assessment
process (Aleamoni 1987 Heppner and Johnston 1994 Keig
and Waggoner 1990, A faculty mentor program is vet an-
other application of this collaborative arrangement (Boice
1992: Sorcinelli 19930,

The resembluance of this technigue 1o peer teaching or
cooperative learning. although applicable stricdy o facuhy in

Fow Albert 1990, petsonal commuonication,




A
&

this case. should be apparent (Johnson, Johnson, and Smith
1991: Whitman 1988). While formal consultation has become
:_ acommon form of faculty development on many campuses
(Annis 1989: Lewis 1988: Nyquist 1980). such an application
of professional consuluion is not an aspect of this particular
technique. which involves only peer consultants rather than
professional faculty developers. Each of these forms of col-
kiboration and consultation may appear to be distinet. yet
they all share a familiar principle that connects them: faculty
links as “a matter of soctal support™ (Boice 1992, p. 129).
Mssentialiv, the technique inits many forms involves the
practice of faculty working together o leam, o solve prob-
lems, or to create (Brinko 1991 Carroll and Pattishall 1980:
Ferren and Geller 1983), Hencee. the comnu n thread of fac-
ulty helping faculty runs through this section.

Teaching academies

Connected 1o some institutional efforts 1w recognive and
“reward facuhy] the concept of the teaching academy is
intended to hoth recognize excellent weaching and 10 pro-
mote sharing among academy members and the institution’s
faculty (Chism, Fraser, and Arnold 1990). The academies
vary in their individual objectives. fiscal support. functions.
relationship to the rest of the institution, organization:l form.
and sclection of members, and they have varied goals:

e To advacale the imporicince of teaching

Ta croate cin appropriate retcard striucthine for teaching
To proviote a sense of conmtitily anong feachers

s Toserre as rofe moclels b

Tor foster rescarch on collese feaching and leariing
10 aclvise the institidion o leaching policies and practices
(Chism. Fraser. and Arnokd 1996, po 27

These academics have heen designed at such institutions s
Ohio Stte University, Thomas Jefferson University, the
University of Arkansas, and the Universitv of Wisconsin,
Institutions s well as faculty receive benelits from these
programs (Chism, Fraser, and Arnold 19960, The commit-
ment to teaching and its effediveness has an impact on the
institution. while the sharing among faculy that can lead to
the development of a community of scholars benefits both
Ereuliv and the institution The academics are a souree of

Connected to
some insti-
tutional efforts
to recognize
and reward
Jaculty, the
concept of the
teaching aca-
demy is inten-
ded to botb
recognize ex-
cellent teaching
and-to promote
sharing among
academy mem-
bers and the
institution’s
SJaculty.
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incentives tor improving one's teaching. Nevertheless, the
academies also have some disadvantages, among them the
resulting increase in workload that generally is demanded of .
academy members and the reduction in actual teaching
assignments for academy members, which causes the institu-
tions to lose valuable teaching expertise. In general, how-
ever, the advantages are greater than the disadvantages for
the institutions that implement academies (Chism, Fraser.
and Arnold 1996,
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DISSEMINATION MODELS

“The sharing of innovative ideas among professionals is cer-
tainly one effective approach to foster institutionwide im- ‘

- provement. Unfortunately, a seminar or alliance may not be - -

* convenicntly available. and the sharing possible through _
collaborative cfforts understandably is limited. Some fuculty  The center’s
may not have the opportunity to learn from the institution’s efforts were
most creative or most adventurous innovitors, Others may based on the
not feel the desire or need to share or learn from colleagues. .
Additional oppoutunities to distribute Tunctional ideas are a assumpiions
necessary complement to the faculty sharing moacls. These that the im-
dissemination technigues are often provided as an element provement Of
of institutional support for individual faculty development. instruction was .

e for T o Teachi possible on a
nters for Improving Teachin

proving 8 grand scale
Although many college faculty development programs can d that
serve as i somewhat limited source of ideas for improving an a j‘ac-

teaching and learing, the pursuit of existing rescarch to ulty could gen-
augment a program’s collection of innovations may be erally advance
- beyond the capabilities of an individual college’s eftorts. to-the capa-

Northwestern University developed a model program de- bilities Of

signed to accomplish both development and dissemination.
. - . . e master
- in part through the ¢fforts of Benjamin Bloom. The Center ¢ b
tor the Improvement of ‘Teaching and Learning was estab- eachers.
~lished at the City Colleges of Chicago as a national resource
for information on instructional practice (Guskey 1988:
Guskey, Barshis, and Easton [982),

The center’s distinctive approach

While its essential purpose was instructional rescarch, the
center was committed to efforts that transcended most
rescarch centers. All the center's work had to result in prag-
matic applications to college classrooms. The focus of the
rescarch, thercefore, included the teehniques and differences
ot hoth teaching and learning (Guskey, Barshis. and Easton
1982). Further, cach practical idea also had to demonsteaiate an
exceptional impact on student learning with comparatively
minor eftforts in instructional manipulation, a so-called “multi-
plier eftect” (Guskey 1988; Guskey, Barshis, and Easton
19821, The center's efforts were based on the assumptions
that the improvement of instruction was possible on o grand
scatle and that faculty could generally advinee to the capabil-
ftics of master wichers,
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The center’s projects were drawn from three prinry
sources; cducational literamure, working fauculty, and eminent
scholars. Searching for the echniques and differences that
have demonstrated a sizable impact on tedching andor
learning, the center's statt conducted thorough literature
reviews and collected and analyzed effective techniques
suggested by [aculy from around the country. The center
even maintained researchers ondits staft who were recog-
nized expernts inthe areas of weaching and learing in higher
cducation, With additional recommendations from these
authorities in the field, the center wis able o profit from a
range of potentially innovative ideas.

The concepts generated by all three sources were then
transtormed into procedures or lechnigques 1o be applicd at
only one or two colicges in pilot progruns, The pilot projects
that demonstrated particular promise could then he expanded
into demonstration projects tor up 1o six locations. If these
advanced projects proved educationadly effective and fiscaily
clficient. the center could then disseminate its findings -
through meetings and publications. The anticipated cutcomes
ol these projects were expected to enhunee the vitality of the
fxculty, motivating them through-the development of an envi-
ronment that encourages experimentation (Guskey. Burshis,
and Easton 19823, Although results of the center’s early stud-
ies were not entirely favorable, “the vast majority produced
exceptionally positive results” (Guskey 1988, . ),

Spread of the concept

In essence, the Center tor the Tmprovement of ‘Feaching and
Learning was i new creation, While mostimprovement cen-
wrs focused on the development of faculty (Gaft 1973: Group
for Human Development 1970, this new model served as a
hybrid Tor Lreulty growth. development of resources, and -
rescarch in teaching, This center model has not heen widely
implemented, as the requirements and institational resourees
ol specific cotleges and universities may proscribe the estab-
lishment of such a center on their campuses. Consequently.
the development of the center’'s modet in the Hiterature is
limited as well.

Even so. other similar centers have been developed. Sinee
the opening of the center at the City Colleges of Chicago.
Lovd Fairfax Community College in Virginia (McMullen
1952), the University of Washington (Nvauist 1986), and the
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University of Colomdo~Boulder (Shea 1990y all established
compirable centers. Similarly, other institutions—the Uini-

- versity of Texas-Austin, Ball Stte University. Ohio Sue

University. the University of Toronto, and Harvard Univer-
sity. among others—seem 1o have adopted the model tor
their own panicuku needs (Gullette 1984 Wadsworth 1988).

. Perhaps the unusual nature and the requirements for estab-

lishing such a center for instructional improvement will
affect the potential for turther expansion of the model's use.

Publications

Both national and ocal taculty developmient programs have
produced a wide range of published resources on teaching,
including journals, newsletiers, and books. Several notabie
examples have been designed for the dissemination of ideas
and innovations for improving teaching and learning: the
Jossey-Bass series, New Directions for Teaching and Learn-

. ing. launched in 1980: three journids, College Teaching, Jowi-

2nal on Excellence in College Teaching, and Innoratire

.

Higher Education: McKeachie's Teaching Tips (19941, now in
its ninth cdition: the Sage series, Survival SKills for Scholars:
the contribution to the ASHE Reader Series, Teaching and
Learning in the College Classroom (Feldman and Paulsen
199:4); and the series published by the Professional and
Organizatioml Development Network in Higher Education,

© To faproce the Academy. Three publications in particular

appear to stand out as especially useful o individual taculty:
nocation Abstracts, The Teaching Professor. and The
National Teaching and Learning Fonan,

Reading is the second most common activity by which
faculty gather new ideas for wwaching (Quinn 1994). Yer most
faculty do not seem to have much time o read about teuch-
ing. In fact, many taculty members tend to plice less signifi-
cuance on reading For teaching improvement {Weimer 1988).
Instructors often collect large amounts of usctul and impor-
tant reading materici—which finds a fimiliar home on the
corners of faculty desks (Quinn 1994). Add to this dilemma
of growing stacks of necessany reading matter the modemn
phenomenon of the encrmous increase ininformation, The
thought of keeping up with useful, or even important, read-
ing has become a more unrcalistic dream,

Consequently. fuculty who nay be inclined to scan the
titerature for ideas about teaching and leaming require con-

Models for mproving College Teaching
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cise resources that will not place another burden on their
already timited time. Because the bulk of faculty reading that
focuses on teaching s also relatively casual (Quinn 1994),
publications in the format of a newsletter may be especially
uscful. The three publications described in the following
paragraphs fit this definition and ofter busy faculty sub-
stance without exeessive space.

Innovation Abstracts

A creation of the National Institute for Staff and Organiza-
tional Development (NISOD), based at the University of
Texas in Austing nanocation Abstracts has been published
weekly during the school year since 1979. The publication
nermally covers the front and back of a single page, with
one or more brief arcticles written primarily by college fac-
ulty. The focus of each article is a successful technique or
innovation and its application by the author or an idea for

~improving instruction. Each contributor's address is included

at the end of each article o provicde a point of reference for
further discussion and questions, The series was referenced
by the ERIC system beginning with Volume 3 (Watkins

198 1). Although the overall mission of NISOD is targeted
toward two-year colleges. the messages found among the
issues of Innovation Abstracts can apply in classrooms at all
Jeveds of higher education.

The Teaching Professor

A similar. briet periodical, with more representation among
its authors from tour-yeur colleges and universities, The
Teaching Projessor has been published monthly during the
school year since 1987 by Magna Publications (see Weimer
1987 for an carly example). Although this periodical is gen-
erally more lengthy than Tunoration Abstracts, the average
length of articles in both publieations is comparable, again a
strong advantage for faculty. Like the NISOD publication.
The Teaching Professor focuses on ideas and innovations
that can improve and bring new life to teaching and learn-
ing. The purpose of these contributions, as the publisher has
stated, is to help faculty resist the temptation to continue us-
ing worn-out lecture notes and equally worn-out teach-

ing methods,
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The National Teaching and Learning Forum

The George Washington University, in conjunction with

James Rhem and Associates and the ERIC Clearinghouse on

Higher Education, initiated yet another type of newsletter.

also written by educators, in 1991, Oryx Press has since

taken over publication of this newsletter. Because of the

faculty contributions to 7he National Tecching and Learning

Fortm, this publication offers practical advice, much like /n-

novation Abstracts and The Teaching Professor. The articles

offer a variety of case studies, wested classroom techniques, _
and applications of research in teaching and learning in a With six issues
conversational format that endeavors to speak 1o faculy in

all subject Aelds, With six issues published during the aca- p ublished dur-

demic year, The Neational Teaching cord Learning Foriom ing the aca-
provides more substance than the other two periodicals, demic year, The
usuatly incorporating five or more articles per issue. This National Teach-
publication recently added an on-line edition. ing and Learn-

‘ —0— ing Forum pro- -
Three advantages help o mike these publications stand out vides more

as un effective dissemination model Tor improving college substance than
teaching. First and most important, faculty, drawing on their the otbher tuwo
dircet classroom experience for their ideas, contribute most periodz'cals,
of the articles. Second. the ability of the contributors to usually incor-
deliver their messages concisely and completely is o tremen- poratz'ng ﬁve
dous benefit for busy faculty members. Although an individ- ‘
_ual institution’s faculty development newsletter can supply ?1‘ more art-
cach of these two qualities, it usually cannot supply the icles per issue.
range of contributions from across the nation.,

These three publications are very similar, with the only
najor differences among them their length and typical con-
tributors. Each publication should be equally useful to prac-
ticing faculty, aithough the major drawback to their usetul-
ness is, of course, that they fit within the category of reading
material, Because a sizable amount of obligatory reading
nuterial olten exists, optional items, such as these brief pub-
lications. might not be widely read or the ideas contained in
them often used. Consequently, the discussion models de-
scribaed in the previous section could be usced to augment
the dissemination of innovative classroom techniques con-
tained in the newsletters, For example, individual faculty,
cach reading a sclected article, can summarize the reading
for discussion groups. Instructors who have already tried a

Maodels for hmproving College Teaching 9
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particular idea in the classroom can offer valuable examples
in these discussions,

" Although taculty exposed 1o these publications are gener-
ally extremely complimentary of ¢iach one. no formal evalu-
ation of them appears to huve been conducted. The Teach-
ing Professor has been called "o runawav best seller”™ (Chism
1991, p. 237). but other references to these publications in
the literature are rare. Current circulation figures can serve
as 1 good indication of cach publication’s impact on the
profession. Innotation Abstracts reported a circulation in
exeess of 75000 in 1996 circulation figures tor The Teaching
Professorand The Netional Teaching «ord Learning Forman
were 20,000 and 3,000, respectively. The National Teaching
aid Learning Forren recently expanded its circulation, in-
cluding internzitional subscriptions, with its on-line edition.*

fAddresses for these publications are fisted in Appendin B,
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CLINICAL DEVELOPMENT MODELS

College and university faculty usually are not adequately
prepared 1o teach. Faculty require a knowledge of various

_teaching methods and sufticient experience using these
-methods to develop their teaching skills. For those who
necd to develop these skills, the chance to learn and experi-
ment within 4 supportive clinical environment could be de-
sirable. This section describes a4 model that provides such a
nonthreatening opportunity for development. Because of the
model’s format and clinical nature, faculty participants nec-
essarily require some time away from their normal responsi-
bilities. The essential clinical environment must be provided
as well. Consequently. the cost of providing this develop-
mental modet 1o taculty can be significant,

Instructional Skills Workshop

An intensive pedagogical workshop that uses a clinical
supervision context. the Instructional Skills Workshop (15W)
s intended to provide for college faculty what their public
" school counterpants gencrally expériencé—microteaching
laboratory classes.

Microteaching is a scated-down teaching encornter in
which (typically) a teacher plans and teaches e fesson
incorporaiing a bebeaviovally defined teaching skilf,
receives peer and videa foeedback, and releaches the
fesson. Thus, teachers experieiice practice with feedback
aud leari to discrintiate effective fron effectire
teaching bebarviors (Levinson-Rose ind Menges 1981,
P. “tl-b).

Administered by college faculty for college faculty, the ISW
offers this approach to microteaching as a nonthreatening,
formative development activity. Developed in 1979 for the
British Columbia Ministry of Lducation, the 1ISW was de-
signed to meet the needs of college fuculty who had Tittie or
no pedagogical training (Morrison 1985).

Components of the ISW

Essentially, the ISW is a complete package of opportunitics
lor clinical development. Incorporated in the program arc
three separate stages of learning, with cach suceessive level
buikling on the development that participants gain in the
Previous session or sessions,

Moadels Jor Improving College Feaching
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The basic instructional skills program, The primary ele-
ment of preparation emphasizes the development of instruc-
tional skills. During this phase, facuhy participants are in-
volved in a rigorous four-day workshop designed 1o provide
instruction and guided practice in pedagogy. Fach workshop
includes four 1o eight faculty participants and two trained
frculty facilitators. This process tocuses on the development
of lesson plans, including instructional objective writing. and
the presentation of short lessons (Morrison 1983). Thus, par-
ticipating faculty have an opportunity 1o practice with exist-
ing instructional skills and experiment with new ones. 1t is
important to note. however. that “the workshop does not
presuppose acright wiay” o teach or learn”™ (Kort 19920 p.
00). and the workshop is not intended “to completely over-
haul the instructor”™ (Bloor 1987, p. 2).

The basic 1ISW schedule comprises tour six-hour days.
The first dayv begins with the establishment of the positive,
nonthreatening atmosphere necessary o the entire process,
Also included in day one are a demonstration ol both a A
minilesson and a feedhack session, guidanee in both giving
ancl reeeiving feedback, and a lesson in instructional design
skills. The renaining three days of the workshop are de-
voted 1o the presentations of minilessons and the perfor-
mance of feedbick sessions. Each participant is expected to
provide a 10-minute minilesson during each of these three
davs” activities, The lessons are presented to the other par-
ticipants, who serve as learners, while the instructor is video-
taped (Bloor 1987). The use of videotape is a common tech-
nique (or providing usctul feedback to the instructor.

The minilessons are necessarily brief 1o limit the amount
of feedback so that it is manageable for the instructor-
participant. Because the minilessons must be limited to only
10 minutes. care must be tken to provide participant-
lcarners with comprehensive coverage of only one concept
that also does not require special prior instruction, Further,
instructor-participants are expected to incorporate five key
clements in cach lesson: an introduction or “bridge-in,” the
lesson's objective, a pretest. active learning that involves
experimenting with unfamiliar teaching styvles, and o post-
test (Bloor 1987y,

Clearly. including all of these requirements in a mere 10-
minute lesson is a tall order. The participants are therefore
expected 1o spend i considerable amount of time preparing,
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each lesson. The care twken to completely explain a coneept
and to nuike the entire presentation succinet nay draw the
participant’s attention to the diligence required for each con-
cept in actual instruction.

Each lesson is immediately followed by a 20-minute feed-
back period guided by the facilituors to ensure that the non-
threatening atmosphere achieved on the first day is main-
tained. During the first seven minutes of the feedback ses-
sion, participant-learners are asked 10 reflect on the learning
experience in writing on guided forms. Facilitators then Tead
participant-learners in a discussion to share these experi-
ences during the renuinder of the feedback period. Through-
out the process, the videotape can be used 1o illustiate
pertinent comments (Bloor 1987,

Feedbuck sessions are generally guided by three funda-
mental questions rekning to the actions that facilitted learn-
ing, those that interfered with learning. and those that could

he incorporated 1o improve instruction. ‘The intent of the
“warkshop is 1o focus on thie process of teaching the lesson,

not (o dwell on its content. The result, consequently. should

fead instructor-participants to develop as professionals with-
outl losing the necessary confidence or feeling of sell-worth.

Training facilitators. The sceond stage of the workshop is
a training session for facilitators, The process of developing
-instructional skills can be understandably stressful and there-
fore requires the guidance of skilled facilitators. This Facili-

tator Skills Workshop is designed to prepare instructors
experienced with the ISW o operate the workshop at their
own colleges (Morrison 1983), This workshop can be can-
ducted as part of an ISW, with the addition of a filth day.

Preparation of trainers. For those who wish wo further
their experience with the [SWL a one-day session 1o insiruct
fucilitator-trainers is the third stage of the model. This com-
ponent of the workshop prepares the individual who has
completed the training in facilitator skills and has led several
ISW's 1o conduct the Facilitator Skills Workshop (Maorrison
1983). Thus. the complete 1SW packuage can be accom-
plished in six davs of instruction, For institutions with time
constraints that could prohibit the conseeutive schedule,
aternative formats on weckends or evenings are ilso possi-
hle tBloor 19872 Morrison 1983).
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The dissemination of instructional skills

The Instructional Skills Workshops were initially conducted
by the British Columbia Ministry of Education for its provin-
cial colleges (Morrison 1985), The first workshops were ficid
tests involving both experienced and new faculty in tiberal
arts and occupavonal programs. who reacted 1o the 1ISW
enthusiastically (Kort 19921, As the British Columbia Ministry
of Education did not fund the warkshops, “the number of
workshop participants is one important measure of the vadue
placed by institutions on the program™ (AMlorrison 1985, p.
8. By 1983, adlmost 2,000 faculty members had auended
these workshops, with a total of 2,300 hy 1987 (Bloor 1987
Morrison 1985).

*Afier a decade of success in British Columbia,” the model
wits introduced in 1986 1o community college faculty in
California (Kort 1989, p. D). Comments from participating
fuculty and administrators indicate the value of the model:

e been Atc'(m‘l.iiu‘q_/iu' aborit 12 years. withoud any kind
of forial iustruction in mcthodology. and altbongh |1
thought I reas doing a reasonable job. there iwas o secret
apprehension or fear. It turied out that my copartici-
Jaanis arere not L the least judgmerttal or critical. .. f
Jeel bighly energized by the process. .

1t bas really beigbtened ai aicarcness of instrictional
techuigne and provided menny: of uscith an excellent
aopporttnity to shaipen skills. . ..

Eudil T gol into the INW. nrost of my porofessional derel-
ofunentt s techrical i nativre. Newe | ame niiclh niore
aicere of teaching styles and learning stvles. .1 giress
Fam moeing from being teacher-ovieniod to heing o ot
nicre stidlent-oriented (Morrison 1O83, p. 8,

By 1992, Instructional Skills Work<hops were being conducted
on SO American campuses, led by facilitators from their own
personnel. The maodel has been intradueced o state aniversi-
ties i well (NMaorrison 19683),

Another Model: Teaching the Technology of ‘Teaching
Althougi clinical development opportunities Tor coliege
reulty are not oo commeoen, the ISWis not necessarily the
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sole clinical development model. Teaching the Technology
of Teaching, while similar to the ISW. is not as well devel-
opued, and it appears o have been implemented on only
one campus. Coverage in the literature is extremely timited
as well.

An approuch that focuses on efficient practice by empha-
sizing the characteristics of good weachers and elfective
approaches used to strengthen teiching and learning, this
model was conceived by Shacketford and Henak (1987
Ball State University. The model consists primarily of three
seminars that address effective fuculty characteristics, svl-
labus and lesson preparation. measuring and adapting 1o the
diversity of learers, assessment, communication skills and
techniques. interventions for improving instruction, develop-
ing retention in students, instructional media development
and use. and planning professionad development, The three
semindrs emphasize planning, instruction. and prolessional
development. While the active involvement of participants

“and opportunities for the participants 10 videotape their own
minilessons have been incorporated into the model, the fo-
cused effort common to the ISW is lacking in this example,
Approximately 1410 Grculty members panticipated in the mod-
el's activities at Ball State University between 1988 and 1992,

Moddets for biaproving Coflege Teaching
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. TEACHING/LEARNING MODELS

Because many college and university taculty were not spedi-
fically prepared for college teaching before they began their e
carcers, they may also lack an understanding, of learning -
theory. Thus armed. the most thoughtful instructors could —
reflect on their own learning habits and apply their discov- I‘ffaculty are to
eries accordingly. Yet faculty also need to know how others gssist students
learn (Dinham 1990: Eble 1988). As the rcsc;u‘}ch on multiple in the learning
intelligences and learing styles has so aptly demonstrated.
e\-'cn:mc does not learn the sanwe way (é:l:l?\'l’()n and Murrell P 1’.00888, tbey
1987: Claxton and Ralston 1978; Gardner 1993). Further, will need a
college students are much more diverse today than they basic under-
were when most current Faculty attended college (Dinham standing of
1996). With different experiences. interests. and motivations, teaming theo
these students can casily confound a scholar unschooled in 400 knowledge
learning theory.

If |".lf“Ll|l}" :n?c to assist students in the kearing process. thow the

.they will need.a basic understanding of learing theory and theory can be

—-knowledge of how the theory can be applicd 10 the class- applied to the
room. The models in this section provide faculty with sup- classroom.
plementary theoretical construets they might have missed in
the progress of their preparation to teach. Considering that
approaches to understanding cognitive kearning and the di-
wversity of leaming styles are rather recent developments,
many faculty could benefit from exposure 1o one or more of
these models that address some of the basic concepts of
teaching and learning. Two of the models presented delve

into the domain of cognitive leming: the others are related
to theories of learning stvles,

Cognitive Instructional Intervention

Understanding how people learn has been the goal of edu-
cational psychology sinee its inception. With the advent of
Skinncrian behaviorism carlier in this centunc. sonmie educa-
tional psychologists may have concluded that the answer
had been discovered. Since then, however, newer concepts
of learning theory huve appeared. What differentiates the
more recent developments from the rigid behavion] con-
cepts is an assumption that hunman beings do not necessarily
behave in predictable patterns, as the bhehaviorists would
like 1o believe. Among these enlighteaing inguiries have
been the studies of memary systems., cognitive learning, and
meticognition. One example of o theoretical approach to
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understanding the lewrning process s Anderson's (1976,
1983) Adaptive Control of Thought (ACT).

Adaptive Control of Thought

Although people do behave somewhat independentty and
perhaps may learn in different wavs and for different rea-
sons, some characteristios of learning appetr to be consis-
ent. From the perspective of the research conducted on
human memory, learning requires the participation of two
basic tvpes of memon: short-term or working memory and
long-term memory (Anderson 1983: shavelson, Webb, and
Burstein 1950 Weinstein and Mever 199D, The working
memory is the active processor. directing a person in every
thought process or uction selected. But the working memory
has limited and only temporary storage capacity. Theretore.
much of the behuvior governed by the working memory
relies upon information stored in long-term memory. Con-
versely, long-term memony is the repositony for information
without the capability to independently govern action or
thought. And fong-term memony cannot interact with the
cnvironment. which is part of the function of working mem-
ory. Thus, the two components of memory are necessary for
most action and thought processes (Anderson 1933),

Within long-term storige are two specific types of mem-
on with two particularly exclusive purposes: declartive
memory, for the retention of nonbehavioral information, and
procedural memory, contiining the stored directions for any
type of activite known to the respective individual (Ander-
son 1982, 1983). Fundamentally, all of these components of
human memory tunction together 1o allow thought and
hehavioml processes to continue i a seemingly ceaseless
fashion. For a person to learn, therefore. information must
be processed by the working memory, whether its souree is
the environment or long-term memony. and then presernved
in long-term memory. The complete sequence is necessary
for learning to actually occur tAnderson 19830,

The entire arrangement is similar to the various compo-
nents ol i computer system. The working memory, with its
limited storage capacity and direct connections to the envi-
ronment allowing it to receive and send messages. resem-
bies the central processing unit ¢CPUY ina computer system
and its links o the environment through the kevboard,
mouse, and monitor. Like the working memory. the comput-

W
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er's RAM (random-acecess memory) of the CPU has mini-

T mal—and emporan-—storage capacity. Further, the CPL

requires the input of applications, or programs. 1o carry oul

any computer functions. Without the CPU, however. the
computer cannot conduct any of these operations. Simidarly.
computer disks. both Hoppies and the hard drive. resemble
the storage capacity of long-term memory, vast but inci-
pable of action without transferring, or downloading. the
stored information into the CPU.

This theoretical explanation of the use of memory in the
fearning process is important, but to help students kecom, a
more pragmatic application of this learning model for the
classroom nuy be needed. Atter all. a bhasic understanding
of the operation of the human memory is probably not saffi-

- cient o automatically: manipulae information from the

working memory o the tfong-teom memaory. Some cffective
technigues that can be priacticed like any skill should be

“Anvaluable. Applicable to the ACT maodel are five such wech-

niques. three for recall knowledge and mwo Tor generaliza-
tion knowledge (Wallen 1990). Related to the lower cog-
nitive levels in Bloom's Taxonomy (1936), these two types
of knowledge are the most basic stages of learning (see
figurc 3). Simple recall involves the retrieval of informtion
from 1he long-term memory 1o the working memonry. Fun-
damentally relving on a certain amount of recall, generaliza-
tion knowledge also involves the storage and retricvad of
data within perceived relaionships,

FIGURE 3

BLOOM’S TAXONOMY OF
EDUCATIONAL OBJECTIVES

Evaluation
Synthesis
Analysis
Application
Comprechension
Knowledge

Recall learning

To assist students in the development of recalll facubiy can
incorporate three dilTerent strategios: rehearsal, ehithoration,
and arganizadon CAnderson and Bower 1973 Weinstein and

adels finr finproring College Teaching 50
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Mayer 1986: Weinstein and Meyer 1991, The simple but
cumbersome rehearsal technique involves mere repetition of
the informartion until it is securely anchored in long-term
memory. Because the amount of rehearsul necessary to ac-
complish this task is relative. but not necessarily obvious,
this approuach is not overwhelmingly efficient.

The other two recall techniques rely on the more precise
use of uncomplicated clues that senve as direct links o the
stored information. Eluboration requires the association of the
information to be learned with already existing knowledge.
henee its common reference, “learing by association.” There-
fore, the target 1o be recalled is the association, rather than the
less famitiar new information, To continue with the computer
analogy (which is, by the way, an example of eluboration),
the use of visual clues. or icons, in much modemn software
allows for more facile and direct recollection of procedures
than the more abstract keystroke communds tend 1o warrant.

The most-intricate technique for acquiring recall knowl-
cdge. organization is also the best approach for retrieving
complex informaton. By reconfiguring great amounts of
data in various ways, the learner is more capable of manas-
ing the process of storing and remembering the target infor-
mation. Once again, the learner focuses on a specific cue, in
this case the pattern of organization, as a memory key. Al-
though several tvpes of organization may be sclected. a vis-
ual or observable representation, such as mind mapping.
is preferred (see also the strategics suggested in the next
modcl. Training for Information Processing). Computer tech-
nology again provides an example with the arrangement of
the kevs on the computer keyboard,

Generalization learning

Two instructional techniques can be used for assisting in the
development of generalization knowledge: direct instruction
and the discovery stuegy (Bruner 1960: Wallen 19903, Direct
instruction incorporates a specific sequence of procedures in-
volving two essential steps. First, the feamner acquires the
requisite recill knowledge of a model generalization, or ox-
ample Tor applving the generdization knowledge. e or she
docs so by initially designing an approprizte model general-
izion, identifying its tuget info: ation. and developing an
assessment for recalling the maodel generalizuion and instruc-
tion for its recall using rehearsal, claboration, or organization.
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The model generalization typically includes a descriptive
name, a rule for application, and examples and nonexamples
of the applied rule. : :

Once the recaall knowledge of @ model generahization has
been acquired, the student is asked to apply the model gen-
eralization to other, distinet situations. Each application task
should be accompanied by guidance from the instructor to

ensure that the student will reflect upon ervors in thinking or

recognize problems in expliining the decision process. The
application tasks continue with additional examples and
guidance until the employviment of the moded generalization
is smooth and accurate.

An example of this strategy applies (o learning the parts
of speech. For instance, the descriptive name for one part of
speech is "noun.”™ Its rule for application refers 1o a person.
place, thing, or idea. Examples could be “teacher.” ~school.”
=apple,” and “knowledge™: some nonexamples could be
“learn” “with,” and “casy.” Thus, the model generalization is
recddy for fearning as recill knowledge. Once this informa-
tion is known, other examples and nonexamples can be
applicd to this model generalization for practice.
~ The procedure for implementing the discovery strategy to
acquire generalization knowledge is less structured. An ob-

Cjective generalization category is identified and characteris-

tics of the category in the form of critical and irrelevant at-
tributes then established. Doing so helps to define the pa-
ramcters of the generalization. Finally, examples and non-
examples for these attributes are discovered. One way o
implement this strategy could involve the identification and
categorization of trees by the shape and structure of leaves.
Once students identify the basic shapes. they can then apply
actual examples to these generalization categories.

Acquainting students with these strategies for recall and,
generalization knowledge should help students in the devel-
opment of study skills. Yet helping students to learn such
study techniques is not adequate.

They munsit also know bo to use thenmt andd wnder bt
conditions. .. . The instructional doecisions aned icach-
ing miethods that e select aad inmplement profornedly
affect stuctents” Ruowdedve about strategies aid their
tese of them. By tnnderstanding boir stidents ise these
strategics, instructors can hecome wore alert o ways of

Moddets for tmprroving College Teadhing
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Jostering the development and wse of strategies throwgh
contrse strictirres and activities (Weinstein and Meyer
1991, p. 21). ‘ ‘

Consequently. an understanding of learning processes. these
manipulative techniques, and ways that faculty can make
them work for students is one way 1o facilitate learning.

The distinctive ACT

Based on reactions o Anderson’s work, the ACT model
certainly filled a void in cognitive psvchology. "Anderson
has made a serious contribution (o cognitive science. one
that is supported by considerable schobarship and calculated
respect for the scientific method™ (Lehnert 1981, p. 839),
Anderson’s work is important and highly intellectual, a
nugnificent scientific work [that] ... repavs fully the clfort
of reading it” (Craig 19780 p. +40). With Anderson’s impor-
tant argument for ditferentiating between declarative and
procedural knowledge. his model is the best integrative

theory of the sestem level of cognition that we now have,

and it provides @ model for how such integrative investiga-
tions of the mind can be done™ (Black 1984, p. 334,

Fluman memons theory and its application to leaming is
certainly not limited in the rescarch Titerature or found only
in_ Anderson’s work. The vast amount of content in these
arcas of ceducational psyehology can appear 1o make the
educators task of understanding learning theory more ardu-
ous. With the ACT model, faculty have an opportunity to
develop this understaiinding more casily. As Fculty develop a
beter understanding of learning principles. the needs of our
increisingly diverse student population are more likely o e
met. And the steategies Tor putting the mode] to work in the
clussroom can provide facalty with more wols to help st
dents learn (Anderson and Bower 1973 Wallen 1990;
Weinstein and Maver 1980).

Training for Information Processing

Techniques lor organizing information can greathy facilitate
the bearning and recall of relevant dita, The wav information
is delivered or recorded as it is received can be extremely
influential in facilitating the speed of learning as well as the
duration of retention (HhuBois 19861 Drawn from the Tundk-
mental principles of cognitive learning theon is o model for
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the representation of information for both the sender or
instructor and the receiver or student (Duldois 1.4 DuBois,
- Alverson, and Staley 1979).

Lectures, and the resulting notes students tike, often tol-
low a standard outline format, an organization of the infor-
mation that can be inherently complex and disordered.
DuBois referred 10 this type of organization as “a cluster
format.” In this organizational pattern, indications of struc-
ture and relationships are often ill-defined or entirely lack-
ing. Applying the organization strategy described earlier,
DuBois’s model tor presenting and recerding information
promotes the use of twvo other organizational formats: hier-
archics and sequences. Henee, the model focuses on the
structure used 1o organize the information given or received.

Hierarchies
Knowledge includes structure, function. operation. and

= -examples, alb of which make the use of the cluster type of

© organization frequently cumbersome (DuBais 2.0, 1f this
-rather complex array of information is organized according
to recognizable categories in a horizontal construct, much
like a family wéd. the information is casier to manage and to
learn. Such a technique resembles that of mind mapping. in
which the learner plots related concepts in branching pat-
terns that extend out from a central idea (Buzan 1989).
Other similar designs are diagrammed sentences and vertical
organizational charts, Such hierarchical arrangements help 1o
emphasize visually the relationships and functions of the
various components incorporated in the information to be
lcarned (see figure <4 for an example of a hicrarchy).

Sequences

The other type of design for structuring information in
DuBois’s maode! is the sequence. Instead of emphasizing
relationships or functions, the sequence format highlights
the chronology of events or procedures. much like @ pro-
gram eviduation and review technique (PERT) chart (see
figure 3). A common management tool, the PERT diagram
offers a graphic display of the sequence of activities For a
given project. Both hierarchies and sequences allow for
drawing connections between coneepts vertically or hori-
zontally, i Hexible aspect of this organizational scheme that
the traditional outline cannot match.

Modvels for hwproving College Teaching 03
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FIGURE 4

HIERARCHY OF MODELS FOR IMPROVING COLLEGE TEACHING
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Application of the model
‘The basic procedure tor organizing information in this model,
whether a hierarchy or a sequence. requires that major topics
be identified first, which will assist in determining a prelimi-
nary design to use. Generally, these topics are what DuBois
cailed “repeatable categories.” & group of five 10 seven con-
cepts busic to the lesson's main subject. Once these topics
are determined, patierns—the key to organizing the informa-
tion—should begin to emerge. Hence, one should try to ree-
ognize the appropriate patterns in advance of actually placing
the pertinent information into an organizational design.

Although the whole process may seem a bit cumbersome

at first. the resulting notes for a lecture or for studying are
much more fucid. Morcover, the all-important connections
that are often missed in learning information wdctually be-
come part of the content with this model. Once the skill is
acquired of selecting appropriate designs and committing
the concepts to the chosen designs, the procedure can be-
come somewhat instinetive. According 1o Dulois, learners
skilled in this technique do not even require a knowledge of
the subject to organize the content as it is presented. and
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FIGURE 5
EXAMPLE OF A SIMPLE PERT DIAGRAM
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stidents” use of this mode! can acaally enable them o pre-

- dict test questions.

Most important. however, this maodel can help learners
develop a better understanding of the content for greater
application of the knowledge gained. Faculty as well as
students can apply the model. as it is relevint o-organizing
information tor both presentations and notes. And faculhy
members” use of the model can actually help students de-
velop these organizing skills. Thus, weaching and learning
can both improve.

The utility of tuformation processing

Studies of mind mapping and other more visually organized
torms for learning information recently have heen publishied
more frequently. but coverage of this particular model is still
kacking in the litermure. Although DuBois's work appears to
be somewhat limited as well (1986), his model may warrant
further examination and consideration, especially given e
appearance of similar models, such as mind mapping (Buzan
1989) and electronic organizers (Anderson-Inman 1989,

Multiple Intelligences and Teaching

The advent of theoretical explanations about the various
wiavs that people learn huas provided critical insight for
understanding the learning process. Nevertheless, this
insight can be both helpful and troublesome for educators
and students. Current educationa] programs generally are

Madels for hnprraving Collepe Teaching
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not designed to address the vaiations in learning students

bring to the classroom. and faculty and students alike must
continue 10 operate as though evervone leamed identically,
knowing the opposite is more likely the case.

The proposition that specific influences. such as music,
language. and Kinesics. are significant regulators of learning
has altered our thinking about how the business of learning
should be conducted (Gardner 1983). According 1o Gardner,
people have learning abilities, or intelligences. that can facil-
itute learning in one context and inhibit the process in oth-
ers. He ariginally identified six inelligences (1983)—linguis-
tic. logical-mathematical, spatial, musical, bodily-kinesthetic,
and personul—and kiter split personal into interpersonal
and inuapersonal (1993).

Although evervone might actually have access to all seven
intelligences. the possibility exists that a person can demon-
strate an exceptional skill in applying one or possibly two
particular intelligences. Poets are “exemplars of linguistic .
intelligence”; scientists and mathematicians would he consid-
ered strong in logical-mathematical intelligence. Spatial intel-
ligence can he manifested in sailors. surgeons. and artists.,
while @ child prodigy like Mozart clearly represents superior
musical intelligence. Athletes and dancers similarly excel
presunitbly because of their bodilyv-kinesthetic intelligence.
The remaining two personal intelligences can b indicative
of a teucher who relutes well w other people. or un actor
whose self-awareness cun bring about unusual capabilitics
for performance (Gardner 1993).

Teaching with ibe Seven Intelligences
The application of these seven types of intellectual prowess
to classroom instruction is a natural progression, By imple-
menting techuigues 1o enrich all the intelligences in students
while involving cach intelligence in instruction, faculty can
help students improve learning skills. To facilitue the em-
ployment of Gardner's theory in the classroom, Lazear (1991)
devised a modet for faculty to incorporate the multiple intel-
ligenees in three different wavs: teaching content that applies
to cach of the intelligences. using the intelligences as o guide
for teaching stvles or methods, and involving the theory of
intelligences as actual instructional contemnt,

Although Lazemr's maodel scems to have been designed
for clementary and secondiry teachers, his work may pro-
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vide an additional approach for understanding Gardner's
theories, Further, Lazear's practical techniques can help fuc-
ulty more readily apply the intelligences theories to the col-
lege classroom. Both Gardner and Lazear advocated the
development .of all seven intelligences, in preference o the
enhancement of a particularly strong one. Learning in col-
lege can be delaved somewhat, however. by attempting to
improve learning skills in all of the intelligences. Hence,
college instruction perhaps can be enhanced most with the
intelligences theories by applving Lazear's second option.
that of designing teaching methods with the dominant intel-
ligences of students in mind.

For example. mathematics has been taught frequently by
instructors with a strong logical-mathematical intelligence in a
minner most directly suited to students who also appear
dominant in the logical-mathematical category. Nevertheless,
it the majority of students in class are weak in this particular
intelligence. their opportunitics for success in mathemitics are
characteristically reduced. along with their ultimate interest in
the subject. Except for students who will need to develop
their logical-mathematical capahilities, such as mathematics
and science majors, the use of teaching methods that apply
directly 1o students” dominant intelligences seems to make
more sense, especially because it could increase students”
achievement in an important subject arei. Thus, faculy in
such a situation may be advised 1o consider instruction that
involves more visual images. descriptive statements for the
concepls., and adtivities like weight lifting.

Intelligent learuing

The impuact of Gardner's rescarch is demonstrated in o num-
ber of reviews published since the intelligences theories
were presented. Gardner's model is “a very useful and stim-
ulating contribution to the intelligence controversy {that] |1
recommend . .. enthusiastically™ (Bouchard 1984, . S08).
“This hook begins to set aright the heavily parochial psveho-
logical view of intelligence as uniquely or exclusively fogical
and verbal, .. 1Gardner's] reasoning is astute and subtie”
(Bornstein 1986, p. 121).

Yot Gardner has been accused of avoiding more defined
aspects of his theories (Satherland 1980, Nevertheless, in-
corporating abilities previoushy ignored by intelligence tests
is an importnt contribution of Gardner's work (Carroll 1981

Gardner’s
model is “a
very useful and
stimulating
contribution to
the intefligence
controversy.
“This book
begins to set
aright the
beavily paro-
chial psycho-
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Eisenmann 1984). Suggesting that Gardner wrote his book
for a general audience, Curroll indicated that his work sub-

- stanuates a theory of multiple intelligences that had been

hypothesized for some time. And he developed his theories
“with consunimite humanistic scholaeship and artistry but
also with considerable auention to scientific underpinnings
and 1o implications [or the atinment of societal goals™
(Carroll 1984, p. 863). Nowwithstanding the apparent recogni-
tion of Guardner's work. the overall impact of his intelli-
gences theony has not yvet been felt universally in education.

While Gurdner did not equatte multiple intelligencees with
theories of leaming stvles, hoth approaches wo understanding
icarning emphasize the influence of characteristics that cause
people to learn in different wavs and at different rawes, Gard-
ner's position was that learners itn use one or more of the
Seven Intelligences in cach leaming situation. while learning
stvles suggest o general attitude or perspective toward learn-
ing. For example, someone referred o as ~an abstract learn-
er”would wend o apply abstract thinking in all leaming
situations, according 1o theories of learmning sivles. Yet even
with learning styles. individual variations and petiodic alter-
ations in stvle-are common Mekeachie 1995) No mutter
which theoretical position is preferred. though. the critical
issue for faculty is that both concepts focus on “the fact that
learners differ and thar we need 1o wike account of these
differences inteaching™ (MceReachic 1993, p. 11

Experiential Learning and 4MAT

Consequuentiafly distinet from Gardner's intelligences theories
are the various representmtions of learnimg styvles: Although
relatively recent, research in dearmning sivles already has
extablished its own niche in educationai rescarch (Claston
and Murrell 1937 Claston wnd Ralston 19781 Some of the
research an learning stvles led to the development ol the
Experiential Learming model (Rolby 198 0 ared the fMAT
instructional model that incorporates kollys concepts, Both
are intended 1o influence classroom activities o allow tor
the viriations in students” capabilities and experiences,

The Experiemtial Ledarning Cycle

ised on extensive research in leaning stvles, briun hemi-
sphere domipance. and student expericnce. Kolb (19810
designed @ model that consists of o framesw ork for undeer-
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standing the influence of experience and personality on the

process of learning. This orentation is elemental in his model. :
as Kolb theorized that learning cannot be reduced merely 1o
a set of outcomes. Instead, he suggested that leaming must
be regarded as a perpetual activity based on situations in life.
Kolb further proposed that learning natucally moves through
four phases: experience. retlection, abstraction, and experi-
mentition (1984), Consequently. students are expected to
progress through cach stage of the evele in a continuous
pattern.

Essentially, Kolh's Learning Cycle describes four basic
types of learners; divergent, assimilating, convergent. and
accommodating. Divergent learners. who recognize precise
meaning but do not Lick imagination, are able to consider
the atternative aspects of concrete circumstances. Linking
abilities with inductive reasoning and development of logical
theory. assimilating learners manipulate abstract information
and ideas, Convergent leamers are conversely more deduc-

Stive. linking theon: to practice. Finally, accommxdating
learners are pragmatic experimenters. They can adapt 1o
change in the environment by replacing theory with intu-
ition.

.

Tdentitving what specific approuach appears 1o be domi-
nant with anyv given learmer is possible using Kolb's Learning
Styles Inventory and the accompanying Learning-Style Pro-
file. Although this model may appear to suggest that fearners
can be classified neatly into one of these four tvpes, some
students do not demonstrate a clearly dominant swle. Com-
binations of all four classifications are possible, with domi-
nance appetring in one or more of the tvpes.

Bevond an understanding of the possible variations in
students” Iearning. the rescarch on learning siyvles, like Kolb's
theories. can provide faculty with insight for adjusting their
eaching 1o enhance the leaming of their diverse student
population. This brict description of Koly's model is includded
to provide the basis for some applications of the Learning
Cycle in the college classroom (see Chixton and Murrell 1987
and Claxton and Ralston 1978 for a more complete account
of Kolh's work),

The Learning Cycle goes to class
To apply Kolly's model directly 1o the design and assessment
of chssroom activitios, Svinicki and Dixon (1987 intraduced

Models for Impwoacing College Teaching (1Y)
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an extension 1o the four-phase cycle. Classroom techniques
were suggested for cach phase 1o provide students with ap-
propriate situations to enrich their respective approach to
learning. Methods involving laborutories, films. and readings
are among those that address the experience phase. For re-
Hection. activities like logs and journals. discussion sessions,
and the use of questioning strategics scem appropriate.
Lectures, papers. and projects are examples of wechnigues
that apply o abstraction. And lessons incorporating simula-
tions. case stadies, and Held work offer opportunities for
experimentation s the cvele reverts to experience.,

These recommended instructional technigues are just a
few of the ones Svinicki and Dixon oftered to implement
Kolbys theories in the classroom. Because the tour phases of
the Eearning Cyele are interconnected, some particular meth-
ods also can be applicd to two or more phases. The specific
goal of instruction and the idiosyncrasies of different disci-

plines are expected to guide the selection of activities accord- -

ingly (Dutty and Jones 1993 Erickson and Strommer 1991
schoenteld and Magnin 1994,

AMAT
Another application of Kolb's modd is intended 1o bring the
utility ol the Experiential Learning Cvele to the classroom.
much like Svinicki and Dixon did. The $MAT System incor-
porttes Kolbs imodel including the research in learing
stvles and right-left mode, as well as Kolbys Learning Stvles
Inventory, An additional instrument, the Learning-Type Mea-
sare. has also been developed more recently by MceCarthy
and SLoGermain (1993, The intent of the aMAT model is o
enhance an instructor's awsreness of the relative mature of
lcarning. Morcover. the moded provides faculty with a (lexi-
ble instrectional method o address the vaciances in studenis”
learning stvles OMeCarthy 19861, Primurily directed at ele-
mentary and sceondary educators, MAT training, as pro-
vided by Excel tsee Appendix B for the address), has also
addressed the diversity of students and learning applications
in evervday Hife for college faculty and corporvate trainers,
The Lemning Sivles Inventory and the Learnings-Style
Profile can be used 1o assess the individualite of students
fearning styles (Kol 195 110 CThe addition by Excel of the
sclf-report Learning-Type Measure can enable learners 1o
determine more of the subtle dilferences in individual
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behavior preferences.) Following completion of the inven-
tory, students can be categorized based on their relatively
dominant learning styles. recognizing, of course. that a strict
adherence 1o categories is unwise considering the runge of
variability within each quadrant of the model. Because
4MAT is designed primarily for specific faculty interventions.
four techniques are incorporated in the model 1o facilitae
the instruction for each of the four basic types of learner.

Faculty interventions. Given that divergent learners
require concrete information. faculty should realize that
these learners expect 1o obtain reasons for everything.
Assimilating learners, who match facts with their own obser-
vations, expedt to receive factual information. Practical con-
vergent learners need to link theory o practice and will
naturally want an opportunity 1o test or experiment. Faculty
-—need to allow accommodating learners. who relate experi-
“enCe 10 application. time o teach themselves as well as
ochers (McCarthy J986).
The role of taculty should consequently change through-
“out the phases of the Learning Cycle. The divergent learner
depends on the instructor 1o be a motivitor. Conversely. in-
structors of assimilating learners would be expected o be
disseminators of information. Convergent learners need fac-
ulty to serve as facilitators or coaches. For the self-motivated
accommodating learners immersed in discovery, faculty need
1o senve as resource specialists, Henee. faculty tend to be
more directly involved in instruction for the first two types of
learners, while the last two groups of students tend 1o tke
more control of their learning. Faculty who use this moded
should remember. however, that students should proceed
through the entire cycle and not concentrate within any one
quadrant. similarly. both brain hemispheres need w be en-
giged. thus enhancing the weaker capabilities (scott 199+4).

4MAT for success. Perhaps to Kolb's credit. the 4MAT model
has achieved extensive recognition and presumably similar
use. McCarthy and the Excel corporation she established have
been instrumental in disseminating the model, The 4MAT?
Svstem has been implemented by state sttt developers in
North Carolina, Texas, Florida, and Louisiana: both urban and
suburban school districts: Mary Baldwin College in Virginia:
the University of North Carolina at Chapel Hill; the University

Mucdels for mproving Colleae Teaching cI
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of Nebraska at Onuitha; and the Ministry of Education in

Singapore. Excel also has conducted rtining for “thousands - =

from cducational. government. and privawe organizations in

the effective application of this innovative lewning maodel.™
Numcrous reports of successful experiences with the

maodel have been published. Faculty who learned -iIMAT

have been more inclined to interact with one another as

they became more aware of different learning stvles. espe-

cially their own, and even have used the model for design-

ing lessons (Bldr and Judith 19900, Students have benefited

from using the model as well, Generally, the development of

conceptual knowledge and application has improved when

students have used the model in their work (Allyn 1989:

Kelly 1990: Wilkerson and White 1988). Students” atitudes

toward learning have also improved markedly when the

model is implemented (Relly 1990 Weber and Weber 199

Witkerson and White 1988),

One reviewer found “no direct eriticism of the aMAT
model in the literatare™ (Scott 1994, p. 1), noting as well
the comprehensive applicability of the model at all institu-
tional fevels and a “widespread use [tat) suppons the con-
chusion that - MAY deserves high marks [for] the eriterion of

Srudtfulness™ (p. 120 After applyving the model. one ficulty

member commented that “student interest and motivation
were high and ..o they learned the coneepts quicker and re-
wined them longer™ CBEdr andd Jucdah 1900, po A8) Obtaining
knowledge of learning sivles Bas given facultv numcerous
advantages (Blair and fudah 1990: RKelley 19900 Kelly 1990,
~Overall, aMAT has heen an ineredibly usetul ool 1t has
helped me understand and communicie witly others in
every aspect of my ite” (Relly 1990, po o),

Integrating Teaching and Learning Styles

Based on his own rescarch with earning stvles, Grashe
C1983) alsa devised a maodel that links the insight gained
from examining learning stvles to applications for weaching.
“A considerable amount of empivical data has heen gathered
on the major approaches o leaming stvle. Wheat such mad-
cls siggest about teaching aud fearning processes ought to be
o fretrt of our conceptited base” tGrasha 190, p. 1200, He albso

.
Ziona Fnedlander 1995, pesonadd conmaine anon
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- advocated the use of learning style models that can inform
decisions about teaching styles. ‘ ‘ ' A ‘
Based on research at the University of Cincinniti is a con- gy : : .

struct for detecting students” preferred style of communica- —
tion with fellow students and faculty (Reichmann and Grusha - Grasha deﬂ"ed
1974). Six styles have been identified, describing students as four combi-
avoidant, collaborative, competitive, dependent. indepen-
dent, and paricipant (Reichmann and Grasha). This learning

nations, or

style modlel is presented here as the basis of 1 model that clusters, that
integrates these learning styles with corresponding teaching  depict faculty
styles (Grasha 1996), bebavior in the
classroom:
Teaching styles expert /forma 1

As he had done carlier with Reichmann, Grasha designed a

process for describing and determining teaching styles, His autbority > per-

definition for teaching styles specified “a pattern of needs, sonal model/ ‘
“belicts, and behaviors that fuculty displaved in their class- expert/formal - . ..
“room” (Grasha 1996, p. 152), and he perceived these styles authority, -

W involve an interrclated set of teaching behaviors, includ- facﬂit'ator/pers
~ing administration of curriculum. subject orientation. content onal model/

presentation, classroom management, and student contact expert, an d

and guidance, In an anempt o capture the essence of fac- ’

ulty demeanor in the classroom, Grasha determined that five delegator/ﬁt_cili ,

distinet styles were prevalent in college teaching: deleguor,  t@tor/expert.

expert. facilitator. formal authority. and personal model. He

-further suggested that these teaching styles “interact in pre-

dictable ways with the learning styles of students™ (p. 153).

Recognizing that classifving individuals with descriptors

of this type was not sensible. Grasha indicated that college

faculty display all of these styles to some extent. Primarily,

faculty tend to teach in ways that can be clescribed with

combinations of the five teaching styles. Thus. Grasha (1996}

defined four combinations. or clusters, that depict facalty

behavior in the classroom: experts formal authority, personal

model/expert/tormal authority. facilitator personal model”

expert, and delegator-Tacilitatorsexpert. The arrangement of

each cluster suggests the degree of influence of the particu-

lar styles. cor example, a Liculty member who teaches as a

facilitator, personal model'expert will help students find

necessary information belore conducting a demonstration or

presenting the information.

Simikrly, particular reaching methods are related to certain
style clusters, Hencee, the delegator facilititor/expert would

Models for mpiroving Colleoe Teaching . DY)
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tend o incorporate contracts, seminars, and independent
study, while the expert/tormal authority relies on lectures,
exams. and controlled discussions. Similarly, the personal -
model/expert Tormal authority might use personal experi-
ences and demonstrations, und the facilitator/personal
model/expert may prefer case studies. flexible discussions,
and simulations (Grasha 1996).

The connections between the teaching style clusters and
similar combinations of learning styles are also included in
the model. Thus. the expert/formad authority instructor tends
to be most compatible with the dependent/participant/com-
petitive learner. Likewise. personal model/expert/formal au-
thority instructors can be matched with participants depen-
dentzeollaborative students, facilititor? personal model/
expert faculty with cotlaborative/participant/independent
learners, and delegatorfacilititor/experts with mdcpuulun/
collaborativeparticipants (Grasha 19906).

Styles as facilitators of learning

Grasha's model for integrating teaching and learning stvles
wits designed 1o provide faculty with a tool for using both
tvpes of stvle to improve teaching and leaming. While striv-
ing for compatible style combinations is this models goal,

a deliberate attempt to work with a mismatch in styles can
also offer a valuable developmental opportunity (Grasha
1990). much like Guardner advocated the enhancement of
one’s weaker intelligenees. Generaldly, however, faculyy are
expected 1o use this model to help them become morse sensi-
tive to students” learning styles and o adapt their instruction
accordingly. Such changes should be impleraented gradually.,
without expecting a quick or casy effort (Grasha 1990).

The recent development of this integrated model under-
stanclably preciudes much commentary on it potential,
much less on any evaluations of its use. Even so. some pro-
tessionals have reacted to it tavorably, noting the combina-
tion of teaching stvles and methods o improve learing. “In
this time of increasing cophasis on learning outcomes, [thisl
work provides faculiv with i guide for both enhancing stu-
dent learning and making their teaching more fulfilling”
(Grasha 1996, back cover). The model offers faculty an
opportunity to learn more about their students and them-
sclves as they use Grasha's model to make their weaching
more innovative.

A
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A Related Technique: Effective Classroom Questioning

A group of classroom techniques often associated with
learning theory. questioning strategies lack the singular form
that helps to define the maodels in this report. Widely refer-
enced in many formats, na single approach to questioning
stuclents appears predominant. Even so, this technigue
remains an important skill for all faculty.

As teaching and learning have begun a transition away:
from lower-leve! cognitive skills, such as simple recall, the
development of thinking skills has taken on renewed impor-

" tance. Even the private sector is emphasizing the need for

-more atention in schools on thinking and problem solving,

Among the most etfective methods for fostering students’
thinking is an ancient art, that of questioning. While no sin-
gle instructional modet providing suggestions for competent
questioning appears to be distinetly invaluable, some s espe

- ciatly helpful strategices have béen offered.

Three organizational techniques are helpful in d signing

~questions for the classroom: Bloont's taxonomy., Aschoer-

Gallagher's system. and Dantonio’s questioning processes
(Hansen 1994). Bloom's tixonomy (19350) was designed to
provide a system for clussityving educational objectives into
SIX separate categories: knowledge, comprehension, applica-
tion, analysis. synthesis, and evaluation. Knowledge refers 1o
the simiple process of recalling information. comprehension

involves inderstanding the information learned. and appli-

cation involves the possible uses of this information, often in
new situations. A student uses analvsis to determine the rea-
soning or individual aspects of i argument or problem and
synthesis 1o design or develop a new approach 1o solving a
particular problem. Judgment is the result of evaluation.
Sanders (1906), who based his questioning model on
Bloonm's taxonomy, suggests that instractional questions
should be constructed to ranscend simple probes of mem-
orv. His model for designing questions uses seven categorios:
memony, wanslton, interpectation, application, analysis.
svnthesis, and evaluation. Sanders repliaced Bloomy's cate-
gory ol knowledge with memory, which he said is more 1e-
Lited to an intellectual activity, similar to the other designa-
tions. Te also split Bloom's category of comprehension into
two categories, translation and interpretation. Transktion is
the one aspect of comprehension that involves the conver-
sion ol i concept into dilferent Tanguage, and interpretation

Modets for impraring College Teaching )



requires a student to search for relationships among con-
cepts. (See Appendix C for examples of questions using
Bloom's taxonomy and Sunders's adaptation of it.)

Using a hierarchy similar to Bloom's taxonomy. Aschner
and Gallagher (1963) developed ua four-level classification
svstem incorporating questions for memory. convergent
thinking. divergent thinking, and evaluation. The two cate-
gories of memory and evaluation are compuarable to Bloom's
classification. Convergent questions rely on-background
information as a basis for making objective decisions. Con-
versely, divergent questions can have several correct op-
tions. depending on the individual perspective considered.
that may result in new informution. (See Appendix C for
examples of questions using Aschner-Gallagher's system.)

Dantonio’s (1990) questioning processes provided the
hasis for organizing questions into four groups of activities:

~ gathering, sorting, organizing: aind interpreting. Within each™ & °

group are more specific behaviors that further define the
purpose of the question. Gathering questions can involve
the student in recalling information or making observations.
Sorting questions include grouping. comparing, and con-
trasting sepirate entities, Students use organizing questions
to label. classifyv, or sequence information and interpreting
questions to generate inferences and predictions, (See
Appendix C {or examples of questions using Dantonio’s
questioning processes. ) : ‘

Wiasserman (1992) also developed techniques for using
questions in the classroom. Also incorporating the work of
Bloom, Wasserman focused on the problem of weak ques-
tioning strategics, such s the closed guestion that requires
only i briel answer. To help identify such inadequate ques-
tions, Wisserman included assessment forms o help Taculty
atlyze their own questioning skills (see also Bonwell and
Eison 19911,

Yet unother valuable resource, specilically created for
fculty, is Classroons Communiication (Nefl and Weimer
1989, Numerous other guides iare available for Ficulty mem-
bers” development of questioning skills. A logical first step
for those who would improve their classroom questioning is
wosell-assessment Giee Wasserman 19929, followed by i cur-
sory review of the availuble Tieraiure,
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* INSTRUCTIONAL PLANNING MODELS ,

An exceedingly consequential part of the role of college fac-
ulty involves the necessary preparation for class. or instrue-
tional planning. This planning skill is often neglected,
however, even in some of the rather limited preparatory
coursework. Hence, faculty resort 1o borrowing planning
schemes and ideas from colteagues. Although relatively fow
models for the development of faculty planning skills appear
to be available, the models included in this section can be
helplul o faculty who perceive a deficiencey in their plan-
-ning skills that cultivates disorganized or insufticient lessons,

Instructional Event Design
The work of Gagnd is perhaps best known o educators in
the fields of educational psvehology and instructional design.
His examination of the learming process led o the identifica-
tion of a series of events that could influence students™ learn-
ing. Calling such cvents "external,” Gagné contrasted them
with [earing, which he called =un internal process.” He be-
lieved that these external events are essential (o the learning
process and generally are planned by faculv, Consequently,
Gagn¢ devised a lesson planning model based on nine in-
structional events (1965, 19700,
Typically taking the form of communication, the external
instructional events are designed specifically for each leam- A
T ing objective. Usualiv intended as steps 1o prepare learners §
- for instruction, the first three events include securing atten-
ton. communicating objectives. and Gacilitating the vecatl of
necessary knowledge (Gagnd 1963, 1970). To gain students’
attenton, faculy may ask an interesting question, move to
the frone of the room, or initiate some other change in sting-
ulus. The purpose of the leaming experience is then com-
monly communicated. even though students sometimes nin
casily discern what they will be doing. Expressing this ob-

jective helps o keep both students and instructor on the
subject of the day as well as 1o demonstraie the instructor's
trustworthiness. it will also help students o better under-
stund what is expected of them. Because much of the feamn-

ing ten tikes place depends on prior knowledge and having
recalled the knowledge at the start of the process speeds up
lcarning, the nest step is to help students with this recall,
Asking students questions at this stage will fueilitane the
recitlt, even il the questions are intended o be rhetorical,
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After these preliminamn stages are completed. the instruc-
tor proceeds with the next two instructional events. The
fourth event, information to be learned or another type of
stimulus, must be connected o the expected behavior com-
municated earlier in the objective. The stimulus may include
examples or other techniques to facilitate learning. One
technique intended to assist learning is actually the fifth
step. guiding students through a specific learning activity.
sometimes referred o as guided practice.” this event
requires a certain amount of constraint on the part of the
instructor, even though students may not alwavs be success-
ful in their efforts.

Once students believe thar they have mastered a skill or
some amount of information, the final four events oceur.
Students should be given an opportunity to demonstrate
their learning with some kind of performunce. after which

often dwell on their total performance score, the essential

& bl

the instructor should offer feedback that will help learnérs 1o -
improve with the next performance. Although students may

L
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purpose of feedback at this stage is consistent improvement.

As performance improves, an assessment of learning out-
comes eventually is necessary o provide a summative judg-
ment of both learning and teaching. Finally. the knowledge
gained in this process must be adequately stored for future
recall and application. Instructors can help students attain
both gouls by providing ample opportunities to apply their
new knowledee to novel situations (Gagad 1963, 19700

Although this process may appear simplistic, faculty who
have not been exposed to cach step could discover an in-
structional event that has been missing in their teaching, The
simplicity of the model might also suggest more of an appli-
cation 10 elementary or sccondary school teaching, Real-
isticully, Gagnd's model is applicable at all levels of education,
primarily because of the tlexibility inherent in cach event.

This sequence of instructional events may seem to be a
complete evele with a fixed design. but the sequence of
cvents can be rearranged as needed and one or more of the
cvents deleted. depending on the subject maner and the fac-
ulty member (Gagnd, Briggs, and Wager 1992). And some
studdents may not requitre one or more events. As fireulty
proceed in their planning, they must be prepared o deter-
mine whether students will need the assistance ol cach
lcarning ¢yvent.

B
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Gagné developed and refined his model over a period of
T0 or more years through his texts in educational psychol-
= - ogy and instructional design. Several reviewers have noted
~the value of Gagné's conceptual maodel for instructional
design (Leonard 1975: Yoshida 1979), with the concept of
necessary prerequisite learning skills a significant contribu-
tion (Goldner 1973). Gagné provided “a clearly written
review of principles with a never-lost-sight-of application 1o
learning in the real world” (Nolan 1975, p. 145). His work
provides “a complete guide to developing a competency-
based education program™ (Gray 1979, p. 338) and “the best
practical explanation of information processing as applicable
to instruction” (Nolan 1973, p. 140).

Gagné's model is strikingly similar to another phinning
model that was, in fact, designed for public school teachers.
Hunter (1994) tormulated a decision-making model for les-
=~ son clesign that also allows for flexible implementation by
“teachers. Essentially, the model consists of seven elements

that are comparable to nuny of the events in Gagné's model:
anticipatory set, the lesson's objective, instructional content,
modeling of expected outcomes, assessment of students’
understanding. practice guided by the instructor. and inde-
pendent practice. Although Hunter's model was intended for
pubtic school teachers. the planning components. like those
in Gagné's model, can be useful to college faculty as weli.

Educational Program Development

With a model for designing entire curricula as well as indi-
vidual courses. Diamond (1989) challenged faculty to reach
beyond what already exists and to consider ideal possibili-
ties. This simple, but Hexible, model essentially includes two
phasces: “(1) project selection and design and (2) production,
implementation, and evaluation™ (p. 6). The first phase is
intended for use with the entire curriculum, the second for
specific classes. Both plases rely on gathering dati and the
use of diagrams that can visually depict the sequence and
relationships of cach step in the process, This aspect of the
model is stmilar to the sequencing in DuBois's model and
the simple PERT diagram in figure 3,

The first phase of the model proceeds from identification
ol a project to consideration of ideal resources 1o transac-
tion, using clements specific to the project. Fach stage in
phase one involves the necessary process of collecting data

Modcls for Inprroving Gollege Teaching By
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to inform the sequential decisions. Realistic academic priori-
8 ‘ ‘ T ties and the potential for suceess provide the hasis for identi-
AN fving the desired project. After the selection of a planning
team, the ideal possibilities of the project are established
after considering student and social characteristics, institu-
tional or unit priorities, and the knowledge and rescarch ap-
plicable 1o the selected subject ficld. The transaction stage
moves the project from the ideal 1o the realistic with the

necessany dat about course goals, time Taclors, resources
tpersonnel. supplies. funding, facilities), anticipated stu-
dents, and instructional research.

The madel's second phase includes selection of course
objectives, evaluation design, selection of teaching methods,
determination of necded supplics, pilot westing of compo-
nents GE neceded), implementation, assessment, and any nec-
essary modificitions. Course objectives should be measur-
able behavioral objectives that collectively=speeify-the-antici--=—
pated outcomes. To be adequate for instruction. hehavioral '
objectives should describe an observable behavior, @ mweu-
surable degree of expected performance. and the circum-
stances within which the behavior should be accomplished.
For example, an objective tor English granumas might be
“Upon completion of this lesson. the student should be able
to correctly identify the 10 nouns in a list of 25 words within
two minutes.”

Cvaluwetions are then designed on the basis of these objec-
tives to measure the actual outcomes. Pecisions ubout teach-
ing methods and supplies are made for cach unit onee the
course is subdivided into units. Any new supplics. equip-
ment. or other materials acquired should be tested on
sl group ol students 1o determine potential flaws, The
entive course is then ready for experimentad trial, during
which assessment data are gathered and any necessioy
chianges made in design of the course (Diamond 1989).

Course and curricutum planning is cleardy a necessary
stige in the instructional process. While the use of models,
like the two developed by Diamond and Gagndé, can facili-
tate planning, both authors realized the necessity w apply
the planning model tlexibly. Henee, faculty members should
be willing to mold the model o their own specific needs.

Educators were noticeibly impressed when Dicmond's
meclel appeared in the literatare, calling it a viable | L.
moddel fthat] serves as an efticiont means tor designing,
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implementing, and cvaluating courses and curricula™ (Mun-
day 1990, p. 89) and “a valuable resource™ (Kemp 1989, p.
53). The comprehensive nature of Diiimond’s work seems to
be a nuajor element (Ashton 1990 Kemp 1989). The system-
atic design of his model (Ashton 1990: Mundiyv 1990) “nuxi-
mizes the input of time! effort. and money™ (Ashton 1990, p.
583).

Many of BoKk's (1986) recommendations for improving
college and university leaming could also apply to Diamond's
moclel (Remp 1989). With extensive potential applications.
including both entire curricula and individual courses. the
model is a “thorough and functional procedure for improving
courses and cwrricula”™ (Munday 1990, p. 9 D). With his "exten-
sive expericnce in the field,” Diamond “does the rest of us a
valuable service by sharing it™ (Ashton 1990, p. S3-4).

- Another Model CoTT

Because course and lesson planning is a1 complex. time-
consuming endeavor and the advent of computer technol-
‘ogyv has provided multiple opponunities for reducing the
complexity of and time required for nany wsks, the devel-
opment ol a computerized svstem for instructional plkinning
should come as no great surprise. What does seem surpris-
ing is the apparently small contribution of technology to this
aspect of college instruction and the similarly limited amount
of coverage given it Devised by Voaler (199 1) and based
upon his theory of Curriculum Pedagogy Assessment, the
Peaks model is a series of three expert software svstems (for
dev cloping courses. fessons, and exams) that serve as the
delivery components of a comprehensive instructional de-
sign svstem, from planning through evaluation. No doub
the recent development of the model s contributed o its
indequate coverage in the iteratare. and no reviews ot the
meodel appear to have been writnen. Morcover, instructional
design as a speciahy in educational weehnology is also a
rather modern development and one thar might exclude
tpical Taculty from participating in the use of instractional
design programs,
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CONCLUSION

Faculty have both the capability and the responsibility 1o
“consistently strive for the improvement of instruction and : - o
learning. The models highlighted in this report provide — ]
nunerous oppornunities for instituting or sustaining this

initiative for continuing cdevelopment., While tested and vali- Facull-_‘-y mem-
dated frequently at nomerous sites, cach modet should be bers’ individual
expected to have varving rcsul!s \\‘il!l different instructors, differences in
cl;}sses. and institutions, .[hcrclore. I;‘lculty ey h:l\.'e W com- gq aming may

mit themsclves to a certiin degree of experimentation when tend to a j)“ect
using these models or any other echnique tor improving

instruction, their prefe"'
' ences for some
Applying the Models to Improve College Teaching models. An
Obviously. no guarantees dare offered with these models. instructor wbo
The process of experimentation. which has been so much 2 ﬁ" ds the Class-
part of the development of these and other models, should
- naturally be expected in their application as well. And dur- room A ss.e_ss' S

ing experimentation. faculty will inevitably find that @ num- ment model o
ber of decisions are necessary. How many maodels to con- exciting and
sider. how many to implement. how often they are used, empowering,

“and how their use can he evaluated are just some of the fOT e'xample,

(Ul'lLL'lﬂh‘-.l}.lilI 'njuy ncc.dvl(-) I)L: ;I-d’nlrc‘ssujd: l-mthtr. faculty : may not be as

members” individual differences in learning mav tend o at-

tect their preferences for some models. An instructor who enthusiastic

finds the Classroom Assessment mode! exciting and empow- about Cognitive

ering. for example, may not be as enthusiastic about Cog- Instructional

nitive Instructional Intervention, Intervention.
Because of the nomully demanding role of teaching, nujor

adjustments to instructional practices should he avoided. In

fact, the advice Angelo and Cross (1993) offer with their model

could be applicd o uny of the teaching improvement models.

Faculy are wise to build success into their improvement ef-

forts with a modest application of one model. Incremental

changes to instruction are wise.

Faculty-Driven Improvement

The literature addressing organizational change includes some
specific, immutable idiosynerasies. one of which suggests the
individuality of change (Fullan and Sticgelbauer 1991 Hord ¢t
ab, 19870 Steeples 19900 In other words. change directed from
the top is not neardy as elfective as change cultivated among
the ranks of those who e expected 1o adopt innovations,
Conscequently, the primany initiators of instructional improve-
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ment should understandably be faculiy OWeimer 19900, In
fact, as some of the models in this rext suggest, freulty-driven
improvement of teaching stands @ much better chanee of
succeeding. Bediuse they will not accommadiie pressure
trom without to develop, faculty need to aceept their own
potential for improvement.

Morcover, faculty already have a commitment to students’
lcarning. and educitors enter the profession primarily be-
cause of this commitment, Yot o compensate for the graduate
cducation that prepared them for rescarch ruher than wach-
ing. facubty also have an obligation 1o promote their own
learning in the discipline of college teaching (Boyver 19900,

The purpose of this report is to provide fiaculty with a
resource that may help them meet this obligition withow
placing additional demands on their imited time and re-
saurces, Each model in this report was selected for its basic
simplicity. both for understanding and for implementation .-
Hence, faeuly should be able 1o implement most of these T
madels without mare in-depth preparation througlh work-
shops or training, sessions, Although some of the models
may require additional resources, induding personnel, fae-
ulty hanv e a wide mnge of chaices in this collection. Phe
next investment for improving college teacking should
therefore be aceessible.

Institutions’ Implementation of the Models
As already indicated, though the point perlsips cannot be
overemphasized, change within an organization is primarily
an individual, very personad sincion, Thus, institations do
nat change. people do Chlord et alo 195710 and because of this
conmon but aolien misunderstood aspect of changee, the no-
tion of any institution’s adopting one or more ol tiese mod-
cls as o arganizationad initiative is vigoroushy discouriaed.
Sonne acadenic fenders, i their exuberance over ome of
these models, nany suggest its implementation by the institu-
ton. After all it o particular iden has merit, then #oreasonably
should e prometed. But froalty muost he allow ed 1o consider.
adopt. adapt. and experitnent with these and other st
tionah improvement mededs as personal choices CXeimer
FOum). Because ol the intrinese ressards inherent in the learn-
g process and the endeney of college Brealty to e moni-
vated by these rewads, instintional support for experitenta
ton 1o enhance Teanung should beaprionity togoss 19899
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Nevertheless, coercion tor implementation of these innova-
tions is likely to result in tailure.

The Role of Administrators
Administrators who wish to support the faculty’s adoption of
one or more of these models must therefore try to restrain
their enthusiasm yet provide the sustenance necessary for
free choice among the faculty. First and foremost. intorn-
tion on teaching improvement models must he made avail-
able to all taculty. especially the often-tforgotten part-time
instructors, Facuity who decide wo implement such a model
should then be offered whatever support is available 1o
cnsure the potential for success with the model. According
to one veny wise department chair. the prinary role of the
instructional leader is 1o “remove the stones from the path of
the faculty.”
oo -Clearly, facutty who have demonstrated their concern for
instructional development by experimenting with teaching
improvement models deserve all the support in their endeay-
ors that administrators can offer. And leaders. Tike the fue-
“ulty. should not anticipate rapid or widespread improved
teaching and learning as a result of the implementation of
the models. Such changes will take time. Consequently. sup-
- port for these changes must continue or the effort may fail.
I a2 major portion of the faculty decide to adopt such a
maodel, the entire process can take seven vears or more,

Additional Models
The collection of teaching improvement models in this re-
port clearly does not includte all such methads Tor instrucc-
tional development. Some madels may not have been de-
veloped as completely as those included in this report. in
addition. the literature may not include deseriptions for
some mendeds, The scarch Tor models similar to the ones in-
cluded in this monograph should be ongoing, especially
among Faculty development professionals and progriums,
Morcover. the development of teaching improvement
models clearly has not vet seached its limit, The Titerature on
college teaching abounds withy ideias or tips for making in-
struction more effective. Yet most ol these techniques kick
the development necessary 1o turn theny into modets with
relatively universal application in college dassrooms. Like all
improvement processes, the devetopment ol models Tor
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improving college teaching needs 10 be continuous. Con-
sequently, this rescarch and development should be in-
cluded as a necessary part of all faculty development efforts.
Beaause faculty are the primany agents of change in the
classreom. the responsibility o continue designing and
shaping models for improving college weaching should also
be shared with faculty, The commitment o perpetaal in-
structional development is an essential aspect of the role
of faculiy,
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Boice, Robert. 1992, The New Facudty Member: Supporting and

‘ Fostering Professional Developnient. San Frangisco: Jossey-Bass.

" Brookfield, Stephen 1. 1990, The Skilifil Teacher: On Technicue.
Trust, and Responsiveness in the Classroom. San Francisco:
Jossev-Bass,

L1995, Becoming a Critically Reflective Teacher. San

Francisco: Jossev-Bass,

Davis, Barbara G. 1993, Tools for Teaching. San Francisco: Jossev-
Buass.

Davis, James R 1993, Better Teaching, More Learuing: Strategies for
Success in Posisecondary Settings. Phoenix: Oryx Press.

Duffy, Donna K.. and Janct W Jones. 1995, Teaching within the

Rbythms of the Semester. San Prancisco: Jossey-13ass.

Eble. Kenneth L. 1988, The Craft of Teaching: A Griide to Mastering
the Professors Art. 2d cd. San Prancisco: Jossey-Bass,
Erickson. Bette L. and Diane W, Strommer. 1991, Teaching College
o Freshmen . San Frandisco: Jossev-Bass, - S
T Feldmain, Kenneth A and Michael B, Paulsen. eds. 1994, Teaching
aited Learning in the Collepe Classroom. NMeodham Heights,
Muss.: Ginn Press,

"Flood. Barbara .. and loy K, Moll, 1990, The Professor Brusiness: A
= Teaching Primer for Faculiy. Medlord, N JL: Learned Information,
Guskev, Thomas R RS, hiproring Studeint Learieing in Coflege

 Classrooms. Springfield, 111: Charles € Thomas,
r o Halpern. Diane F, and Associates. 1991, Changing College
- Classrooms: Newe Teaching e Learning Strategies for ai
ncreasingly Complex World. san Frandisco: Jossey-Bass,

Johnson, Glenn R. 1990, Finst Steps ta BExeellence in Gollege
Teaching. 3d el Madison, Wisc.: Magna Publications.

McKeachie, Wilbert I 199y Teaching Tips: Strategies. Rescareh, e
Thewry Jor College et Uaiversily Teachers. 9th ed. Lesington.
Mass.: DL.CL Heath.

Magnan, Robert. ed., 19900 147 Practical tips fir Teaching Pro-
Jossors, Madison, Wise: Magna Publications,

Menges, Robert JLand Marilla D, Svinicki. eds, 1991. Collewe
Teaching: From Theory lo Practice. New Directions for Teach-
ing and Learning Noo 15, San Francisco: Jossey-Bass,

Menges, Robert |, Maryellen Weimer, and Assoctutes, 1906,
Teaching on Solid Grotied: UVsing scholarshipy (o huprere
Practice. San Franciscos Jossey-13ass,

Mevers, Cher and Thomas B Tones, 1993, Promtoting Active
Learning: SMialegies for the College ¢ lassronm San Frandisoo;
Jossev-Dass,
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Nefl. Rose Al and Maryellen Weimer, eds. 1990, Teaching College:
Collected Readings for the New Instractor. Aladison, Wisc.:
Magna Publications,

NewDble. David. and Robert Cannon. 1989, A Handbook for
Teachers in Universities aied Colleges: A Guiide to lnproring
Teaching Mothods. New York: SL Martin's Press.

O Banion. Terry, ed. 1994, Teaching and Learning iu the Comn-
mnity College. Washington, D.C American Association of
Community Colleges.

Prichard, Reith W, and R McLaren Sawver. eds. 199+, Handbook of
College Teachinug: Theory cued Applications. Westport. Conn.:
Greenwood Press,

Richlin, Laurie, cd. 193, Preparing Facrdiy for the New Conceplions
of Scholarship, New Directions for Teaching and Learning No.
S 8an Francisco: Jossev-13ass,

schoenfeld. AL Clave and Robert Magnan. V994a. Yenter in a
Merrrnecd: Climbing the Aceaeleniic Lacteder o Tennre. Madison,

“Wisews Magna Publications, ) ) ‘

Schuster, Jack He, Daniel W, Wheeler, and Associates, 199t
Eubericing Faculty Carcers: Straiegios for Developunent aued
Kenenal San Francisco: Jossev-Dass,

sclding Peter, ed. 1995, {mproring Collepe Teaching. Bolton, Mass.:
Anker Publishing,

svinicki. Marilla Do ed. 1990 The Cheniging Face of College
Teaching. Xew Directions for Teaching and Learning Mo, o2,
Sun Frandisco. Jossev-1ziss.

Theadl, Michael, and Jennifer Frankling eds. 1991, fffective Practices
Sor lmprorving Teaching. New Directions [or Teaching and
Learning Mo, a8 san Francisco: fossey-Bass,

\ellu, Jane, 1996 Leariing to Listen, Learinng to Teach: The Poreer
of Dialagne in Educating Adults. San Francisco: Jossey-Bass,

Weimer, Marvetlen, Y990, {mproring Colfege Teaching: Stratogicos for
Dercloprng nstractional Ffjoctivesess. San Francisco: Jossey-
13iss,

———— W03 Jimpractng Yourr Classrocar Teaching. Newbury Park,
Calil: Sage.

s ed VWAL Facndiy as Tecchens: Taling Stock of Whet We
Krrowe University Park, Pennas: National Conter on Post-
secondary Teaching, Learning, aind Assessment.

Wright, W Alan, and Associates, 1993 Teachiug lprorement!
Practices: Successfid Strategios for Hioher Fducention. Rollon,
Mass: Ankar Publishing.
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APPENDIX B: Resource List

For informuation about the Seven Principles Tor Good Practice in
Endergradume Education, contiet:

Seven Principles Resouree Center
Winona Ste Lniversity

P,0). Box 5838

Winon:a, MN S3ORT-383R

Tetephone: S07-137-3020; Fax: 307373380,
For inforniition about finorertion Abstracts, contact:

National Institute for Statf and Organizationad Development
Department of Educational Administration

College of Education, SZB A3

The Universin of Texas at Aastin

Austin, TN THTH2-1293

Telephone: SE2-471-75 450 Fax: TON-AR2451u

7 For infornation about The Teaching Profissor. contcr:

Magna Publicutions

2718 Drvden Drive

Madison, W R370-3080

Tetephone: 800-133-0499 or 608-210-330 1 Faxe 00832 10- 3397

contact:

Orex Press

A0 N Central Avenue, Suite ~on

Phounix. A7, -83012-33907

Telephone: 800-279-070%, Fax: 8002791003
lrternet: infOg OrvxPress.com

On-line edition: htyy swawaw ntif.com

For information about e (NAT Svstem, contacn:

Excel. Inc.

233585 W, Old Barrington Road

Barrington, 1L 00010

Telephone: TOS-AE2-"272 or SU0-822-NAT: Fax: TO8-382-1510

For information about 7he Nedieniedd Teaching and Learning Fortm,
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- APPENDIX C: Sample Questions Using

I Classification Systems

r Bloom's Taxonomy Sanders’s Adaptation

s KNOWLEDGE MEMORY

: Who was President during, the “Trail of Tears?

COMPREHENSION TRANSLATION

Why do we ignore the Tast What does the author mean
zero in multiplication? by that statement?

INTERPRETATION
What is the conneetion
hetween the Fed and our
CCONOMyY?
APPLICATION
W hat is the noun in this senience?
ANALYSIS
Where was the author going when he took “the road less traveled™
SYNTHESIS
How can we implement this change in the institution?
EVALUATION
Who is guilty?
Aschner-Gallagher's System
MEMORY: Who was President during the Trait of Tears?
CONVERGENT THINKING: Constdering the process of svnthesis. what
part does oxvaen pln?
DIVERGENT THINKING: 1 vou had been given the authority o drop
the bomb. what would vou have done?
EVALUATION: Who i~ guilty?

Dantonio's Questioning Processes

GATIERINGS

Recalling: How many people were on the pline?

Observing: What do vou see on the sereen”-

SORTING:

Grouping: Which responses seen o i together?

Comparing: How are Weimer's model and Lowman™s model
similar?

Contrasting: What are the differences between these two
lines?

ORGANIZING:

Labeting: What would you call this tepe of hehavios?

Classifving: How would vou cimegorize this action?

Sequenging: In w it order did these events tike phlace?

INTERPRETING:

Inferring: What caused such areaction?

Predicting: How will the jury respond?

Madels for Inyproriig Collese Teaching
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muny of Bok's (1986) recommiendations apply to. 80
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Evaluation
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plan for gathering feedback considered Oesemplay.() 22-23
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for information about. 89
implemented by USC state saft developers and. 7172
training program. 8
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Galtl Jerry, 11
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theory, 66
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gdthering questions
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Gottshall, David
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Grasha, Anthony Fomodel. See also teaching styles
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grid of cffective instruction, 18

GTS. See Great Teachers Seminar

Oguided practice,D 78

guides available for faculty development of questicning skills. ™0

H
Halsted, Henory, 11
Harvard University, -7
Hierarchies as technique for organizing information. 62
Hierarchy of Models for improving college teaching, O+
higher education’s impact on students syntheses of research, 24
Hughes. Billic
introduced author 1o models for improving college teaching. xi
human memon: theory and its application to learning. 62

I
illinois Great Teachers Seminar developed by David Gotshall, 35
individuality of learning process
© key wiimproving learning for all students is recoynition of. 2
information processing utility, 63
Innovition Absracts. 47, 48
_ for information about. 89
circulation figures for, 30
Innovutive Higher Education, -7
Institutional support for experimentarion 1o enhance learning, 84
Institutions” Implementation of the Models, 84-85
institutions must provide faculty opponunitics 1o assess and
develop reaching skills. ix
instructionat] design skills lesson. 32
Instructional Event Design, B, 77-709. Sce also Gagn2, Robert M,
Instructional Planning Models. 8. 77-8]
instructional questions should ranscend probes of memory, 73
instructional skills dissemination, 34 -
Instructional Skilts Workshop, 7, 51.5+
conducted on 30 Americian campuses, 54
developed for the British Columbia Ministry of Education,
51
Integrating Teaching and Learning Styles, 72-T+
integration of teaching aned learning styles of Grasha, 8
intellectual excitement. instractor who clicits, 16
InteHigent learning, 67-08
Ointernal processO as learning, 77
interpersonal rapport, instructor whoe elicits, 17
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interpreting questions
in Dantonio’s (1990 questioning processes, 76

Cintersecting dimensions, 17-18

inventories as contributors to good practice, 13-14
Towa Great Teachers Workshop at Lake Okoboji, 35
ISW. See Instructional Skills Workshop

J
James Rhem and Associates. 49
Johnson Foundation. 11
faculyy inventory distributed by, 15
republished Seven Principles. 14
Journal on txcellence in College Teaching. +7
judgment in Bloom's 1axonomy. 75

K
Katz, Joseph, 11
key elements in cach lesson. 52
key ta improving learning for all students is recognition of
individuality of learning process. 2
knowledge in Bloom's taxoaomy. 75
knowledge of content )
as defining characteristic of pedagogical accomplishment. 3
knowledge types that are the most basic stages of leaming, 39
Kolb, David A.
concepls, 68
Dimensions of Learning, 8
Learning Cycle. 69
Leirning Styvles [nventory, 69
Kolbys (1984) model, 63-09
incorporated in 4MAT™. 70
svinicki & Dixon (1987 classroom techniques for each phase.
0

L
Lazear (1991 model on multiple intelligences
for faculty using in three wavs, 00
for applving multiple intelligences to teaching, 8
Jearners, need 1o tike account of differences in teaching, 08
learning,
as an Oinernzl pmccﬁs(') (Gagn2 1965, 197, 77
focus of educational institutions should shift from teaching
to. 1
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four phases of, 69
not set of outcomes but perpetual activity, 69
requires participation of short-term and long-term memory.
58 -
should be affected by student and faculty interaction. 12
Oleurning by association.O See  recall learning elaboration
technique
Learning Cycle in rhe college cassroom. 69-70
" Learning Strategy Training of DuBois. 8
learning styles, 68
Inventory used to assess the individuality of students’, 70
models that can inform decisions about teaching styles, 73
profile, 69
learning theory
nany college and university faculty may lack knowledge of, 57
Learning-Type Measure of McCarthy and st. Germain (1993). 70
of subltle differences in individual behavior preferences. 70-71
lecture use and value for college (c.uhm;, -3
7 lofigrerni memory. 58 :
Lord Tairfax Community (,ollc;‘c in Virginia, 16
Lownan, Joseph (1984, 1993). See also Two-Dimensional Model
characteristic adjectives that describe the instrictor who
clicits intellectual excitement or interpersonal
rapport, 10
list of descriptive adjectives should help faculry make more
informed decisions, 19
model as a way o determine and develop effective
teaching, 19
maodel provides for the interpersonal dimension, 17
subjective judgments can be made about placement on the
wo- dimensional grid. 19
weaknesses of model, 19

M

MacArthur Found:tion, 39

McCarthy and St Gernain (1993) lcurning—’l'ym Measure, 70
McKeachice's Teaching Tips (1994), -

MacroffOs (1983) five basic premises ()f Academic Alliances, 39
Managerial Grid, 18

Maricopa Community Colleges, 41

Mary Baldwin College in Virginia, 72

memory use in the leaming process, effective techniques for, 59
mind mapping, 63, 65
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minilesson. 52
Ominute paperd CAT that seems 1o have achieved the widest use.
r
muodel
applving ro improve College Teaching, 83
for designing entire curricula as well as individual courses,
-9
for faculty 1o incorporate nultiple intelligences, 66
generalization in Generalization learming. 6U-01
linking insight gained from examining learning styvles o
applications for waching, =2 :
us¢ of. 8-4
multifaceted approach for gathering feedback from studenis, 23
nmultiple intelligences and teaching, 63-08, See adso Howard
Gardner
maodet for faculty 1o incorporate in three ways. 60
need 1o design teaching methods with dominant one in
mind, 67
moddel of Lazear applicd (o weaching, 8
Omultiplicr cllect. O 43 .

N A A
Nationil Center for Education Statistics (19940, 15
National Center for Kesearch
on Post secondary Feaching, Learning, and Assessment, 5
National Endowment for the Tumanitics, 39
National Institute for Stafl and Organizational Dovelopment, 3
Nuaional Teaching and Learning Forum, 17, 49
circukation figures for, 30
information about. 89
newslenters for improving college teaching circulation, 30
NISOD. See National Institute for Stdf & Organizational
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abjective generalizaion category in Generalizuion learning, 61
Ohia State Eniversity, a3, 17
orginizing questions

in Dantonio’s CLYOO) questioning processes, 7o
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passive learners
instructional practices that force students to remain, 3
passive lecture wechnique. frequent criticismis of, 12
"Peaks model. 8t
peer waching, 43
perpetual insteuctional development
essential aspect of the role of faculty, 86
PERT. Sce program cvaluation and review technigue
Peterson. Marvin W, 11
positive student behuavior
quality circles as o powerlul motivating incentive for, 32
preparation of muny college and universite faculte for icaching
shortchunged in at least four ways, 2
Prepasation of tiners, 33
procedural memory, 38
Professional and Organizational Development Network in Tligher
Educaion, -3, 47
progrm evaluaton and review techniguee
chet oy - - - - : - - Co
Diagram cxample, 65 A
“similr to Diamond C1989) model. 70
Publications, as 0 means of improving teaching and learning, 47-50

Q
quality circles, 31-32 ]
quality of teaching on college campuses

activities that will result in i significant improvement in. ix-x
questioning skilis

auides available tor Diculty members” development of. 76
Questionmaire tor Planing Classroom Assessment. 20

R
Readding
as commaon wctivity by whicl faculey gather new ideas, 47
List tor College Teaching, 87-88
OratingO technique., 28
Recall Tearning, 39-00
claboration technique of. 60
rehearsal technigue of. o)
reconfiguring great amounts of dat technique of, 60
rehearsid teehnigue of, 60
Orepeatable categories.O 01
Reasouree List. 89
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Richardson, Richard C. Jr.. 11
" Rocketeller Foundation, 39

S
Sanders. Noiris M, See also  Effective Classroom Questioning
Aduptation sample guestions. 91
hased questioning model on Bloom's taxonomy. 75
interpretation for designing questions, 73-70
seven categories for designing questions. 73
selection of alternatives in
Five-Step Process for Improving Teaching, 21
self assessment techniques that faculty can apply. 31
sSequences as technique for organizing information, 62
seven Intefligences, 66-07
Seven Principles for Good Practice in Education, 11-13
availability. 15. 89
included in discussion of Ogood practiceQ indicators, 15
list of, 12
National Center for Education Statistics discussion of, 15
Resource Center at Winona State University in Minnesota,
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See also Chickering. Arthur W and Zekla Fo Gumison
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Singapore Ministry of Education, 72
skinnerian behaviorism, problem with. 57
softwure as delivery components
of comprehensive nstructional design systen, 81
sorting guestions in Dantonio’s (1990) questioning processes, 70
stvles
as Facilituors of learning, T
of conmmunication. 73
Svinicki and Dixon (1987)
classroom wechnigues for each phase of Kolby's model, 70
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teaching
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Teaching and Leaming in the College Classroom, 47
teaching expertise
Classroom Assessn ont as an approach o developing, 30
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can help @ faculty focus on generalized instructional goals, 26
teaching improvement OmodelsO
categories of, 6
definition of, 5
strategics applying across the disciplines of college teaching, 5
teaching/learning models. 8, 37-70
teaching methods related to cenain style clusters, 73-74
The Teaching Professor, 47, 48
circulation figures for, 50
for information about. 89
teaching portfolio. 33-3+4
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teaching skills
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teaching strategies, 1o collect and disseminate effective, -
teaching styles. 73-74. Sce also Grasha, Anthony Fomodct,
Teaching the Technology of Teaching. 54-35
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Texas A&M University- Commerce, ix-x
Texas Great Teacher Roundup. 35
~TGIL See ‘Teaching Goals Inventory
Thomas Jetferson University, 43
To Improve the Acudemy series. 47
topics that are major are Orepentable categories.O 64
training facilitutors, 53
Training [or Information Processing, 62-05
Hicrarchies use as teehnique for organizing information, 62
Sequences use as technique for organizing information, 62
ranskation in Sanders (1960) mode! for designing questions, =3
Two-Dimensional Model of Effective College Teaching, 15-19
dimensions of. 18-19
nine generalized categories of, 18
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understand how learning happens
facuhy deprived ol opportunity 1o, 2
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University of Toronto, +7

University of Washinglon, 16
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Vogler (1991), Peaks maodel of, 81
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Wasserman (1992)
focused on weak questioning strategics, 70
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Weimer, Marvellen
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ASHE-ERIC HIGHER EDUCATION REPCRTS

since 1983, the Association for the Study of Higher Educa-
tion (ASHE) and the Educational Resources Information
Center (ERIC) Clearinghouse on Higher Education. a spon-
sored project of the Graduate School of Education and
Human Development at The George Washington University,
have cosponsored the ASHE-ERIC Higher Education Report
series. The 1995 series is the twenty-Tourth overall and the
seventh 1o be published by the Graduate School of Educa-
tion and Human Development at The George Washinglon
University.

Each monograph is the definitive analvsis of a tough
higher education problem, based on thorough rescarch of

pertinent literature and institutional experiences. Topics are

ideniified by 2 national survey. Noted practitioners and
scholars are then commissioned 1o write the reports. sith
experts providing critical reviews of each munuscript before
publication.

Eight monographs (10 before 1983) in the ASHE-ERIC
[igher Education Report series are published each vear and
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Resources in lducation and the carrent Index to Journals in
Felication. The objective of these reports is 1o bridge con-
ventional wisdom with practical rescarch. Prospective authors
are strongly encouraged 1o call D, Fife at 8N0-"73-37 12,

For further information, write to
ASTIE-ERIC Higher Education Repoits
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