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Why and how can teaching be scholarly?

Project Aims

At this stage of its development the “Scholarship in Teaching Project” consists of two self-directed learning modules which together address the key aspects of scholarship of teaching. This is the first of those modules. 

We have based the project on a three dimensional model which describes scholarship of teaching in terms of: 

a)  the extent to which the teacher engages with the scholarly contributions of others, including the literature of teaching and learning; 

b)  the amount of and focus of the reflection on teaching practice; and 

c)  the focus of the dissemination or communications of teaching ideas and practice 

We describe teachers who are not engaging in the scholarship of teaching as tending 

· to be using informal theories of teaching and learning to inform their practice

· to engage in little reflection on what they do in teaching, 

· to engage in reflection focused on what they do, not on what students experience, 

· to keep their ideas to themself and see teaching as a personal, private activity. 

Teachers who are engaging in scholarship of teaching seek to understand teaching

· by consulting the literature on teaching and learning, 

· by investigating their own teaching, 

· by reflecting on their teaching from the perspective of their intention in teaching and students’ perceptions of their context; and, 

· by formally communicating their ideas and practice to the peers. 

This module addresses the first three dot points in the paragraph above. The other module addresses the issues of communication outlined in the fourth point.

The two positions described above are at the extremes of the range of scholarship of teaching. Included within these extremes are most teachers. They may develop their teaching using the literature as a guide, they may informally discuss their teaching with their peers and they may think about their teaching in terms of what they do in their teaching. This module has been prepared with these teachers in mind, and with the aim of extending their scholarly activities.
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Module 1: Scholarly teaching

Intended Learning Outcomes for Participants

Academics undertaking this study module should aim to have, by the end of their studies …

a)  developed an awareness of the central position of the perceptions of students in developing their approaches to teaching;

b)  developed a capacity to use the higher education literature on teaching and learning (particularly that which is available in their own discipline areas) together with appropriate experience of colleagues, to inform their ideas about teaching and learning; 

c)  reflected upon up to four key aspects of their own experience of teaching 
(viz. *development of learning aims and/or *choice of teaching methods and/or *designing assessment for students’ learning and/or *evaluation of all these processes) from a perspective that takes into account students’ perceptions of their study task and their study environment.

Texts

In addition to this study guide, the module relies heavily on the ideas in three texts which together illustrate conceptions and strategies associated with scholarly teaching

Ramsden, P. 1992. Learning to Teach in Higher Education. London & New York: Routledge.

Prosser, M. & Trigwell, K. 1999. Understanding Learning and Teaching: The Experience in Higher Education. Open University Press.

Gibbs, G. and Habeshaw, T. and S. 1984-88. Interesting Ways to Teach Series. Technical Education Services: Bristol.


(Summarised in 253 Ideas for your Teaching. 3rd Ed. 1992)

Program of Study

In addition to this opening Preamble and a closing Review, the study module comprises four major Sections of which the third comprises four separate Parts. This makes a total of seven, thus … 


Estimated study time

[Preamble]
[30 minutes]

Section A. Conceptual Introduction
2-3 hours 

Section B. Student Learning
18-20 hours

Section C. The Four Aspects of Scholarly Teaching

Part (i) Aims and content
10-12 hours

Part (ii) Methods of teaching
10-12 hours

Part (iii) Methods of assessing
10-12 hours

Part (iv) Methods of evaluating
10-12 hours

Section D. Review
1-2 hours

In almost all sections reference will be made to a sub-theme, Flexible Learning, by means of interrogating the content of each section to reveal any implications it may have for the practice of flexible learning or implementation of flexible delivery policies.

Schema underlying the structure of this module

1.  Four aspects of teaching are identified, as listed above in Section C: Aims/content; Teaching Methods; Assessment Methods; Evaluation.

2.  Each is to be studied from the perspective of a particular set of views about student learning and the nature of scholarship which are introduced in Sections A and B. 

3.  Each is also, subsequently, to be the subject of reflective practice based in the teacher’s own work, through seeking answers to questions such as …
“What is it, regarding my teaching, that I want to know about here …?” 
“How will I find out about it …?” 
and so on.

This schema is represented in the following conceptual model, which will be returned to and re-articulated within each Section of study:

Conceptual model of Scholarly Teaching
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Reflection - on what? and how?





Rationale for this model in terms of scholarship
Imagine that you were to undertake a research investigation into some aspect of an area within your field that totally fascinates you. Consider four crucial decisions you must make: 

(i)  what will be the precise focus - the particular goal, the intention of it all?; 
(ii) what will be the preferred method for the investigation?; 
(iii) what will count as success, and how will you know it when you see it?; 
(iv) assuming you need to eventually report to someone, how will you evaluate your work in order to convince an outsider it has been worthwhile, even if it were to show up nothing, or the outcomes failed to support your hypothesis (which often happens in research) ?

Now imagine that you are to undertake teaching a group of students a topic within an area of your field that totally fascinates you. Consider four crucial decisions you must make:

(i)  what will the aims of the teaching be (with reference to the content of this field)?
(ii) which teaching method or approach would you be best advised to use to achieve 
these aims?
(iii) how will you know whether your students have been successful? That is, how will you assess what they have gained from their study?
(iv) How will you evaluate your work as teacher, to prove to an outsider it has been done well - even if students don’t all get brilliant results (which often happens in teaching) ?

The parallelism in the two cases ought to be obvious and require no further comment. What is not so obvious, however, is an additional similarity between the two: the nature of the “glue” that holds the whole thing together, or the inner source of the integrity that binds each system.

In research, decisions about focus, method, success and evaluation are always going to be made (other things being equal) in terms of whether your choice is likely to best satisfy your intrinsic (and insatiable) curiosity towards the subject - as befits a scholar, who is before anything else, curious. 

In teaching, decisions about aims and content, teaching method, assessment and evaluation are going to be made (other things being equal) in terms of whether your choice will best satisfy the desires, the hopes, the yearnings you have towards your students and their learning - again, as befits a scholar, who is - before anything else when teaching - concerned that students learn well.

That is why “Student Learning” is placed as the “glue” that holds everything else together in the model we use for “Scholarly Teaching”. It will be referred to many times in the course of study.
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The Australian Scholarship in Teaching Project

Module 1

Scholarly Teaching

Section A

Introduction

Section: 
Theme:
Suggested study time:
(A) Introduction: a conceptual preamble to the study program
The scholarship of teaching, reflective practice, and their relationship
2-3 hours

Aims
· Acquire an informed understanding of the use of the concepts teaching, learning and scholarship;

· Develop a justified view of the meaning of the term “scholarly teaching”;
And appreciate the integral role of reflective practice in scholarly teaching.

Topic
#1
What are* teaching, learning, scholarship and scholarly teaching?
[*our concern here is to arrive at an agreement on how these terms will be used in this
module, rather than undertaking a philosophical search for “the meaning/s” of the terms]
1.1  Examine the conceptual model (Preamble p. 5). In the large inner shaded box surrounding STUDENT LEARNING the four circled items are taken to be substantially what “teaching” comprises: setting aims and choosing content; choosing and then implementing a teaching method; assessing student achievements; and evaluating (judging) one’s work for effectiveness and other qualities.

1.2  Not shown is the underlying moral relationship between teacher and learner; but it is always there. Teachers are under a special obligation to help or enable students to learn - to make learning possible. A student is under no reciprocal “special obligation” to the teacher (their obligations are to themselves and perhaps those who sponsor or support them). Thus the teacher is always teaching for the student’s sake; the student does not learn for the teacher’s sake. Traffic is one-way; student learning is the end-point. 

1.3  “Learning” is far more complex and slippery; used with a vast number of meanings. A change is always involved (growth, development in respect of something); it is a positive change (by some criterion); it doesn’t require teaching to have happened (but it sometimes is helped by it); beyond that, almost anything is possible. Each theoretical stance regarding human nature will have its own way of describing learning; every definition of learning is situated in a particular view of human nature.

1.4  In formal academic learning, every view of learning is also highly likely to be situated within a view of the field (discipline, subject) which comprises its content. That is more than to simply say that what is learned is always part of the disciplinary field. It contains the idea that the nature of the field provides more than the content - it also provides the ways of talking (ie thinking) about the learning; the range of kinds of things that are taken to constitute learning in this subject. For instance: knowledge (knowing that, knowing about); values (valuing this rather than that); skills (being able to, knowing how to); habits of body and mind (care, carefulness, concern, accuracy, open-mindedness, humility), methods of acquiring knowledge and tests for truth. These vary enormously among and across the fields of university study. How we regard learning depends on where we are “coming from”.
1.5   Scholarship (scholar, scholarly) is a term widely used to refer to something that is common across all the fields; a quality of life, thought, character, practice or knowledge that stamps it as superior (by some criteria). The criteria are ill-defined but their general style is not too hard to grasp: curiosity, honesty, integrity, thoughtfulness, trustworthiness, open to public scrutiny, generated within a community of scholars - these are all somewhere in the picture of scholarship. Reflect on what constitutes the prevailing notions of scholarship in your own field, and among your own colleagues. Keep in mind that it refers both to the qualities of a person, and the qualities of the knowledge or intellectual achievements they produce.

1.6  “Scholarly teaching” clearly refers to a quality of one’s practice. It will be teaching undertaken (in all its aspects - see above) in a manner befitting “the scholar”. All we need to do is work out what attributes we will accept to describe scholarly work in general, and apply them to teaching. This use is at the heart of our studies in this module, our main preoccupation.

1.7   The “scholarship of teaching” is ambiguous. On one hand it may refer to making use of, or drawing upon, a body of knowledge - reliable, trustworthy or “scholarly” knowledge - about how teaching should be carried out. On the other it may refer to the generation of scholarly knowledge through teaching - that is, teachers being contributors to scholarship, adding to what is reliably known about teaching and learning. Both these uses are also fully consistent with our use in this module. Make a mental note to keep your eyes open (and make records in your learning journal) of how, as you proceed through this module, the emphasis shifts from one to the other of these equally legitimate meanings of “scholarship of teaching.

1.8   Examine the Intended Learning Outcomes (page 5 of the Preamble). Locate (explicit or implicit) references to every “scholarship” notion appearing within the Outcomes paragraphs. There are many references, not all obvious; it is a valuable clarifying exercise to find them.



Read
· Ramsden, Chapter 1: pages 4 - 9 on Learning, Teaching and Reflection

· Ramsden, Chapter 2: all, on Teaching

· Prosser & Trigwell, Chapter 1: all, on Learning, Teaching and Scholarship



(Chapter 8 recapitulates and systematises all this)

More
· Cunsolo, J., M-F. Elrick, A. Middleton, and D. Roy. 1996.
[On teaching aims that reflect the nature of the field or discipline]

 

Topic
#2
What are reflection and reflective practice; 
And how is reflective practice related to scholarly teaching?
2.1    Reflection (following John Dewey) is a quality of thought - focussed, intentional, directed purposefully, leading to further thought and intellectual advance (not idle, meandering, directionless or diffuse). See the clear connection with being scholarly: a scholar is characterised by his or her quality of thought or intellectual competencies. The connection with scholarship is also evident: knowledge or other products of scholarship find their reliability, integrity, trustworthiness, and so on, in the quality of the thinking (reflective) that led to their generation.

2.2     For something to be called “reflective practice” requires a shift - how can things we do (our practice, eg our teaching) be like a “quality of thought”? Donald Schon first suggested this possibility, because the two are together, inseparable, in life. That is, expert practitioners display, in what they do, qualities that are thoughtful (“reflective”): an active concern with the quality of what is being done, the reasons for doing it in a particular way, whether it is achieving its goal, and so on. We thus have the idea “reflective practitioner” as one who acts in a particular, actively thoughtful manner - one might even say “like a scholar in action”.

2.3     The reflection - scholarship connection grows even stronger when “reflective” is assumed to contain the notion “critical” or, as is sometimes done, is qualified by “critical” ie “critically reflective” thought. Thus we have thinking, and practice informed by thinking, that have the qualities of being of such a standard that they stand as a critique of other thought or practice (and of themselves), hence exemplary, scholarly, and a model for others to follow.

2.4    Reflection on practice thus takes place when thought (perhaps critical thought) is intentionally applied to all aspects of what one does. Refer to the conceptual model (Preamble p. 3): see “reflection” located below (outside) the field comprising the practice of teaching. It thus tests, critiques, takes the measure of everything that the teacher does: aims and content, method, assessment and evaluation, all in their relationship to student learning.

2.5    Look back to Learning Outcomes (Preamble, p. 3): examine item “c” in the light of the above comments. The verb “reflect” is applied to practice - our own practice, in subjects we teach.

2.6    Look back to the discussion that follows the presentation of the Conceptual Model (Preamble p. 5). There it was argued that research and teaching were strongly analogous in respect of the organising principle (the “glue”) that gives the practice integrity: in research we are driven by curiosity, in teaching by our obligation to help or enable students to learn. We can now refer to a second level of similarity between research and teaching: that both, to be scholarly, are engaged in reflectively (thoughtfully, critically, with the best qualities of mind or intellect we can muster).

2.7    The Carnegie Foundation has described six standards of scholarship:

          Clear Goals - Does the scholar state the basic purposes of his or her work clearly? Does the scholar define objectives that are realistic and achievable? Does the scholar identify important questions in the field?

         Adequate Preparation - Does the scholar show an understanding of existing scholarship in the field? Does the scholar bring the necessary skills to her or his work? Does the scholar bring together the resources necessary to move the project forward?

         Appropriate Methods - Does the scholar use methods appropriate to the goals?  Does the scholar apply effectively the methods selected?  Does the scholar modify procedures in response to changing circumstances?

         Significant Results -  Does the scholar achieve the goals?  Does the scholar’s work add consequentially to the field?  Does the scholar’s work open additional areas for further exploration?

         Effective Presentation -  Does the scholar use a suitable style and effective organisation to present his or her work?  Does the scholar use appropriate forums for communicating work to its intended audiences?  Does the scholar present her or his message with clarity and integrity?

         Reflective Critique -  Does the scholar critically evaluate his or her own work?  Does the scholar bring an appropriate breadth of evidence to her or his critique?  Does the scholar use evaluation to improve the quality of future work?

2.8    It was not highlighted earlier in the discussion of Scholarship, but it belongs in the reference to community and obligations to colleagues, that the evidence for scholarly work is conventionally documented in order to be made public and tested by peers. When scholarship is applied to reflective practice (as distinct from, say, research reports), two possibilities for “making things public” emerge. A scholarly teacher might document his or her critical reflection and let others scrutinise it: examples are teaching portfolios, classroom research, evaluation outcomes, and some kinds of journal or log writing. The other way to “make teaching public property” is to open up the classroom or the teaching venue itself to observation by colleagues. Both are valid; both are - potentially - scholarly ways of enhancing teaching. Both are addressed in the second module in Scholarship in Teaching package.


Read
· Prosser & Trigwell, pp 137 - 142 describe teachers reflecting on their aims in teaching a course

· -ditto - pp 151-2 summarise teachers’ perceptions of the environments in which they operate

· -ditto - pp. 160-2 describe teacher’s adoption of a reflective approach towards evaluation

· -ditto - pp 166 - 170 propose three “tests” for good teaching - each involves a reflective stance.

· Ramsden, pp 96 - 103 “Six principles” of effective teaching; Principle #6 is reflective practice

· -ditto - pp. 118-119 place of reflection in model of good teaching.



More
· Schön, 1995; Bengtsson, 1995; Owens and Birchall. 1995; Schön, 1988.


Task
No particular investigation is to be carried out in connection with this conceptual orientation to the module. Several thinking/researching tasks have been embedded in the Topic notes above, however, and we recommend you complete each of these before moving on to the “Reflect” stage below.



Note
1.  Constructing a “flexible” learning environment is argued by some to be a good way of creating conditions in which student learning is enhanced; that is to say, it can be regarded as part a scholarly approach to teaching. Subsequent “Note” items in this module will deal with the particular qualities of such an environment. Watch for them.

2.  We have attempted a “flexible” approach to designing these study materials; you should be the judge of whether that has been achieved. Two of our criteria for “flexibility” ought to be obvious by this stage: a “Self-Study” approach has been adopted overall; and tight lock-step sequencing of stages in the learning process has been avoided as far as possible - you organise yourself to study things in the sequence, and at the pace, you wish.



Reflect
By the end of this section of study you have now been introduced to each item in the opening conceptual “lexicon”, the list of key ideas mentioned in the Aims (top of Page 9). 

It would therefore make sense as a reflective activity to conclude the Section by writing down, in your own words, notes on your present conception of each of those key terms: learning; teaching; scholarship; scholarly teaching; reflection; reflective practice. Remember - there is no “right” conception. But it is important to appreciate how the terms will be used in the sections that follow, and we hope that our approach will prove to be closely in line with informed current usage.

This touches on another criterion for “scholarly teaching”, conversance with the technical language of the field; one can converse intelligibly with other teacher-scholars, make sense of what they and other researchers write, and maybe oneself contribute to written scholarship about teaching. This is the main topic of the second module of this package.



In the next section (B) we look at ways of thinking about learning, from the perspectives of

· the history of educational ideas,

· your reflections,

· comments from your students.

The Australian Scholarship in Teaching Project

Module 1

Scholarly Teaching

Section B

Student Learning

Section: 
Theme:
Suggested study time:
(B) Student Learning
Ways of understanding student learning
18-20 hours

Aims
Develop an awareness of the central position of the perceptions of students in developing their approaches to learning

Topic
#1
Topic #1 is optional. If you are not interested in a short, rough history of ways of looking at human learning, go now to Topic 2 on page 21
1. Introduction

A more-or-less chronological potted history of thoughts on human learning is compiled to enable you, without need for other sources, to roughly locate your own personal theories about how students learn within a broad historical perspective. Our aim is to demonstrate that the story of how student learning has been regarded is not a fragmented series of unconnected events but a connected historical development spanning almost seventy years. New ways of thinking about learning - like all theory developments - do not emerge full-grown of their own volition; they are always a reaction and/or response to existing theories. If successful, they either replace or supplant those others or else take a place alongside them, supplementing their span of coverage. 

Today’s ways of understanding student learning can be appreciated only against this historical background and in relation to one another. And all these theories remain a vital part of the way we think; unlike scientific theories, they have generally not been “replaced” by superior ones (and hence become obsolete), but rather incorporated into subsequent theories (hence in a real sense always with us, never lost). It follows that in identifying one’s own personal “learning theories” with historical ones, a teacher is in serious danger of betraying an “old fashioned” or dated view of things, because - in this century at least - all the theories that have ever, in their time, taken centre-stage continue to remain somewhere in the picture.

2. Some important 20th Century theories of learning

2.1  Behaviourism: Programmed Learning

Behaviourism attempted to create an empirical-scientific learning theory, universally applicable, based on human stimulus-response “connectionistic” mechanisms (Thorndike’s work laid the foundations for this). The subject matter “question” was largely irrelevant; whatever had to be learned could be reduced to a linear series of steps. Through Skinner’s work, operant conditioning principles were applied to these steps - immediate reinforcement by rewards; mastery of simple behaviours leading to mastery of complex behaviours. Education in the decade following WW-II was hungry for a learning theory to solve the massive social problems peacetime brought. Linear, and later branching programming of instruction led to the first “teaching machines” and the Programmed Learning revolution. Robert Gagne’s best-selling text “The Conditions of Learning” (1969) identified eight types of learning and prescribed the conditions under which each type could be more or less guaranteed to take place. The answer to the problem of getting students to learn lay in the hands of the instructional designer (who analysed the required learning and structured the tasks and their sequences) and the teacher who supervised, monitored and assessed it. One lasting legacy is “PSI - Personalised System of Instruction” (The “Keller-Plan”) still used in some university maths, science and technology studies, where efficient programming of instruction (small units of study, objectives clearly specified, self-paced individual study, mastery test when ready, proceed to next stage otherwise repeat previous stage) is leavened with humanistic values (questions are answered by student “proctors” who have already done the course; group discussions clarify ideas; enrichment lectures available for motivation and stimulus). Design for virtually all the earliest UK Open University distance courses embodied neo-behaviourist programmed instruction principles and its influence (eg Rowntree’s texts, still influential today) prevails in much Distance and Open Learning, particularly in text-based materials. Computer-based instruction represents one major outcome in today’s Information Age. The other may be the “Competency Movement” active within today’s Professional Education.

2.2  Humanism: Self-Directed, Collaborative, and Lifelong Learning

Reaction to behaviourism arose from the start; non-behaviourist psychology provided alternative platforms for theorising human learning. Jane Abercrombie demonstrated that learning through group discussion led to superior quality of understanding, and her “Anatomy of Judgement” became a classic. Tutorless groups, leaderless discussion classes, and open-structured learning settings became vogue. Abraham Maslow’s work on self-actualisation and peak-experiences, and Carl Rogers’ humanistic “client-centred” psychotherapy led to self-directed learning. Rogers’ “Becoming a Person” was a best-seller; Malcolm Knowles laid the basis for adult-learning theory with his “Self-Directed Learning”, and Edgar Faure’s educational manifesto “Learning to Be” laid the grounds for today’s understanding of life-long learning. This was all an important stimulus to revival of the experiential learning movement (see below) which had gone into decline after death of John Dewey (1859-1952). It is not unfair to describe humanistic student learning theory as a kind of “abdication from theory”. Instead of all power residing with the instructor, everything is placed in the student’s hands. Schools of Independent Studies arose in the UK (student chooses direction for study, selects learning resources, formulates own problems, chooses courses of action, lives with consequences of each decision, self-assessment the end point). Among lasting legacies are concern for the emotional state of the learner, students making choices, learning as a life-long enterprise, and the value of social interaction (group work, collaborative learning). Today’s press for “Student-Centred Learning” can be seen as largely in this same tradition.

2.3  Cognitive Psychology (I): Information Processing

In mainstream Educational Psychology crude stimulus-response behaviourism eventually gave way to more sophisticated information-processing theories. Short- and Long- Term memory were identified, each with its own properties. Subject matter is defined as “information”. Sensory input enters awareness, selected items are stored in short-term memory (maximum storage 7 +/- 2 items) and lost if not retained by rehearsal or recorded (eg by note-taking). Success in learning means eventual long-term memory storage where information is coded and available for ready retrieval. Memory items can be complex entities (eg models, theories). Memory resembles pigeon-holes, or a library, or a filing system, or a computer data-base. Each individual has a unique conceptual structure representing “what they know”. For efficient coding, separate concepts need to be clearly defined and well-differentiated, and linked to one another by multiple interconnections. Common “processing rules” can be identified and are often shared, but in addition each individual has idiosyncratic rules, hence a unique “cognitive style”. Unambiguous advice follows for how teaching should be carried out, at least in certain technical respects. It must be such as to provide for efficient mental storage and coding. For example lectures should be carefully paced, clear, with pauses, repetition, main points highlighted, emphasis on structure, multiple illustrations, variety of sensory input. Much of what is regarded today as the wisest technical advice on how to lecture derives from this work. Another legacy is the “higher order thinking skills” push, where generic thinking strategies are learned, based on “successful thinkers” (eg Edward de Bono’s work), believed to be transferable to all possible problems. Information processing’s approach to subject matter is generic; what matters is that the material to be learned should have structure, or be structurable - having connections, patterns, shape, texture, and similar formal characteristics. Students can then be trained in strategies to store efficiently, and retrieve on demand, virtually anything.

2.4  Cognitive Psychology (II): Meaningful Verbal Learning and Discovery Learning

An important variant of the information-processing view. From the outset, some argued that it did matter what subject matter comprised, and that the main distinguishing criterion was whether it was “meaningful” or “meaningless/senseless”. Katona, Wertheimer and David Ausubel laid foundations for understanding how students solve problems and achieve meaningful understanding in maths and science. The clue to how things are remembered lies in “cognitive organisation” of meaningful material, and mechanical memorising is resorted to only when there are no inherent relations in what is being learned, hence no possibility of “understanding” it. Understanding is the key, and the grounds for the polarity between drill/practice and grasping the meaning of something was laid, and is still with us today. Ausubel taught that the most important factor influencing learning was what the learner already knows, because meaningfulness of future information is always, of necessity, relative to that. The idea that every body of knowledge has its own structure and form became recognised, and devices for representing the structures of knowledge developed in use (eg concept-mapping, mind-patterns, and Gowin’s “V”). Great teachers, Bob Gowin claimed, are persons who select significant things to teach and help students relate these things to concepts they already possess. Jerome Bruner’s short paperback classic (“The Process of Education”) spearheaded a revolution in curriculum design, particularly in the sciences, social sciences and maths. Discovery learning, inquiry approaches, and student projects emphasised knowledge acquisition as an active rather than a passive process, in which students select and transform information (not merely storing it), “go beyond the information given”, use imagination, intuition and informed guesswork. A lasting legacy today is seen in the rise and success of Problem-Based Learning, but the movement was also probably the main bridge leading to the rise of constructivism as the dominant learning theory stance today (at least for science, technology and maths studies).

2.5  Constructivism (I): individual constructivism

During the ‘nineties the dominant thrust in learning theory falls under the banner of constructivism; its roots are in individual constructivism which argues that knowledge cannot be transmitted from one knower to another but must be actively built up (constructed) by the learner. As with cognitive psychology, from which it derives, its main research applications are in science education. Jean Piaget’s work on children’s intellectual and moral development is a rich source for constructivism; that knowledge is constructed by the cognizing subject, who forms cognitive schemes as the adaptive outcome of their own experience of the physical world. Learning comes about when schemes change through the resolution of “disequilibration” (dissonance, uncertainty, conflict between existing mental schemes and new experiences). Piaget’s views were largely content-independent, but subsequent constructivist work has centred on specific knowledge domains. Crude (individual) constructivism has been attacked as too subjective an account; if persons construct their own knowledge, what does this have to do with the world of knowledge scientists themselves have constructed “objectively” (in papers, books, models, theories, etc.)? Karl Popper argued that this “objective” scientific world (his “World 3”) had to be accommodated into learning theory, since part of the social world we experience comprises these given bodies of knowledge that are there long before us. Hence the need for “social constructivism”. Cobb (1994) reports that constructivist and sociocultural perspectives seem to be in direct conflict over some issues, one of which is the location of the “mind” - is it in the head (constructivist)? or in the individual-in-social-action (sociocultural)?

2.6  Constructivism (II): Socio-culturalism 

Bruner’s influence is again strong here; his advocacy of the socio-linguist Vygotsky’s theories has been important in current thought, and there are interesting links with Ludwig Wittgenstein and with post-modern and post-structuralist thought in general. Learning involves entry into a pre-existent symbolic world, comprising conceptually-organised, rule-bound belief-systems about what exists, how to get to desired goals, and what is to be valued. There is no way in which a human being could possibly master that world alone; that world is, in fact, others. Scientific understandings are established as individuals talk, engage socially about shared problems or tasks, and making meaning is a dialogic process or persons-in-conversation. “Discovery Learning” was thought of as an individualistic process but if students are to gain access to the knowledge systems of science the process must go beyond individual inquiry, accessing not only physical experiences but a sophisticated symbolic world comprising the concepts and models of conventional science. Instruction can be seen as a negotiation between the teacher’s conceptual structures and the learner’s, and enhancing thinking is not simply acquiring generic thinking skills but content-based knowledge restructuring. This relates closely to phenomenographic approaches which stress that learning is a change in conceptions of the world. The “Critical Thinking” movement also centres concern not on how we think (strategies and procedures) but on what to think. Laurillard’s contributions are in this area; academics want more to be learned than what is already available from experiencing the world directly. This involves encountering already-articulated knowledge, known through exposition, argument, interpretation, a second-order experiencing of the world. Teaching becomes constructing environments which afford the learning of these “descriptions of the world”, as well as (in field work, labs, clinicals and practica) direct experiences.

2.7  Constitutionalism – Phenomenography: Concepts of Learning and Perceptions of Learning Situations.

Constitutionalism, in so far as it is a view of learning, starts from the assumption that situational constraints and opportunities are the dominant forces in influencing learning. It seeks to accommodate how it is often logically impossible to produce deterministic predictions about the effects of educational situations on people, because they react to the requirements they perceive, not always the ones we define. Ramsden argues that we can thus never discover technical solutions that will necessarily solve problems in learning; this places an extraordinarily high premium on the professional skills of a teacher. Following the research of Marton, Säljö and Entwistle, it stresses the importance of students’ “Conceptions of academic learning” and these are currently viewed within phenomenography (a form of constitutionalism) as comprising a hierarchy of: (1) Increasing one’s knowledge; (2) Memorising and reproducing; (3) Applying; (4) Understanding; (5) Seeing something in a different way; (6) Changing as a person. Echoes of almost every other learning theory are clearly present here.

2.8  Experientialism: A value- stance towards life and learning, rather than a learning-theory.

John Dewey, writing around the same time as Thorndike and Skinner, used less empirical and more philosophical approaches to maintain a focus on mental processes in their wholeness and complexity. He argued that significant mental processes in learning were “mediated experiences” in relation to their adaptive function, and significant for the learner in terms of whether they solve both present “problems” and lead to further questioning and learning. Unlike behaviourists, he spoke of aims, purposes, goals, problem solving and intelligent action. Experientialism’s origins can be traced back to Aristotle but today’s experientialists generally follow Dewey, emphasising first-hand knowledge arising out of direct experience of that which is being studied, via ongoing reflection upon that experience. In the latter half of this century, David Kolb’s empirical work established the empirical base of “learning styles”. Kolb stressed that process is more important than outcome in learning, that it involves “grasping reality” “choosing experiences” and in the process developing individual “learning styles” (preferred ways of engaging with the world and learning from it). Learning is a social process (strong emphasis on group work); worthwhile experiences need to be “carefully cultivated” (Dewey - not all experiences are educative). Non-formal learning is emphasised (classroom, work, leisure, “wherever people gather to work, play or love”). Kolb defined learning as the process through which knowledge is created through the transformation of experience - always an ongoing process. Experience is transformed both objectively and subjectively and, in learning, the full range of internal processes of the whole person are called upon: willing, remembering, imagining, sensing, intuiting, feeling, reasoning. Strong emphasis is placed on human wholism, not separating the intellectual from the emotional and spiritual; valuing every possibility ranging from the physical/tactile/sensory to the spiritual/metaphysical/ transcendant. The principle legacies of experientialism are to be found in the use of games and simulations, collaborative group work, role-play, PBL and the wide range of “real world” experiences - labs, workshops, clinicals, studios, moots, hypotheticals, work-placements, etc.



Reflect
How do your own personal theories about how students learn fit within this broad historical perspective? How are they different? If they don’t fit, do any of the theories appeal to your more than your own?



Topic
#2
The constitutionalist perspective on student learning used to underpin this module
This module is underpinned by a constitutionalist perspective of student learning. From a constitutionalist perspective on learning there is an internal relationship between the student and the world. The student and the world are not constituted independently of one another, they are internally related through the student’s awareness of the world. The world is an experienced world. There is not an internal structure of the mind which is composed of, or can be modelled in terms of, independently constituted parts. For analytical reasons we discuss perceptions, approaches and outcomes as separate entities, but they should be considered to be simultaneously present in the students’ awareness and are not independently constituted. 

In adopting this constitutionalist perspective, we argue that in any act of learning, students’ prior experiences, perceptions, approaches and outcomes are simultaneously present, although in some contexts, one or more of these aspects may be more to the foreground of awareness, while other aspects may be more to the background. In developing approaches to teaching we need to be aware of students’ prior experiences, perceptions, approaches and outcomes. The readings given below describe the research that has been conducted from this perspective, and outlines the relations between these aspects of awareness.



Read
· Prosser & Trigwell,  Chapter 2 on a model of the experience of learning

· Ramsden,  Chapters 3-5 on perceptions, approaches and learning outcomes

More
· Marton and Booth (1997) Learning and Awareness. Lawrence Erlbaum and Associates

Task
Other than reading there are no tasks for Topic 2

Reflect
To what extent are your own personal or preferred theories about how students learn consistent with the messages described in the readings? 

How might you imagine the scenario portrayed by Ramsden in Chapters 3-5 being relevant to your teaching? What might you do differently as a result of reading this material?

Topic
#3
Interviewing your students
The Task section below contains details of the activity for this topic.  It is adapted from Module 9: Improving Student Learning of the Certificate in Teaching in Higher Education by Open Learning from the Oxford Centre for Staff Development, Oxford Brookes University.   This task involves you in interviewing some of your students about their learning, analysing the student responses in terms of the research on student learning addressed in Topic 2 above, and reflecting on your teaching or subject in the light of this analysis.

It aims to encourage you to develop an understanding of key ideas from research on student learning and prepare for and reflect on your teaching from the perspective of this research.



Read
You may wish to look again at

· Ramsden,  Chapters 3-5  if it has been some time since you read it

More
· Marton, F. et al. (1997). The Experience of Learning. Scottish Academic Press: Edinburgh Chapters 2, 3 and 9

· Gibbs, G. (1992) Improving the quality of student learning.  Oxford: Technical and Educational Services Limited

Task
The main activity for Topic 3 is to ask three of your students about their learning

Your interview should be designed to explore how the students go about their learning and why.

In particular you should find out: 

1. How they approach learning tasks

2. What their conception of learning is

3. What contextual factors influence their approach.

You might wish to summarise your findings in a short report, including:

· Brief case studies of the students you have interviewed

· Summary tables relating:

approaches to conceptions

approaches to contextual factors influencing approaches

In the final section of the report you should comment on:

· The implications of your findings for your teaching in that subject, and any changes you might introduce as a result.
What follows is advice on how to carry out and analyse the interviews and report your findings

General Advice for Interviewing

You should borrow a cassette tape recorder and for the interview find yourself a quiet corner where you will not be disturbed for around 20 minutes.  Tape record the entire interview.

Interview one student at a time: You can't do these sorts of interviews in groups.

You should give enough of an explanation to the student you interview to cue him or her into what you are doing it for, without using any technical terminology or explaining exactly what you are after eg:

I’m doing some interviews with a few students to look at the different ways that different students go about learning.  (You might like to say you’re doing a course assignment).  I’m going to be asking a few questions about what you do in different parts of the subject, how you go about learning or studying and why you do it that way.  There aren’t any right or wrong answers, I’m really interested in your experiences.

The key to good interviewing is keeping quiet! Ask simple questions and let the person answer in their own way. Only interrupt to avoid time wasting digressions.

It is best to start the interview with something fairly low key and familiar.  If you are worried that the student might feel a bit uncomfortable talking about your subject to begin with, try starting with a very general approach like: 

"What subjects are you doing at  the moment? 

When you begin to talk about your subject, focus first on the fairly recent and familiar.  A person's memory of how they did something rather that what they did tends to fade rather quickly. So ask about very recent experiences. eg:

"Please describe what you did  in your last lecture in the subject" 

“Tell me how you went about doing last week’s assignment”

Try to get details about process.  If you are unclear what a person means, then ask for clarification and elaboration. If they dry up, don't come in with leading questions (eg. “Does this mean all you are doing is trying to memorise stuff all the time?"), but rather seek more information.  Good questions and strategies include:

"Can you  tell me how you are going about that?

"Can you tell me any more about that ?"

“Why do you do it that way?” 

"When you are doing that what are you thinking about ?"

"When you say  ... what exactly do you mean ?"

"Can you give me an example of that ?"

"Do you always do it like that ?"

People tend to generalise and talk about others if you let them. Force them to be specific and to talk about their own experience in the particular subject you taught.  eg

"It is interesting what you say about how people study this course. But can you describe how you went about a specific study task - perhaps some reading you have just done in  Mechanics 3?"

Transcribe all those sections of the interview which seem important in identifying the student’s approach (or approaches) to learning and conceptions of learning.  Don't summarise or interpret the students' words - write them down verbatim.

Advice about approaches to learning

Your task is to identify the approaches to learning of each of your three students, using the following two definitions described more fully in the reading for topic 2:

Surface Approach

The student is oriented towards reproducing surface features of the message, memorising facts, information and details for assessment or examination purposes.

"I just tried to remember everything which I might get tested on"

Deep Approach

The student is oriented towards what the message is about, overviews, relationships between ideas, between past experience and the message, between the message and the real world, what things mean, and what the point of the message is.  They are trying to make sense of it.

"I was thinking what did it really mean, what was it really about and how did it relate to what  I knew...".

In interviewing, bear in mind the following points:

• Approach is more about intention than about techniques. It isn't always easy to tell what approach someone has taken from looking at their notes, or from asking about their note taking technique. You will need to ask:

"Why did you write that down ?" 

"Which are the important bits ?" 

"What were you trying to do there?"

• A student's approach may vary between different subjects, or even between different tasks within a subject. You will need to explore whether the student has taken different approaches or whether their approach is similar across different tasks. You may want to get at how two different subjects are studied if you can identify clear cut differences. Otherwise concentrate on how a particular subject or task is studied and make sure all of what the person talks about concerns that same subject.

• Good questions for getting at approach are those to do with assessment. eg:

"What will get the marks in this essay?

"What are the lecturers hoping you will learn here?

Advice about conceptions of learning

Your task is to categorise the conceptions described by each of your three students in relation to the context, using the following five category definitions:

1. Learning as an increase of knowledge

Learning is seen as an accumulation of knowledge. Very vague synonyms for 'learning' are given. Learning is something which is done to you or which just happens, rather than something which you do.

"People are like bottles: as they get older they fill up with knowledge."

2. Learning as memorising

The learner has an active role in putting the information in his or her head through memorising. What is put in the head is exactly what the teacher said or what was on the page.

"Learning is getting down what the lecturer says. You've got to try to remember it."

3. Learning as the acquisition of facts, procedures or skills which are retained and utilised in practice

What is perceived to be learnt is broadened to include skills and procedures (eg. the steps you go through to work out a standard deviation) as well as facts. These are stored away so that when you need to do something you can get the procedure, or the information out and use it. But what is retrieved is exactly the same as what was put in, and the same as what the teacher or book said. There is no transformation of the information by the learner.

"You've learnt something when you can remember how to do it. The teacher tells you and then you've got to be able to do it the same later all on your own."

4. Learning as understanding

Learning is perceived as the process of making sense of things - abstracting meaning from them. This is an effort you make yourself. You have learnt something when you understand it and could explain it to someone else. Students with this conception often contrast it with conceptions 1, 2 and 3 in which you reproduce information. Here the information is just the starting point from which learning can take place.

"Learning is understanding things really. Unless you can understand it you haven't really learnt it - that's just parrot-fashion learning which isn't really learning.''

5. Learning as the process of making sense of reality

Learning is seen as a very personal thing. It isn't just about understanding what others mean, it is about making sense of your own world. When you have really understood something, it changes the way you see things and your reality is different. This is what Carl Rogers would call personally meaningful learning.

"When I learnt about Achievement Motivation it really changed me. I mean I could understand how I came to be competitive and what makes others different. I really looked at myself and others in a different way. Now that's really learning.  Not just learning so you can knock off an essay but when it really changes you."

Conception 3 is a higher level than Conception 2 and includes elements of it. Conception 5 is the highest and includes elements of all other conceptions. Students might seem to describe aspects of several different conceptions, in which case you might try to identify the highest level conception that they describe in relation to the task or subject.

In interviewing, bear in mind the following points:

• If you come straight out and ask "What is your conception of learning?" then you are going to get some pretty funny looks! You'll need to approach this question obliquely by waiting until they use the word 'learning', or 'knowledge', and asking:

"When you use the word learning there what exactly do you mean ?" 

"When you say you want to get more knowledge about this subject what do you mean ? "

• If you explain about different conceptions and ask which one people have, they will manage to 'talk themselves up' to the most sophisticated level, regardless of their own level of understanding.

• Just because people use the word understanding doesn't mean that they have a sophisticated conception of learning. Probe a bit deeper. Ask questions like:

"What counts as understanding ?" 

"Is all learning the same ?"

Advice about factors affecting approach

Your task is to probe the student so as to find out why they think they take the approach they do. In your interviews, bear in mind the following points:

• The main issues worth asking about here are:

- what does the student think about the workload?

- is the student anxious about failing?

- does the assessment seem to demand certain types of learning?

- is there any choice as to how or what to study?

- what does the student think about the types of teaching (eg lecture vs studio)? 

- is the subject new to the student?

• Interesting insights can be gained by asking: 

"Do you always study in the same way?"

 and then following up by finding out where the differences come from.



Reflect
This exercise is about finding out from students how the learning context you establish might affect their learning and how you might change that context. You might include a discussion of this in your report. For the case studies you will need to have already categorised the students' statements and decide what sort of approach(es) and conception(s) of learning the students describe. You should aim to explain your cases as integrated pictures of how they learn and why they learn as they do. To be convincing you will probably need to have selected crucial quotes from your interviews to back up your descriptions and categorisations. There are good examples or case studies in: Marton, et al (1997) The Experience of Learning.  Scottish Academic Press. Chapter 14, The World of the Learner is particularly useful.

Plot the relationships between each student’s highest level of conception of learning and approach to learning that you have identified from your three students. How does your distribution compare with the results in the table below from Säljö (1979)?

Approach




Conception




1

2

3

4

5

Deep


0

4

7

11

12

Unsure


0

0

0

0

0

Surface


6

19

8

1

1

n = 69

From your three case studies, what have you discovered about what seems to influence students to take a surface or a deep approach to learning? How do your results compare with the analysis by Ramsden in Chapter 5
Finally, what are the implications of your findings for your teaching in that subject, and what if any changes you might introduce to your teaching as a result of this information.



The Australian Scholarship in Teaching Project

Module 1

Scholarly Teaching

Section C

The Four Aspects of 

Scholarly Teaching

Section: 
Theme:
Suggested study time:
(C) Aspects of Scholarly Teaching
(i) Developing aims and content for scholarly teaching
10-12 hours

Aim 1

1-hour
· Understand the formal relationships between aims/content and other elements of teaching: method, assessment, and evaluation;

· Appreciate the special significance of relations between aims/content and an awareness of student perceptions of their learning context.

Topic
#1


How are aims/content/desired outcomes and other elements related? What is the nature of the connections?

[image: image2.png]



Significance of Aims/Content

Specifying aims and content goes to the heart of the curriculum- they ARE the curriculum. The exploration of scholarly teaching over the past decade has reinstated curriculum as a primary focus of academic concern and expression of academic expertise. Aims and content together determine, and are in turn determined by, everything else.

“… the curriculum itself - not course, teaching, classes or research - is now a critical element defining academic practice … the visible evidence of how faculty interpret theory, application, and values … the most public expression of the (academic) profession … the distillation of knowledge, an epistemological statement … (and) the medium of interaction between faculty and students. By every measure … the curriculum stands at the heart of academic practice, yet it remains an underdeveloped source of learning” (Toombs & Tierney, 1991).

Some formal considerations

Aims are educational intentions; informing us, students, and others, what outcome is intended, or hoped for, to be gained from the educational process. Aims are always with reference to (i) certain student(s) and (ii) some particular subject-content. They can be expressed in the form of graduate attributes - the qualities expected of students who satisfactorily complete the course.

Content is a selection from the field of knowledge addressed by the subject. By becoming “aims”, that content is declared to be something worthwhile knowing within the field, and worthwhile knowing for some particular purpose. Aims set boundaries around what is to be known, declaring its limits and scope; and they will, if complete, also identify the manner in which that content is expected to be “known” - by familiarity/acquaintance, detailed comprehension, deep understanding, appreciation of its significance, or whatever. The content will contain that which is to form the basis of the learning experiences used to achieve graduate attributes.

That is to say that aims and content are logically related to the teaching method used to prepare the learning experience, in the same way as ends are related to means. Generally speaking, the clearer (better articulated, more deeply scrutinised, more comprehensively stated) the aims and content, the more confident the decision will be as to how best to try to achieve them.

Assessment is an indicator of a single student’s success in achieving the expected educational outcomes; a measure of the student’s work, their own achievement. Assessment cannot be undertaken with reference to anything but the intended aims of study. It captures, reflects, and is completely taken up with trying to reveal which, or how much, of those aims have been realised.

Evaluation attempts to similarly indicate the success, effectiveness or value of the teacher’s work, all things taken into account. Whatever else it is required to address (and this can vary greatly), evaluation, in the same way as assessment, must refer back to the aims - the educational intentions, what the teaching was supposed to be for. It asks “With aims like these, and under these circumstances, how well has this teaching been carried out?” 




Where is the student present in this approach?

Using a student-focused approach, student learning should inform everything else. We argue that in scholarly teaching, aims focus on the student and not only the field of study. They declare that the student exists, with prior experiences, approaches, learning styles, habits of study, and so on that need to be taken into account. What are the implications of that?

1. Through our experience of teaching (this or other subjects) we know much about which methods are related to better quality learning. Drawing on that knowledge, we can try to select aims and content and communicate about them in ways that anticipate the ideally effective engagement between students and subject matter that we want our teaching method to achieve.

2. Through our experience of assessing we all know well how failure to achieve or learn well has often been the outcome of failure to understand what was required or expected. Drawing on that knowledge we will again select and articulate aims and content in ways that will seek to remove or minimise those misunderstandings and failures that emerge at assessment time.

3. Through our experience of evaluating, particularly from student feedback, if it has been done analytically we will know how students resent the lack of clarity, comprehensiveness and honesty that often characterises our course aims statements; how they find that not knowing clearly what is expected tends to frustrate and demoralise their efforts. We will use this knowledge in placing the students and their learning squarely in whatever approach we use to select and state the aims and content of our subjects.

Through these three ways we will feed back student learning information to inform us about how to choose and articulate our aims and content. Then the arrows in the model will all point backwards - as well as forwards.

Philip Jackson claims that the type of know-how most central to a teacher’s work is not teaching method but “how to organize knowledge for teaching purposes”(p.19). That knowledge, we argue, comes primarily from reflecting on the experience of teaching, assessing and evaluating, all from the perspective of student learning, and letting that wisdom guide us in both setting and communicating our aims and content statements.



Task
· In appropriate aims and content statements you will be able to recognise the student and his/her learning in those statements. What have you learned about your students, from assessing their work, that informs you when you formulate such statements? 

· What have you learned about your students, from your interviews with three students, from the practice of teaching and from having your teaching evaluated by students, that informs you about that same issue?

Read
· Prosser & Trigwell: Pages 138-142 
(two Physics teachers talk about how they approach the aims and content of their teaching)
· Ramsden: Pages 134-5



Aim 2 
1-hour
· How do my own views about student learning currently inform my approach to developing the aims and content of subjects I teach?

· How might they be able to inform that approach?

Task
· Consider the way you presently think of student learning: what it comprises, how it takes place, and what helps and hinders it. 
· Revisit your earlier thinking (Section B, Student Learning) regarding the view(s) of student learning that currently most inform your teaching.
· Then reflect on what implications that personal stance has for the way you currently go about writing aims/content statements. In what way do your present aims/content statement reflect or otherwise reveal your views on student learning?
· You may need to actually collect a few such aims/content statements in order to scrutinise them. A colleague’s opinion can often throw light onto things one cannot easily see about one’s own writing in these cases.

Aim 3
· How might a student learning approach to articulating aims and content be applied to your own field?



Topic
#3
Elaborating a discipline-based student learning approach to aims and content 

Aims and Content as Context

Within the “Elaborated 3-P” model introduced earlier, “Course and Departmental Learning Context” included such matters as Course Design, Teaching Methods, and Assessment (Prosser and Trigwell, pages 11 - 20). The model posited that students’ perceptions of each of these contextual factors directly informed the Approaches to Learning they adopt.

Within that view of things, how students perceive the aims/content statements of a course would comprise part of what informs their learning approaches. Those statements, as we have argued above, are the centrepiece and foundation of curriculum or course design.

This view - that aims/content statements form an active, influential part of the student learning context - is at variance with the conventional view which merely sees these statements as formal matters operating within a given context, and having no impact of their own on the learning outcomes.

The challenge of this student-learning perspective is how the teacher can, in practice, design and use aims/content statements in order to influence student learning in desired, worthwhile ways. That is, to use the statements themselves to deliberately create a context which, in being perceived by the student, will contribute to the desired ends.



Read
· Ramsden:  Chapter 8 “The goals and structure of a course”

Particularly study the examples Ramsden gives of curriculum statements in several different disciplines (pages 141-149) - Design Studies, Anatomy, Humanities, Statistics and Engineering



Task
· After studying Ramsden, revisit your own present approach to aims and content.

· Where can you discern among the Aims and Contents statements you currently use, your concern for the quality of student learning and how they should approach their learning?

· Consider which of Ramsden’s case studies is closest to your disciplinary setting; and in what way that case might inform your own approach within your particular discipline.

More
· Prosser & Trigwell: Chapters 3 and 4

· Eisenberg’s chapter on Anatomy in Ramsden’s “New Perspectives” Kogan Page (1987)



Note
Flexible Learning commentary

The very notion of “flexibility”, together with the fact that it often involves (at least at some stages) students choosing to study from home and not face-to-face, raises interesting questions about how one might safeguard the principle being espoused above. That is, the principle that students should be given every opportunity and assistance to perceive and interpret and respond to as accurate as possible a statement of the intentions of a course of study. When in face-to-face settings it can be relatively easier to check on mis-perceptions, correct them, reinforce the desired perception through repetition, and so on. It is no secret that when studying from texts or on-line, generally alone in isolation, students are very prone to misreading and misperceiving what is intended, and highly vulnerable to proceeding through long spans of their studies with wrong perceptions uncorrected (because they were not known about). 

The other side of this coin is, of course, that under the need to articulate everything more clearly because it has to appear in print or on a computer screen, academics can be encouraged to make more carefully-considered statements of their aims and content than they would if left to their own devices in face-to-face settings.

What do you think?


Aim 4


· Place what has been studied so far squarely into the context of your own discipline and a particular subject you teach, and follow through the implications for that subject



Task

3-hours
Project on aims & content for a subject taught within your discipline
The subject chosen must be one with which you have some important personal connection and investment (eg one you teach, will teach, have taught, might have to teach, would like to teach, etc.)

1. Choose your subject:










2. Locate and examine a key, formal statement of its aims and content*.

From that statement, 

· in what way is the student, and the student’s future approach to learning this subject, recognised in the statement?

· does the statement indicate anything whatever about the kinds of learning, or the approach to learning, expected from the student?

· from this statement, does anything in particular appear to follow regarding how the learning experience will be organised or how the subject will be taught?

· does anything directly follow from it, regarding precisely what will be assessed?

· does anything follow regarding how it will be assessed?

· does it suggest or imply anything to you whatever regarding how you might want to evaluate your teaching after the subject is over?

· how typical would this statement be of the overall approach to stating aims and content used across your department or in the disciplinary field in which you teach?

· what do you feel are its greatest strengths and worst weaknesses, just as it stands, as an expression of what is aimed for in this kind of subject?

· Put the formal statement aside, and write out - without reference to it or to any other documents - informally and in your own words what you would be trying to achieve if you were going to teach this subject. Don’t be constrained in any way by the previous formal statement. Use any format, style or structure you wish for your writing - make it suit what is in your mind, your own intentions: “If teaching this subject, what would I want to have it achieve?”
· Show your statement to someone else if you can, to see if they think it communicates its message clearly and adequately.

· Examine your written statement and try to develop it further so that - if it needs it - the students and their learning are placed as conspicuously as you can within it. One way to shift the focus is to write a short statement representing a key understanding you want students to develop. Show it to others if you can and get their opinion again.

· What direct implications do you think this statement has for either (i) how you would teach the subject or (ii) how you would assess it?

· Imagine that you had written this statement as the first stage of proposing a new subject, and you had to justify your approach to a committee of colleagues, or maybe someone such as your head of department. Make notes for how you would justify and argue your case, particularly the student learning aspects of your statement.

· If none is available, modify the project using from the beginning a statement you yourself design, and in that case ignore Stage 3 of the instructions.

Aim 5

2-hours
· Achieve familiarity with some relevant sources of discipline-based literature on teaching, learning and curriculum, and begin the habit of consulting these.

Task 5
Locate and examine a published source of literature on teaching, learning or curriculum within - or closely allied to - your own disciplinary area.

· You may already know and even have such literature - if so, use that
· If you do not, study the following list of disciplinary journals (under “More” below) and locate some items in your area or close to it, and use one or other of them.
· Sample a few articles that look interesting and try to identify the stances towards student learning adopted by the authors. 
· Read the standard introductory pages to the journals where their intentions are described and the kinds of articles they welcome are mentioned; scan these for evidence of the editors’ stances towards student learning.


More
Primary source for this listing is within the “DeLiberations” web-site at:

http://www.lgu.ac.uk/deliberations/journals/index.cgi

Economics and Accounting
Issues in Accounting Education

Journal of Accounting Education

Journal of Economics Education

Agriculture and Environmental Sciences
Journal of Environmental Education

Journal of Agricultural Education

NACTA (National Association of College Teachers of Agriculture) Journal

Architecture Building & Planning
Journal of Planning Education and Research Urbana, IL, USA: Association of Collegiate Schools of Planning, University of Illinois at Urbana.

Journal of Architectural Education

Art, Aesthetics and Design
Journal of Art and Design Education Oxfordshire, UK: Carfax Publishing Company.

Education - Assessment & Evaluation
Assessment and Evaluation in Higher Education Oxford UK: Carfax Publishing Company.

Biology & Life Science
Journal of Biological Education London, UK: Institute of Biology.

American Biology Teacher

Business & Marketing
Business Education Forum

Journal of Marketing Education

Chemistry & Biochemistry
Education in Chemistry London UK.

Journal of Chemical Education Austin, Texas, UK.

Biochemical Education Oxford, UK: Pergamon Journals.

Computers and Education
Computers and Education Oxford, UK: Pergamon Journals Ltd..

Computers and the Humanities Dortrecht, The Netherlands: Kluwer Academic Publishers.

Educational Computing London, UK: Redwood Publishing.

Interactive Learning Environments West Sussex, UK: John Wiley & Sons Ltd..

Journal of Computer Assisted Learning Oxford, UK: Blackwell Scientific Publications.

English, Writing, Communication, Journalism
College English

English Education

Research in the Teaching of English

Journal of Teaching Writing

The Journalism Teacher

College Composition and Communication

Communication Education

Geography, Geology, Earth Sciences
Geographical Education Kelvin Grove, Q'land.: Australian Geography Teachers' Association.

Journal of Geography in Higher Education Oxfordshire, UK: Carfax Publishing Company.

Journal of Geological Education

Higher Education Research
Alternative Higher Education New York USA.

Higher Education Research and Development Canberra, Australia: Higher Education Research & Development Society of A'Asia.

Studies in Higher Education Oxfordshire, UK: Carfax Publishing Company.

HERDSA News Canberra, ACT: Higher Education Research and Development Society of Australasia. 

Innovative Higher Education New York, USA: Human Sciences Press.

History
History and Computing Oxford, UK: Oxford University Press.

The History Teacher

Law, Politics, Philosophy
Journal of the Society of Public Teachers of Law

Teaching Philosophy Bowling Green OH, USA: Bowling Green State University, Philosophy Documentation Center.

Political Science and Politics

Management & Administration
Management Education and Development Lancaster, UK: Association for Management Education and Development.

Journal of Management Education (formerly Organizational Behaviour Teaching Review)

Mathematics & Statistics
International Journal of Mathematical Education in Science and Technology Basingstoke, UK: Taylor & Francis Ltd..

Mathematics Teacher Reston, VA, USA.

College Mathematics Journal Washington DC, USA: Mathematical Association of America.

Mathematics Teaching Derby, UK: Association of Teachers of Mathematics.

Journal for Research in Mathematics Education

Teaching Statistics

Mathematics and Computer Education

Medicine, Nursing, Health Sciences
Journal of Medical Education Washington DC, USA: Association of American Medical Colleges.

Medical Education Oxford, UK: Blackwell Scientific Publications Ltd..

Medical Teacher Oxfordshire, UK: Carfax Publishing Company.

Nurse Education Today Essex, UK: Longman Group (UK) Ltd.

Teaching and Learning in Medicine Hillsdale, NJ, USA: Lawrence Erlbaum Associates Inc..

Journal of Health Occupations Education

Journal of Health Administration Education

Nurse Educator

Journal of Nursing Education

Physics
American Journal of Physics New York USA.

Physics Education Bristol, UK: Institute of Physics.



Read
Examples of scholarly writing about teaching, learning and curriculum, from within particular disciplinary contexts.



Aim 6
Reflect on this module of study



Reflect

2-hours
Reflecting on Aims and Content in courses we teach
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Reflection - on what? and how?





The What? and How? Reflection questions

What is it, regarding my aims/content/learning outcomes that I want to know about?

How do I find out about them?

These two questions comprise - in most cases - the first determinant of a student’s perception of a course or subject.

The reflective teacher has plenty of questions to choose from to serve as objects of reflection. Such as …

· How do/will/did students perceive my educational intentions - my aims and content statements in particular? 

· What responses will be evoked/were evoked by the perceptions? 

· What is the extent of and the variation in those perceptions and responses? 

· In what ways will/did the statements influence the approaches students adopted to their studies? 

· And how can I find out the answers these questions?

See Prosser and Trigwell, Chapter 4, for an approach to this type of reflection.



Task 6
Reflection 

· Using Chapter 4 from Prosser and Trigwell, select a “what” question and outline how you would answer that question.
· Outline the ways you might use this answer in your teaching.


Note
Comment on Flexible Learning implications:

The use of information technology in teaching has become synonymous in some sectors with flexible learning. In an evaluation of 103 information technology projects designed to improve student learning, Alexander and McKenzie (1998) found that less than half of these projects achieved their aim. A factor that almost all unsuccessful projects had in common was a lack of a suitable design for student learning. The conclusion drawn by the authors was that information technology was, of itself, not enough to support student learning - it needed to be built on a sound learning design. Such a learning design starts with the perceptions of students and is the result of a process of alignment between aims, learning experience and assessment as outlined in this section.



Section: 
Theme:
Suggested study time:
(C) Aspects of Scholarly teaching 
(ii) Methods of Teaching
10-12 hours

Aims 1


· Understand the relationship between teaching methods and other parts of the scholarly teaching model

· Appreciate the significance of choice of teaching methods from a student learning perspective 

Topic 
#1.1
How are teaching methods and other elements of the model related? What are the connections?
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Preamble: On the significance of method

There are two, quite distinct, ways of understanding the place of teaching methods; an instrumental view and an integral view. The former is probably most widely held amongst university academics; we want to argue a case for the opposing (integral) view as possibly more compatible with a student learning perspective. We are not arguing that one view is right and the other wrong; rather that the two different viewpoints need to be appreciated, and the value-implications of holding each viewpoint recognised.

Methods as instrumental: 

An educational process is one which leads to certain aims, embodied within (related to) a body of subject content, coming to be realised within the student. Method is neither more nor less than whatever the teacher chooses to employ to carry out his or her role in the realisation of these aims (the success of which will eventually be evidenced by an assessment process). Method is the instrument that (on the teacher’s part) serves to turn aims (as hopes, intentions or expectations) into reality (as change, growth, development) within the student. Aims are the end, method is the means. Aims are where you want to reach; method is the way you reach it. 


On this (unqualified instrumental) view, a “good” method is simply an effective one; if it gets you where you want to go, it is educationally appropriate. If there are many ways of getting there, all equally effective, they will all be equally valid. You then choose the one you will use on grounds of economy or ease of use or some other criterion. The instrumental approach to methods is value-neutral; all equally effective methods are of equal worth. The search for better methods is conducted as a search for greater effectiveness and efficiency in achieving aims.

Methods as integral: 


From this perspective an educational process is one through which (as before) a student comes to achieve or realise aims, but it is one conducted in such a manner that when the achievement of those aims is realised (eg through assessment) the student is able to also give an account of how they were achieved, and of the grounds on which they claim to now rightfully own this achievement. This places “becoming educated” as part of the story (narrative) of a student’s life - their lived experience. “Method” becomes whatever role the teacher may happen to have played (by choice or necessity) within that story. As such, method is integrally part, not only of the process, but of the end product. The values of different educational achievements reflect not only the value of what students can eventually do (or perform or demonstrate), but also the value of how (the method by which) they came to have reached that point. 



Ends (aims) and means (methods) are thus part of one another, inseparable (integrally related), each containing the other. If asked, in retrospect, what it means to ‘have an education’ in the area of their particular studies, a student could answer in either of two ways. 


From a methods-as-instrumental perspective s/he might say “Having an education in this area means that I am now capable of such and such, I know such and such, and I’m qualified to do such and such work”. 


From a methods-as-integral perspective the same student might say all those same things, but would be compelled to add “and I arrived at these achievements by studying under (name of teacher) or by studying the (name of course) in (name of institution) or through a learning journey that - because of its richness and depth - taught me far more than just these mere technical competencies that I now enjoy”.

[This same issue regarding the limits of an instrumental view in education will be taken up again, even more critically, in the following module on assessment.]

Methods and evaluation:

On the two different accounts of methods given above, evaluation becomes a different thing. When methods are understood instrumentally, evaluation reduces to such questions as whether the method chosen was effective (or likely to be effective), economical and efficient, and whether it was implemented with appropriate skill. 


On an integral view of methods, whilst finding all these questions still relevant, it becomes possible to also ask whether the method chosen (from amongst competing methods) was educationally justified in terms of becoming an integral part of the realisation of the aims. In other words, will it be good for the successful student to be able to say “It was by the use of this method (in part) that I was helped to become what I now am”?


This is the same as to ask “Has being part of the process required or indicated by this method been a worthwhile educational experience in its own right?” On an instrumental view of methods such a question is irrelevant (even illegitimate), since the choice between opposing or alternative methods is value-neutral; all that matters is that they will eventually achieve their goal. The question is far from irrelevant on an integral view of methods - it is central to evaluation.


Decisions about method can thus be regarded as, in effect, decisions about how the quality of students’ learning experiences will - prospectively - be achieved; the subsequent evaluation of methods then becomes a judgement on what quality of learning experiences students have, in retrospect, actually achieved. Only an integral view of method can accommodate that.

Topic
#1.2
What is the significance of methods from a student learning perspective?

In our view it would be impossible to hold a merely instrumental conception of teaching methods from a student learning perspective; hence a commitment to scholarly teaching based on student learning requires the same stance. Choice of competing methods is not ever a value-free decision; it contains profound implications, not merely for the outcomes (the quality of student learning eventually demonstrated on assessment) but for the educational process (the experience of learning as the student encounters it during the entire period of study). 


Choice of method thus involves a commitment to achieving a certain relationship, adopting and sustaining a certain stance or positioning of teacher and student throughout the educational process. It is deeply imbued with value, demands ongoing reappraisal and decision-making on the teacher’s part, and is fraught with uncertainties and unpredictabilities to such an extent that achieving a “good” method it is the most problematic and demanding of all the teacher’s practical obligations. Far from being a case of “choose the right method and implement it”, method becomes a never-ending search for achieving an educative relationship with a student, one that will effectively mediate between the student and the subject matter. Achieving it is thus integrally part of what we mean by a good “student learning outcome”. 


Choosing and implementing a suitable teaching method is, on this account, virtually the same as what Prosser & Trigwell describe as the creation of the “learning situation” in which the student finds him or her-self (see the study tasks below). The student is centrally present in this approach to methods, just as s/he was present in the setting of aims.



Read
· Prosser & Trigwell Chapter 4 on students’ perceptions of their ‘learning situation’.

· Ramsden Chapters 2, 6 and 7 - should be read asking the question “What is the author saying here about ‘teaching method’ (though maybe not actually using that term)?”

Aim 2
1- hour
· Examine how your own views of learning might inform the approach you will take to the development of teaching methods/learning experiences

· Become broadly informed about the major issues addressed by the higher education literature regarding the development of teaching methods

Topic #2.1
Teaching methods and views of learning

In a previous section we argued that a teacher’s views of learning - what it comprises, how it takes place, what facilitates it - will unavoidably influence their choice of teaching aims and their ways of formulating statements about aims. The same is true of teaching methods. Some instances of how this might operate were actually foreshadowed in the readings in a previous module, on some 20th Century theories of learning. Here are two contrasting instances we mentioned there, and the ‘methods’ that followed from them:

Within a Behaviouristic view of learning, the teacher’s task was almost entirely consumed with setting (clearly, unambiguously, in terms of observable ‘behaviours’) the objectives of instruction; breaking up the subject matter serially into learnable ‘chunks’; and choosing the optimal ‘method’ for delivering each ‘chunk’. After that, almost anyone could “administer” the learning program - indeed it was self-administerable in many cases, since the teacher’s work was virtually done once those original decisions had been made. All the crucial decisions about method were made by “scientific” analysis in advance of the events that constitute ‘learning’. If learning failed to occur, or was at a lesser level than desired, systematic logic loops led back to reassessment of those initial decisions, upon which everything else depended.

Similarly, within a strict Information Processing framework where subject matter is defined as ‘Information’, the methods chosen will enshrine the model of how information is believed to eventually reside in long-term memory: the lecturer ‘tells’ the subject with exemplary clarity; regular rehearsal and other ‘fixing’ devices are used whenever short-term memory is likely to have become overloaded (eg each five to ten minutes of the lecture); variation in all available presentation factors (pace, media, style) is encouraged so as to retain alertness, interest and attention; application to concrete problems or tasks is regularly mandated; summarising, re-writing, revision and other strategies are used to strengthen long-term memory storage; retrieval devices are offered (mnemonics, diagrams, pictures, key words) and repeated regularly. The learning theory (whether explicit or implicit) determines and drives the development of method.

In contrast, it may be possible to imagine views of learning that would lead a teacher to emphasise self-direction, learning-autonomy or the pursuit of independent studies for particular students and particular subject matter. We leave the reader to imagine what such a theory of learning might comprise.



Task
Take a particular subject you teach and consider the precise methods you are accustomed to using to maximise learning in that subject. What do those methods tell you about the (possibly implicit) theories of learning you may be operating on? Revise the earlier “20th Century theories of learning” piece if necessary. If no answer is readily evident, talk it through with a colleague to see if they can “backwards chain” from what you do (your practice) to what you probably believe in (your theory).

Note
“Flexible Delivery” - as a question of method.


Consider what might be the content of beliefs about student learning that would lead a teacher to emphasise ‘flexibility’ in their delivery methods. Use a range of interpretations of ‘flexible’ and consider each one separately - such as able to be studied from home; able to be studied at one’s own pace; offering a choice of study and/or assessment methods; studying alone, in isolation; studying collaboratively with a group of fellow-students; choosing one’s own sequence for studying topics; etc.


In this writer’s view there exists no such thing(s) as “Flexible Delivery Methods” in their own right distinct from other methods already used (some of them for generations) in good teaching. The press for “Flexible Delivery” is a move to “mainstream” a variety of methods that have already been, in the main, tested and found effective, but which until now have remained marginal (restricted to particular groups of students or particular subject matter). It seeks to consolidate these methods under one umbrella or rubric, the notion of ‘flexibility’, which has impressive political support and a clearly demonstrated economic potential for helping universities to attract more students and fund themselves more independently of government. 

The delivery method that is an exception to that rule is possibly “web-based instruction” (which in some places has become the key indicator for flexibility), but even that is merely an extension of what has been going on for years in distance teaching. The main sources of the conglomerate of methods called “flexible delivery” are not hard to find.
· Look for these elements of “Flexible Delivery” in the literature on:-

· Distance learning (External Studies) - mainly the parts dealing with information technology
· Self-directed learning (“andragogy”) - mainly from the Adult Education literature
· Individualised (personalised) Instruction - see the Keller Plan and PSI literature
· Self- and peer-assessment
· Peer-support (students teaching one another) and collaborative learning

· Computer-assisted and computer-mediated learning 

· Negotiated studies and contract learning

· Other? (add your own)





Aims 3


2-hours
· Understand how - in what ways - the contemporary work on a student learning perspective (of which Ramsden’s work is offered as an example) substantially enhances our ability to critique and appraise teaching methods (generically, whatever they might comprise, and across all subjects) in higher education.

Topic #3

2-hours
Overview: Ramsden attempts to define an intellectual position, a piece of firm ground, from which one can look at every imaginable teaching method in higher education and say what the strengths and weaknesses of each might be in terms of some universal criteria equally applicable to all. That is to say, a position from which to offer a generic critique, independent of subject matter or any other variable. It merely presumes that, for teaching to be taking place, there will be a teacher (responsible agent) playing some role; there will be subject matter (out of which aims are extracted); and there will be students. 

What happens when these three elements come together is “method”, or “a way for teaching to be happening”; and that ideally also means “a way for student learning to be happening” (the two aren’t the same, but one is the condition for the other to be successful). That latter logical step is of course the problematic one - sometimes students don’t learn what we want/expect/need them to, or they learn it in ways (qualitatively) that we regard as unwise or unworthy or insufficient or inept. Ramsden’s “high ground” for this critique of method comprises the quality of student learning outcomes, and he draws upon (and elaborates) a comprehensive theory regarding these. His text is (in this writer’s opinion) a theoretically dense exposition, which really needs to be studied from start to finish. For present purposes, however, it may suffice if we look at Chapters 7 and 9.

In Chapter 7 Ramsden’s purpose (stated at the outset) is to develop his theories of teaching by giving substance to an earlier statement in Chapter 2. He does this by adopting a three-part model (Theories 1, 2 and 3) which he regards as  “simple .. a sort of ordered common sense”. In this writer’s view, one of the tests of whether he has succeeded in his project will be that the three-part model is applicable, in some way or other, to every imaginable kind and instance of teaching. As you read it, therefore, constantly - every sentence, every paragraph - apply it to your own teaching (and that of your colleagues within your subject or field). Can you SEE what Ramsden is describing, as it happens in YOUR teaching? Does it fit?


In Chapter 9, the principles la, whatever it comprises. 


In this writer’s view, the important thing one can learn from this is not so much Ramsden’s conclusions but his critical method. Central to that critical method are the values (criteria) against which all methods are to be judged; until you are clear about what those values are, you haven’t understood Ramsden or the student learning perspective.

Study
· Ramsden Chapter 7 (Theories of Teaching in Higher Education)

· Ramsden Chapter 9 (Teaching strategies for effective learning)

Note
This would be a good time to look at the items mentioned earlier under ‘flexible delivery methods’ and test out how Ramsden’s critique might be applied, in practice, to some of them - web-based instruction, for instance.



Aim 4


3 hours
Become aware of the variety of ways teaching methods are employed and justified within your own disciplinary setting, and discover the extent to which these either incorporate or exclude a student learning perspective.

Topic #4

and
Task


3-hours
It is very rare indeed for one single method (where “method” is narrowly construed) to be used exclusively in teaching a subject. As already discussed, most subjects employ a range or repertoire of often diverse methods, and generally attempt, with varying degrees of success, to interconnect or coordinate them. Probably the best-known instances of the problems of coordination are where a lecture course is run in parallel with a laboratory or field course (as in the sciences) and where a lecture course is coordinated with a parallel small-groups program (maybe called tutorials or workshops) as in much social sciences, humanities and maths teaching; or else coordinated with a field, practicum or clinical experience (as in many professional studies programs).


Where a relatively pure “single method” is claimed to be used (as in Keller Plan or “PSI”, and in Problem-Based Learning) it will generally be found to be not at all as “pure” as claimed, but rather a carefully coordinated composite of more rudimentary methods, each of which can be separately described, and that the “glue” holding them all together is some central commitment to a particular value governing the way students are to go about learning (in “PSI” the value is independence and personalisation, in “PBL” the value is inquiry or problem-solving). Each of these latter two “special” methods is, however, a composite of others: small group meetings, the possibility of lectures, one-to-one tutorials, collaborative work, private study, and so on.


The task required in this Topic is to apply this analysis and identify methods used in your own teaching, your own disciplinary situation. It may be best done by thinking through the situation at departmental, rather than individual, level. But do whatever seems best in your own situation. Think of the task essentially as an itemising, a stocktake, to identify and list the incidence of the full variety of available teaching methods customarily used.


In addition to identifying the methods, it will be necessary to also recognise (i) what those who use that method are trying to achieve by using it (since any method can be used with all different kinds of intentions), and (ii) how they are going about using it (since any method can be employed in many different ways, sometimes with very different outcomes). Finally, mention the more obvious or better-known ‘problems’ associated with each method - things any teacher who uses the method would willingly admit to. Try, therefore, setting out your findings in a table under those headings:

· With this stocktake in front of you, start to do some of the real thinking - the educational bit of the project. Apply the meta-critique demonstrated by Ramsden in Chapters 7 and 9, to the use of these methods, either across your department or in your own teaching. 

· First, take a guess at which particular “Theory of teaching” (see Ramsden Chap 7 for this) is operating behind the use of each method.

· For the better-known methods (see the list above) read again Ramsden’s critique of their most conspicuous shortcomings (see Ramsden Chapter 9) and compare that with the problems you have already listed. How does the perceptions of problems on the part of academic staff who use these methods square with Ramsden’s “meta-critique” of the methods? Can we account for discrepancies? 

· Given the Intentions listed in column 3 of your stocktake, read Ramsden’s Chapter 9 (pages 170-180) again and consider whether some other method might be equally viable but more effective in each case. Or consider whether the existing method, applied differently, might be more effective than at present. Look particularly at some of the criteria Ramsden invokes on those pages: “structure and cooperation” (170); “understanding key ideas” (172); “relevance and integration” (173); “linking goals to methods” (175); “variety and improvisation” (176); “connecting action and ideology” (178); “active learning” (179) [and lots of others - these are only samples of the values mentioned].

Aim 5


2 hours
· Study relevant parts of the general and discipline based literature that provide accounts or recommendations of teaching methods within your own discipline, and critically appraise this from a student learning perspective.

Topic #5
For this activity it is suggested that you use the supplied 253 Ideas for your Teaching or identify a journal (or failing that a book) that addresses teaching and learning or educational issues within your own disciplinary area or your field of academic or professional interest.


If a journal, take a recent, representative sample of what it publishes - perhaps a complete year’s Issues from within the last five years. [If no journal is available in your precise field, try to locate one in a reasonably similar or related field. Failing that, try the library catalogue for any text whatever that deals with teaching and learning in your area. Failing that, look through some recent years of the HERDSA publications: the journal (Higher Education Research and Development) and the annual conference proceedings (Research and Development in Higher Education); scan the contents pages and try to locate any articles at all that refer to teaching or learning within your area or an area close to it.]


Your goal is to locate and critically read a few papers or chapters or sections that appear, from their titles, to be likely to address, recommend, critique or evaluate, some method of teaching - or that take a particular method merely “for granted” without questioning its justifications. 


Read whatever you can find, and summarise what position the respective authors appear take about teaching methods. 

Then make notes of your own in the form of the draft for a critical response to these articles, from a student learning perspective. If you use the supplied book, you might also be looking for new methods for your own teaching.

Aim 6

2-hours
Reflection: 
Bring together the new ideas your have been asked to encounter within this Section and relate them to your own present position, your current perspective on, or your stance towards the choice of teaching methods in your discipline or scholarly field; 
Try to come to some interim conclusion, regarding where you stand about the question of how to teach within your field;
And also relate this to how you believe your departmental colleagues would most probably view the issue.

Topic #6
The goal of this section has been to study the question of the choice, or development, of appropriate teaching methods within a discipline, and the student learning perspective towards methods - what that perspective implies or suggests ought to be the way a scholarly teacher goes about choosing or developing methods.

(i)  Try summarising in your own words - a paragraph or two at most - the gist or essence of what you think are the most important implications of a student learning perspective for the choice or development of teaching method in subjects you actually teach

(ii)  Summarise, in a similar way, what you believe is the kind of story or account that most of your colleagues would accept, regarding why the present dominant teaching methods are actually used in your department; that is, what are the principal public justifications or arguments for existing methods.

(iii)  Outline the points you would speak to (that is, use concise, point form to identify the issues or arguments you would use) if you were invited to present a half-hour lunch-time teaching seminar to your department on the topic “What should we do about teaching methods in this department?”

(iv)  Against what you have written in (iii), mention what you think would be the most predictable responses to your presentation, from different categories of colleagues; this would be your agenda to use in planning to anticipate, then answer, their questions in the discussion after your talk.

Note
Flexible Learning - communicating with students given the variation in their prior experiences.


One interpretation of “flexibility” in a flexible learning environment is that students from a wide variety of different backgrounds, with widely divergent prior experiences, ought to be able to engage productively with the study materials and syllabus of a course of study and proceed in their own ways through it. That is to say, to be more “flexible” means (on this particular definition) to find ways of making a course learnable by people whatever their kinds of prior learning experiences; provided, of course, they can demonstrate that they are academically ready for the required level of study. 


Another way of putting that policy would be to say “We intend to be flexible by abandoning the assumption most of us generally adopt when encountering new students - the assumption that, in almost all relevant respects, they are just like us, or just like we were when we studied this subject; so, we will actually expect them to be different - even very different - from us!, and we will try to find ways of not letting that fact be a barrier to their learning.”


If, therefore, we are to be faced with such a heterogeneous group of students, the practical question arises as to how we will even begin to communicate with them; 

What assumptions can we reasonably make about them? 

What would be reasonable guidelines for policy regarding how to approach the class on the first days of a course, or even prior to that, when all are strangers (to us and to one another)? 

What kinds of things would you want to reasonably find out about them and their backgrounds and prior experiences that would enable you to make good decisions about your ongoing communications with them and your development of an appropriate and justified teaching method (from a student learning perspective, of course)?

Other
Sources
Dunkin (1986), Research on teaching in higher education. In M.C. Wittrock ed. Handbook of Research on Teaching (3rd edn.). New York: Macmillan.

Collier, K.G. (1985), Teaching methods in higher education: The changing scene, with special reference to small group work. Higher Education Research and Development 4(1), 3-26.

Trent, J.W.  & Cohen, A.M. (1973), Research on Teaching in Higher Education. In R.M.W. Travers, ed. Second Handbook of Research on Teaching. Chicago: Rand McNally, 997-1035.

McKeachie, W.J. (1970). Research on college teaching: a review. Washington: ERIC

McKeachie, W.J. & Kulik, J.A. (1975) Effective College Teaching. Review of Research in Education 3. 165-209.



Section: 
Theme:
Suggested study time:
(C) Aspects of Scholarly teaching 
(iii) Methods of Assessing
10-12 hours

Aim 1

1-hour
· Understand the relationship between assessment and other parts of the scholarly teaching model

· Appreciate the significance of choice of assessment method from a student learning perspective.

Topic #1.1
How is assessment related to other parts of the model; what are the connections?
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Assessment as another aspect of Method

In the previous section we discussed "Teaching Method" as the means by which we attempt to achieve or realise the Content Aims of a subject or course of study.  Assessment, from this perspective, is yet another kind of "method" - the means by which we attempt to find evidence that the Content Aims have been achieved, or the extent to which they have been achieved.

Accordingly , there is the strongest possible logical nexus between Assessment, Aims/Content and Method. It is impossible to engage in assessment without a knowledge of the Aims/Content specifications, as well as a knowledge of the Teaching Method that was chosen for trying to achieve them.

A paradoxical - and highly contentious- point arises when we ask about the relationship between Assessment and Evaluation. It comprises two aspects, the first of which is straightforward enough; it is the second proposition that raises very difficult questions:

1. Evaluation of teaching, to be comprehensive, must include evaluation (an attempt to measure the effectiveness or quality) of the assessment methods used. That is, evaluation includes evaluating the assessment processes to see how they stand up.

2. The problems arise when we ask "If assessment is to be a measure of the achievement of content aims in individual students, why is assessment not thereby the primary datum of the evaluation of teaching?'.  If students have failed to learn what was intended, or in the manner that was intended, does this provide the first and most telling evidence of the quality of  teaching?"

Most commentators will argue, however, that proposition (2) is false. It is strongly recommended that you seriously consider why it is almost certainly false; read, discuss, think and compare your conclusions with others.

Notwithstanding the virtually unanimous rejection of proposition (2) as a whole, the paradox remains that, in evaluating teaching, there nevertheless do appear to be reasons why we should look at student assessment outcomes and results.  In effect, we both reject and accept the proposition.  What reasons would you give (and what ones would your colleagues accept) for including some consideration of student assessment results in an evaluation of teaching? Under what conditions? In what manner? This issue will be taken up again in the following section on Evaluation.

Topic #1.2
How is assessment related to student learning; what is its significance from a student learning perspective?

It is here that the inadequacy of a merely instrumental (means to an end) understanding of educational methods in general can be most acutely seen.  We have already argued that teaching methods need to be understood as part of (integral to) the very end (student learning) which is our aim.  The experiences and perceptions of the student whilst studying and whilst being taught are inseparable from the outcome - they directly influence it and become part of it.  The same, perhaps even more pointedly, can be argued for assessment.

On a purely instrumental view, assessment might be conceived as a piece of educational investigation; a way of discovering what is in the mind (or the capacities, attributes, competencies or abilities) of the student.  We wish to know what these are, so that we can grade, rank, and eventually acquit the student as " satisfactory" or worthy of the credit or title they have studied for. The more accurate and reliable we can make this "method", the better we can trust our final decision (pass, failure, distinction or whatever).  This view has broadly prevailed throughout education in this century- it is the dominant assessment paradigm.

On a student learning (integral) view, assessment is a crucial part of the environment, the context, in which learning will take place. By its very presence, whether as something that is to take place, or that is taking place, or that has taken place in the past, it is one of the key determinants of how the student will understand and approach their study tasks. It does not merely try to tell us what the outcome of that studying as been; it substantially determines the quality, the very nature, of that outcome. In brief, we might claim that in the most substantial ways, what is learned is determined by whether, and how, it is assessed.  It is one of the "process" variables in the "3P' model.

How assessment operates as a process variable has been interpreted in a number of different ways.  Some critiques of inappropriate assessment speak about "what" is being assessed; others with "how" it is being assessed and others still with the pressure or dominating effect of assessment demands.  Look for all these, and more, in the readings that follow.

Aim 2

1 hour
· Examine how your own views of learning might inform the approach you will take to assessing students

· Broaden your familiarity with the higher education literature regarding the development of assessment methods

Topic #2.1
Refer back to the brief reader on Learning Theories and to your own attempts to locate yourself in relation to these.  Each position vis a vis Learning Theory will naturally incline a teacher to adopt a compatible approach to assessing students.  And, just as each of these historically dominant theories of learning has at least something in its favour, each supplies something of what a comprehensive student assessment approach might comprise.  We need to emphasise what was said earlier, that adopting or favouring one view does not require that all other views are regarded as wrong or invalid or unable to illumine the complex matter of human learning.  All have something worthwhile to say in informing our practice, but we need to use informed discrimination in choosing how and when to use the approaches suggested by each. For example:

Behaviourism: assessment approaches based on the view that a correct response is evidence of successful learning; short-answer, true-false and multiple-choice tests are high on the list.

Through your own reading (start by looking back over the notes in this course) and discussion, choose one or two examples of assessment approaches typical of or compatible with (not necessarily to) the four remaining learning theories:

· Humanism
· Cognitivism
· Constructivism
· Experientialism
Then reflect on your own current views of student learning (see earlier module) and the assessment approaches you currently favour (NOTE not those you necessarily use, as these are sometimes externally determined).  This exercise can be done globally at first, or in respect of complete programs.  Later we shall do a formal activity in which you will need to focus on a particular4 subject; use this present activity as a preparation for that, in which you consider which subject might be the most productive one to choose for a close examination of assessment methods later.

Topic #2.2
To our knowledge the definitive text in a student learning approach to assessment has not yet been written.  We can however learn much from what has been published by critiquing it from a student learning perspective.  It is important that we do not all into the trap of thinking that a student learning approach to assessment automatically renders everything previously published obsolete.  What a student learning stance demands from us is the exercise of intelligent discretion, a sense of judiciousness and discrimination, in choosing and using established assessment practices.

Examine the assessment section of the supplied book (253 Ideas for your Teaching) or one below. Select items that look interesting to you, and interrogate its approach from a student learning perspective.  In this process you may find approaches to assessment which you would like to adopt in your teaching.

· Gibbs, G., Habeshaw, S. & Habeshaw, T. (19988). 53 Interesting Ways to Assess Your Students. Bristol: Technical and Educational Services Ltd.

· Nightingale, P. et al. (1996). Assessing Student Learning in Universities. Sydney: UNSW Press.

Note
Flexible Learning Issue: Student Choice in Assessment

Among the characteristics of an assessment system recommended by a student learning approach, one we have not hithero addressed is the issue of choice.  In this case it would refer to giving students a degree of choice in how they are to be assessed; for example, letting them select either a multiple-choice test plus extended essay or else compiling a research project report from an actual investigation.

Choice becomes an issue because there is evidence that in its absence, students are likely to perceive the learning environment as constricting , or uncongenial, or unresponsive to individual situations or individual differences, and whether in resentment, anger, discomfort or some other negative state they will incline to adopt an approach to study that fails to do justice to either themselves (what they are capable of) or the aims of the course (what is expected of them).

Reasons a student might have for preferring one to the other are likely to impinge upon issues in their personal lives, as well as preferred learning styles, that make one approach more congenial or attractive than the other.  This highlights one aspect to be considered in the implementation of a flexible learning approach.

One dictum in the ideology of traditional assessment approaches, largely deriving from behaviourism and systems-theory, is that choice unavoidably subverts inter-student reliability of marks and grades. You cannot compare students fairly and honestly, it says, unless they have sat for the same test.

Accordingly, proponents of student choice in assessment need to consider how they would defend their practice against this charge.



Aim 3

2-hours
· To become familiar with the essential features of the student learning approach to developing assessment through one selected text

Read
Ramsden, Chapter 10. Pages 181-213 "Assessing for Understanding"



Topic #3
In studying Ramsden's account of the relationship between assessment and student learning , note the following:

· The Chapter's title. Whether deliberate or not, it is ambiguous.  It may mean "Assessing for the presence of understanding" or it may mean "Assessing in the interest of furthering understanding".  Speculate on whether, and why, in terms of our study of student learning so far, both these may be worthwhile goals.

· Ramsden's reference to multiple "forms of knowing" on p. 182 and assessment being about "several things at once" seems intended to deter us from approaching it simplistically, as though there were one obvious "right way to assess" in any given case.  How does that pluralist, eclectic view square with prevailing views of assessment in your department?

· His accusation of amateurism at most academic's competency at assessing, linked to the claim that assessment is an "essential part" of teaching, not an "addition" to it (p.183).  We do it poorly, he argues, because we fail to understand its significance for student learning.

· Identify some theories of learning, and connect them with previous work in this module, within the text on pages 182-187.

· The Aims/Content- Assessment issue is tackled on pages 187-190.  To what extent do you think it possible that the studies by Beard & Hartley and Elton (p. 189) also describe the situation in your department's assessment practice?

· Make your own checklist of all things Ramsden refers to as matters which assessment might wish to identify or measure.   How many of these are things you attempt to use assessment to measure in your subjects?  And are there others you could add to his list?  This question of what assessment tries to measure, and whether it actually achieves it, is the "validity" issue in assessment.

· Pages 191-192 argue for variety in assessment methods and for the need to appreciate the issue of "reliability" but not to let ourselves be fooled by it.  These are important matters and Rowntree's book (see above) contains an excellent discussion of these issues under the topic "convergent and divergent" assessment methods and the pluses and minuses of each.  Definitely worth reading.

· Feedback to students (pages 193-196) touches onone of the assessment issues that most impacts on economics - both human and fiscal.  Critique Ramsden's proposals from the perspective of whether there would be time and money to adopt them in your department; and, if not, whether other alternatives might be feasible, that are also economical.

· Making expectations clear (pages 196-197) locates assessment squarely within course content -part of the things to be talked about, articulated and clarified; consider the implications of this for available time during classes and the danger of how over-much talk about assessment may diminish opportunity for discussing subject content.  How could this tension be resolved?

· Study each of the Case Studies carefully and identify those closest to your own area of work and kind of teaching; this will be very useful for the next activity we do.  Even if it is totally new to you, take particular attention of the discussion of SOLO on pages 201-208.  Further valuable discussion of this rearkable device can be found in Biggs, J.B. and Collis, K.F. (1982). Evaluating the Quality of Learning: The SOLO Taxonomy.new York: Academic Press.

· What practical use could Ramsden's "Fourteen Rules" be in your department? How might they be used to stimulate discussion or debate about assessment?

Aim 4

3- hours
· Enhance your critical awareness of the variety of ways of, and reasons for, using particular assessment methods in your own disciplinary setting, and develop a critique of these from a student learning perspective.



Topic 

#4
Earlier we suggested you do a quick global stocktake of the main kinds of assessment conventionally or customarily carried out across your department and start thinking about how comfortably these might sit alongside a student learning stance to teaching.  We shall now develop that idea further.

Let us define your own "disciplinary situation" in terms of:

1. The kinds of subject matter you are called upon to teach

2. The kinds of students you have to teach it to (i.e. programs they are enrolled in, expectations they have, backgrounds they come from, previous subjects they need to have studies, subjects they have to do after yours etc)

3. The levels at which each particular field of subject matter needs to be taught, and the accompanying standards that are expected to be reached by students.

4. The culture of assessment in your department; the expectations, traditions, models, your department gives you, the amount of freedom you have to improvise or innovate, the obligations you have to other assessors that constrain how far you are permitted to depart from the prevailing norms.

**Using these four notions, write a synopsis of your own personal disciplinary assessment situation.



Task
Detailed analysis of one problematic assessment situation.

1. First, choose from the overview you have just done, one assessment situation that you would like to understand better, in order to improve or develop it further.  Identify, within this situation that you would like to understand better, in order to improve or develop it further.  Identify, within this situation, precisely what you are trying to achieve (your overall intention) and how you are trying to do it (your overall strategy).

2. Write down the answers to as many of these questions as you find relevant:

· What "kinds of understanding" do you aim for in the subject?

· How confident are you that assessment is at present giving satisfactory evidence of these? (make notes on problem areas)

· What other matters beside "understandings" is the subject trying to teach?

· How confident are you that assessment is at present giving satisfactory evidence of these? (make notes on problem areas).

· Which theories of learning seem to inform the way you approach teaching this work?

· How do those theories of learning relate to the assessment practices currently used?

· If "validity" is used to mean "success in assessing the very things the subject intends students to learn", how valid (on a scale of 1 to 10) do you think your present assessment is? (make notes on validity problem areas)

· If "reliable' means carrying it out in a manner that gives you confidence you can trust and defend the figures, how valid would you think methods are? (make notes on reliability problem areas)

· How much variety is there in the assessment methods? Particularly, how much variety between "convergent (narrow/precise/selective/closed)" and "divergent (broad/generous/open) " methods.  Identify instances of each, if they are available.



Aim 5

2- hours
· Study relevant parts of the Discipline based literature that provide accounts or recommendations of assessment methods within your own discipline, and critically appraise this from a student learning perspective.

Topic

#5
· Identify a journal, or failing that a book, that addresses assessment or teaching and learning or educational issues within your own disciplinary area or your field of academic or professional interest.

· If you choose a journal, take a recent, representative sample of what it publishes- perhaps a complete year's Issues from within the last five years. [If no journal is available in your precise field, try to locate one in a reasonably similar or related field.  Failing that, try the library catalogue for any text whatever that deals with assessment in your subject area.  Failing that, look through some recent years of the HERDSA publications: the journal (Higher Education Research and Development) and the annual conference proceedings (Research and Development in Higher Education); scan the contents pages and try to locate any articles at all that refer to assessment within your area or an area close to it.]

· Locate and critically read a few papers or chapters that appear, from their titles, to be likely to address, recommend, critique or evaluate, an approach to assessing students.

· Read whatever you can find, and summarise what position the respective authors appear to take about assessment. Then make notes of your own in the form of the draft for a critical response to these articles, from a student learning perspective.

Aim 6

2- hours
Reflection

Bring together new ideas you have been asked to encounter within this Module and relate them to your own present position, your current perspective on, or your stance towards the choice of assessment methods in your discipline or scholarly field. Try to come to some interim conclusion, regarding where you stand about the question of how to assess student learning within your field.  And also relate this to how you believe your departmental colleagues would more probably view the assessment issue within your department.

Topic

#6
The goal of this section has been to study the question of the selection, or development, of appropriate methods of student learning assessment within a discipline and to establish some personal grounding in a student learning perspective towards assessment methods, understanding what the perspective implies or suggests a scholarly teacher would go about developing assessment methods.

· Try to capture in a paragraph or two the main issues you think arise out of trying to incorporate a student learning approach to assessment in your discipline or subject field.

· Write a brief note on what you consider the most substantial overall critique of current assessment methods used in your subject area - to locate the place where there might be a priority for change.

· Draw up an outline plan for how you might be able to go about implementing over a defined period (eg one or two semesters), a plane for modifying assessment in a particular subject so as to bring it closer to what a student learning perspective would require and indicate how you would evaluate the success of the plan if it were implemented.

Against what you have written in the third point above, mention what you think would be the most predictable responses to your plan by colleagues, by your Head , and by students themselves.

What suggestions do you have for anticipating and eventually meeting any objections contained in those responses?

Note

(Task)
This particular flexible learning "overlay:" is in the form of a mental task; its aim is to help you think through one of the issues in "flexibility", namely the possible reasons why different students of apparently similar ability perform differently on assessment tasks.

Consider the task you carried out (above) and the particular subject you had in mind as you worked on it.

1. Reflect on the ways your students actually respond, at present, in their answers, tests, assignments, examinations and projects, to the assessment demands of that subject.

2. Specifically consider those whose work is exemplary, who respond to the assessment demands in the way you really want them to; and contrast that with those whose work is at the other end of the scale, who appear to respond to assessment demands quite inappropriately.  Think about what it is that the two groups are doing so differently - the most conspicuous criteria that distinguish good work from poor in your subject. Try very hard to avoid comparing the two groups in terms of the conventional notions such as aptitude or competence or ability - suppress that as far as you can; if necessary hypothesise that every student might have (who knows?) about the same innate ability to do the course well.  Imagine that the full range of differences in assessment outcomes was due, not to some innate ability, but to the fact that the two groups (the tops and the bottoms) have responded to the demands of the assessment process in different ways. Those who did well responded to it productively, those who failed responded unproductively.  (Remember - this is a hypothetical, an attempt to think through assessment in a different way to the usual one.)

3. Now ask yourself WHY more or less equally gifted or equally equipped students would respond to the same tasks in such different ways. Speculate on the causes.  Maybe there are different motivations, different amounts of intrinsic interest in the subject, different feelings of interest in the subject, different feelings of its relevance, different outside pressures on them- make your own list as long as you can; put everything on it that looks even remotely possible.

4. Now study your list and see whether you have included the idea that there may be different ways of perceiving the assessment demands - that is, different "readings" or "understandings" of what the same set of statements, the same set of expectations, the same assessment structure, actually meant. The hypothesis here is that some students may be failing or doing poorly because they honestly think that what you want from them  (as indicated by assessment methods you use) is something quite different form what you actually intend them to think.

Finally, try to devise a way of throwing light on whether this hypothesis could be true; that different perceptions of assessment demands might conceivably be a factor in different assessment outcomes.  What kind of a test or investigation could you perform to inquire into it, either with some or all of your students?  What kinds of evidence would you accept to convince you that the hypothesis might have something going for it?  How might you obtain that evidence?

Section: 
Theme:
Suggested study time:
(C) Aspects of Scholarly teaching 
(iv) Methods of Evaluating
10-12 hours

Aim 1


1-hour
· Understand the relationship between evaluation and other parts of the scholarly teaching model

· Appreciate the significance of evaluating teaching from a student learning perspective 

Topic 

#1
How is evaluation related to other parts of the model; what are the connections?
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Evaluation as inquiry into the value of everything: aims/content as well as all methods (teaching method and assessment method)

By the "value" of everything we refer not merely to its effectiveness (did it work as we hoped?) or its efficiency (did it work as well as other ways would?) or its economics (did it work affordably and without serious avoidable wastage?) but also to its intrinsic value- did it work at a standard or quality that we are prepared to accept and be proud of?

The notion of evaluation in education necessarily invokes the question of standards- standards for aims and content, standards for teaching and standards for assessment.  It demands that we ask such questions as "Was this a proper and worthwhile aim to have?" "How was this content justified?"  "Is this a kind of teaching and assessment that can qualify as excellent and, if so, by what - and whose- standards?"

Therefore evaluation , by definition, logically connects with everything that comprises teaching and learning.  That much is uncontentious and part of conventional evaluation ideology.

What more need be said from a student learning perspective?

More possibly can be said, and it relates to a particular understanding of what "good teaching" comprises.  Ramsden (p.217) says "good teachers are always evaluating themselves".  That carries the echo of an argument we have previously made with regards to Teaching Method and Assessment Method -the argument for an integral view.  Integral to a notion of what it means to be a good teacher, Ramsden is saying, is that s/he will be more or less constantly evaluating themselves.

This "Evaluation", if conceived (as it often is) as an external process applied in order to "judge" teaching and teachers is- even in that bureaucratic and managerial manifestation - an attempt to do from the outside the very thing that good teachers are doing and how, every day they teach from the inside.

Ramsden goes further, and argues (p.219) that "the lessons learned about effective teaching from an examination of how students perceive it should be applied to the process of evaluating and improving instruction….there is an exact parallel between (the satisfactory methods widely used for) measuring teaching quality and unsatisfactory ways of assessing students.

The student learning perspective calls on us to take into account how students perceive our intentions as teachers and assessors; it calls on evaluators to take into account how teachers perceive the institution's intentions towards them in evaluation processes.  It urges us in assessing students to use methods that will contribute to better student learning, which is far more valuable than reliable and accurate grades and marks.  It likewise urges us in evaluating teaching to use methods that will contribute to the actual development of teaching, which is far more significant than merely collecting valid and accurate data about staff performances.



Aim 2

1- hours
· Examine how your own views of learning might inform the approach you will take to the development of evaluation methods
· Broaden your familiarity with the higher eduction literature regarding the development of evaluation methods

Topic 

#2.1


Whilst it is no doubt possible, by drawing a very long bow, to take the several previously discussed historical theories of learning and connect them in turn with one's approaches to evaluation of teaching, in this writer's view the less tedious and more directly productive approach would be to use the challenge as opportunity to add to the earlier listing of learning theories.

Such a stance directly implies that something might have been missing from that list and the missing theory of learning is that which would deal with how professionals learn from practice.  A theory of that kind might, with not too much trouble, be subsumed under Experiential Learning theory; or possibly also under Adult Learning, which we mentioned under Humanistic Theories.  It might on the other hand deserve recognition in its own right, and that is what we shall do here.

The most influential statement of this theory is that of the late Donald Schön, in The Reflective Practitioner (1983; Basic Books).  A very short guide to this is given below.

Study
How Professionals Learn from Practice

[quotations are from The Reflective Practitioner]

"..both ordinary people and professional practitioners often think about what they are doing, sometimes even while doing it.  Stimulated by surprise, they turn thought back onto action and on the knowing which is implicit in action.  They may ask themselves for example, "What features do I notice when I recognise this thing?  What are the criteria by which I make this judgement? What procedures am I enacting when I perform this skill?  How am I framing the problem that I am trying to solve?" Usually reflection on knowing-in-action goes together with reflection on the stuff at hand….it is this entire process of reflection-in-action which is central to the "art" by which practitioners sometimes deal with situations of uncertainty, instability, uniqueness and value-conflict….

….professional specialisation can have negative effects.  In the individual, a high degree of specialisation can lead to a parochial narrowness of vision…as a practice becomes more repetitive and routine, and as knowing-in-practice becomes increasingly tacit and spontaneous, the practitioner may miss important opportunities to think about what he is doing.  He may find that …he is drawn into patterns of error which he cannot correct.  And if he learns, as often happens, to be selectively inattentive to phenomena that do not fit the categories of his knowing-in-action, then he may suffer from boredom or "burn-out" and afflict his clients with the consequences of his narrowness and rigidity….

A practitioners do reflect on practice while they are in the midst of it.  Here they reflect-in-action…Reflection -in-action….is central to the art through which practitioners sometimes cope with the troublesome "divergent" situations of practice.

When the phenomenon at hand eludes the ordinary categories of knowledge-in-practice, presenting itself as unique or unstable, the practitioner may surface and criticise his initial understanding of the phenomenon, construct a new description of it, and test the new description by an on-the-spot experiment.  Sometimes he arrives at a new theory of the phenomenon by articulating a feeling he has about it…

When he is confronted by demands that seem incompatible or inconsistent, he may respond by reflecting on the appreciations which he and others have brought to the situation.  Conscious of a dilemma, he may attribute it to the way in which he has set his problem, or even to the way he has framed his role.  He may then find a way of integrating, or choosing among, the values at stake in the situation…

When someone reflects-in-action, he becomes a researcher in the practice context.  He is not dependent on the categories of established theory and technique, but constructs a new theory of the unique case.  His inquiry is not limited to a deliberation about means which depend on a prior agreement about ends.  He does not keep means and ends separate, but defines them interactively as he frames a problematic situation.  He does not separate thinking from doing, ratiocinating his way to a decision which he must later convert into action.  Because his experimenting is a kind of action, implementation is built into his inquiry.  This reflection-in-action can proceed, even in situations of uncertainty or uniqueness, because it is not bound by the dichotomies of Technical Rationality.

Although reflection-in-action is an extraordinary process, it is not a rare event.  Indeed for some reflective practitioners it is the core of practice….(However) Many practitioners, locked into a view of themselves as technical experts, find nothing in the world of practice to occasion reflection.  They have become too skilful at techniques of selective inattention, junk categories, and situational control, techniques which they use to preserve the constancy of their knowledge-in-practice.  For them, uncertainty is a threat' its admission is a sign or weakness.  Others, more inclined towards and adept at reflection-in-action, nevertheless feel profoundly uneasy because they cannot say what they know how to do, cannot justify its quality or rigour.  For these reasons, the study of reflection-in-action is critically important". (pp 50-69, selections only)

Reading these words of Donald Schön, one might well ask whether he may be speaking about some important aspects of phenomenon Ramsden has in mind when he says "good teachers are always evaluating themselves".  That may indeed be the case, if we take Schön's criticisms of the totally "Technical Rational" practitioner who operates from well-grounded rules, for whom uncertainty is a threat, who suffers from boredom and "burn-out" and who inflicts his or her own narrowness and rigidity on their clients.

Evaluation of teaching, viewed in this way as reflective practice, is the practice of the art of thinking about when one is doing, "giving reasons for it" to oneself, questioning even one's most secure beliefs in the light of evidence that is constantly being gained by inquiry into the effects of one's teaching on one's students.  That, to our mind, represents the starting-point for the appreciation of evaluation from the student learning perspective.

Read
Locate any reputable short text on the evaluation of teaching or use 253 Ideas…., skim-read it, inspect its overall recommendations and the stance it adopts, to see what extent it represents evaluation of teaching as a form of critically reflective practice.

One recommended text is:

Ramsden, P. and A. Dodds. 1989. Improving Teaching and Courses: A Guide to Evaluation (2nd Edn.). Parkville Vic.: Centre for the Study of Higher Education, University of Melbourne.

More
A scholar who has done perhaps more than anyone else to challenge popular practice by raising difficult philosophical issues that often annoy before they illuminate, is Michael Scriven.  A good sample of his critical work, for those interested in reading further and deeper, is to be found in:

Scriven, M. 1989. :"The State of the Art in Tertiary Reacher Evaluation." Pp.1-27 in Research and Development in Higher Education, Volume 10 (Papers From the Thirteenth Annual Conference of the Higher Education Research and Development Society of Australasia, Perth, August 11987), vol.10, Ed. N. Dennis. Sydney: HERSDA

Aim 3

2-hours
· Understand how- in what ways- the contemporary work on a student learning perspective (of which Ramsden's work is offered as an example) substantially enhances our ability to understand the place of evaluation in scholarly teaching, and to make important distinctions regarding the kinds of evaluation carried out in our institutions.



Topic 

#3
Preamble to studying Ramsden's Chapter 11

Also consult, for comparison, any currently used or recommended documents about evaluation methods in your own institution.  Critically appraise them against Ramsden's ideas.

It must be clearly understood that we are not trying to somehow equate evaluation with the habit of reflection.  The general notion of "reflective thought" is vastly broader in its field of coverage than evaluative matters alone.  We have no hesitation in agreeing that, by and large, to be thoughtful (ie reflective) is a better thing than not to be- to do things thoughtlessly.  And, also in agreeing that, the more we consider substantial and significant matters in professional practice, it becomes increasingly important that one should engage in things thoughtfully, that is reflectively.

But, important though the quality of thought might be, what our work in this section requires is that we attend to the object of thought- what it is that we decide to reflect upon. It would be a caricature, but one can imagine with little difficulty a person endlessly obsessed with thinking about what they are doing -during and after it- and getting nowhere- in fact being decreasingly productive and increasingly dissatisfied.  It is a dangerous fallacy to think that by waving the magic wand of "reflection" (unqualified) we can solve the problems of enhancing the quality of professional practice.

A student learning perspective requires that we take seriously what things are most important to seriously reflect upon in teaching.  A teacher may, in an appropriate manner, reflect upon his or her own performance skills- not a bad thing to do.  Or on the institutional constraints upon their teaching, and how they might get around or rise above them- also a very good thing.  Nevertheless, the reflective teacher who adopts a student learning perspective will be concerned, regardless of which other things arise to occupy their reflective time, with one central matter:

What has been the effect of my teaching on the quality of my students' learning?

Once we adopt that stance, the connection between (this kind of) reflection and the evaluation of teaching becomes crystal clear.  As does the importance of Ramsden's dictum "good teachers are always evaluating themselves".  Expanding and rephrasing that dictum, we might equally well say "good teachers are always reflecting upon the likely effects of their teaching upon the quality of their students' learning".

One final step remains in opening up this topic.  Between "thinking seriously about" some phenomenon, and the phenomenon itself, there is a gap; the data gap.  Phenomena do not "speak" to us directly in ways that enable this quality of careful thought to be carried out; we have to interrogate them.  We have to "frame" the problem as one of finding out - collecting, and being open to an aware of- appropriate kinds of evidence about our students' learning.  With that evidence on hand, reflective thought can take place and be maximally productive.

The task of understanding teacher evaluation from a student learning perspective thus becomes - at its central point- one of choosing what to observe, what to inquire into, what to ask, what to collect, what to perceive, what to be aware of, in regard to our students and their learning.  That "realm of awareness" includes all three of the "P" elements in our earlier model- Presage evidences; Process evidences and Product evidences.  All combine to give us a rich data-field for analysis and contemplation.

At the same time of course, the scholarly teacher is also being subjected to pressures of evaluation for other purposes and of other kinds.  Ramsden's chapter 11 makes some of the key distinctions amongst these.  The point of benefit in the student learning perspective is that it heightens our awareness of the need to ask one crucial question of all those other institutional and personal evaluation pressures; by what means can I turn this evaluation exercise I am required to undertake, into something that will enhance my understanding of my students and their learning, and give me some additional means of improving my teaching so as to enhance the quality of their learning in future?

Read
Ramsden, Chapter 11

Some matters to look for ideas about, as you read….

· There is very wide general literature on evaluating teaching in higher education, dating from at least the 'sixties when student surveys were first experimented with.  Thee is probably no topic on which more words are spent in advancing, attacking, and defence, than evaluation, particularly the student surveys issue.  It is highly disputed and not at all yet a "stable" of "mature" area of theory and practice.  Notice Ramsden's skeptical stance in his section.  "The strange lure of the student rating instrument".

· Another issue of possible confusion but not much attention is the distinction (or even whether and how a distinction can be made) between "teaching" and "subjects-course-programs" in evaluation practice.  Can one somehow evaluate a teacher's work in complete isolation from the question of the quality of the course he or she is given to teach?  Can one evaluate a course, subject or program, in total isolation from the question of how well, or badly, teachers have implemented it in a given year?  These are rich issues to debate amongst colleagues.

· A third issue (there are plenty more) has already been foreshadowed above: how does one collect, interpret and consider evidence in such a way as to make it possible to know what one should do to get better outcomes in future? That is the problem of the link between evaluation and the improvement of teaching.

Lee Shulman has suggested that a new concept of "validity" should be used in conjunction with the instruments used in evaluating teaching (such as student ratings instruments). Whatever other kinds of validity the psychometricans want to attribute to such instruments, Shulman argues, there is a kind of validity that ought to profoundly concern those of us who work in higher education.  It stems from the question of whether or not the use of a particular approach (such as student evaluations of teaching) actually leads to systemic change for the better- improvement- in universities. If it doesn't , Shulman says, then whatever else the measurement pundits say about how great heir questionnaires and surveys are, none of them are worth the paper they're written on. It's seriously invalid- not worth taking seriously- unless it has the right consequences.  Listen to Shulman's case in his own words:-

"Traditionally four types of validity have been used (within the Scientific/Psychological model of instruments for measuring teaching excellence): Content validity; Construct validity; Predictive validity and Concurrent validity.

A fifth type of validity - Face Validity- which for example says that a driving test should resemble a situation in which someone is actually engaged in driving a motor vehicle-has commonly been disdained, despite its obvious importance.

The new type of validity (a "radically different concept" which has been evolved) …has been called Consequential or Systemic Validity.  This approach considers outcomes to be crucial.  Its principle is that there is an obligation to demonstrate that if a given form of evaluation is employed in, for example, an educational setting, it will lead to improvement of the system itself. In practical terms, this would mean in a teacher appraisal situation, that any test designer to distinguish good from bad teachers would need to be sent back to the drawing board unless its use demonstrably led to better teaching. (underlining mine).

This sort of approach has not been seen previously as a true measure of validity, but it is important that we are not constrained by current theories of measurement which in a teacher appraisal situation might end to lead towards nothing more than the use of observation, instruments, tick boxes and tests"


More
Additional resources for your own evaluation planning:

The methods described in Tom Angelo and Patricia Cross's "Classroom assessment Teachniques" [Angelo, T.A. and K.P. Cross. 1993. Classroom Assessment Techniques: A Handbook for College Teachers.2nd ed. San Francisco: Jossey-Bass.] re NOT about assessing student outcomes, but rather about evaluating your teaching from a student learning perspective during the process of teaching.

Some of these (eg the "Minute Paper") have become much praised and widely used; others probably deserve to be.  Look over the book, which is intelligently organised, and choose some items to try in your own teaching.

One of the interesting things about this North American approach is the way it unselfconsciously mixes together aspects of student learning outcomes (what we have talked about here, under "Evaluation"). The question about the relationship between these two has previously been raised in these sections.  Ask yourself what you think about your answer to that question after you have studied Angelo and Cross.

Aim 5

2-hours
· Study relevant parts of the Discipline based literature that provide accounts of or recommendations for teaching evaluation within your own discipline, and critically appraise this from a student learning perspective. 

Topic

#5 

& Task
By this time you will have identified a group of journals or books that address teaching and learning in your own disciplinary field, or a cognate area.

As before, your goal is to locate and critically read a few papers or chapters that appear, from their titles, to be likely to address, recommend, critiques or evaluate, some method or approach or strategies for evaluating teaching.

Read whatever you can find, and summarise what position the respective authors appear to take about teaching methods.

Think about what, provided you could get the arguments together, would be a useful and provocative title for a piece you might some day decide to write and submit for publication in your own disciplinary area, that would challenge, critique or further extend understanding of how evaluation should be carried out in your own field of teaching.  Make it an article that would draw upon your own dissatisfactions, both arising from experience in the classroom and from the readings you have undertaken in this module. Make a preliminary list of the points you might cover in that article.  Show it to others; compare and discuss.

Aim 6

2-hours
Reflection

· Bring together the new ideas from this Section and relate them to your own present position, your current perspective on, or your stance towards the choice of evaluation methods in your discipline or scholarly field;

· Try to come to some interim conclusion, regarding where you stand about the question of how to evaluate within your disciplinary field and the particular setting you are in;

· And relate this to how you believe your institutional managers and academic leaders would most probably view the issue from their perspective.

Read
As preamble to the reflection task, we suggest you read pages 166-174 of Prosser & Trigwell.

This is the place where the authors summarise the main challenges of their book.  It is significant that the recurring word they use to describe the state of mind of the "good teacher" is the term "awareness".  As you read, note this recurring term, and consider its implications, such as:

· What are the different ways by which we can, in a professional practice, "become aware" of things?

· Which of those ways by which people can "become aware" of things include perception -seeing or discovering for oneself what is actually happening?

· In what way might "evaluating teaching" be well-characterised as "a way of becoming aware of things in my own teaching" or of "perceiving what was previously hidden from me"?

To this writer, the closing chapter of Prosser & Trigwell, although not titles such, is in fact a chapter on the conceptual base for evaluating teaching.

Consider that proposal as you read, and choose your own response to it.

Task
Start your reflective work by simply making notes on the evaluation task in general, using these two columns as a guide:




Some things I want to know when I evaluate my own teaching
Ways to conduct evaluations, so that I can find out this particular thing I want to know






Having completed that, scrutinise your intentions and your methods closely from a student learning perspective.  Look back over your work in this module and decide upon the key question(s) you need to ask to test whether an evaluation strategy is going to be consistent with that perspective.  Then apply that criterion (those criteria) to your answers, and make further adjustments as needed.

On the matter of criteria by which to appraise an evaluation practice, the best approach by far would be to have a discussion with others in your group, pool ideas, criticise them, and come to a personal conclusion about the ones you will use (which may be different from those others decide to use).

Finally, look back at what you wrote in Topic/Task #5 above, regarding current views on evaluation in your own disciplinary field, as revealed by some of the literature you have read.  Let this reflective task suggest possible extensions, changes and further developments in the list of points and the arguments you would use to support them in the article you were (hypothetically) planning to write.

The Australian Scholarship in Teaching Project

Module 1

Scholarly Teaching

Section D

Review

Section: 
Theme:

Suggested study time:
(D) Review
Scholarly Teaching - the idea revisited, progress and achievements reviewed, plans for future study laid.
1-2 hours

Aims
1-2 hours
· To revisit the Scholarly Teaching definition, together with its conceptual relationship to teaching, learning, scholarship and reflective practice.

· To reflect upon your own teaching, things you have done in direct response to studying this module, and to take particular stock of how much was achieved through that, and how much remains to be achieved across the full range of your teaching duties.

Topic
#1
and
activity
Revisiting the definition

Refer back to refresh your memory of the following key documents that we used in establishing the basic concept of ‘scholarly teaching’:-

· Why and how can teaching be scholarly? (outline by Martin et al), on page 1.
Study particularly the third, fourth and fifth paragraphs with their dot-points.
On this re-reading, deliberately approach each point from the perspective of having now completed this course of study; scrutinise it and ask yourself ‘What sense do I now make of what this statement means?’ and ‘Am I now able to understand it in a clearer or deeper way than I was initially?’
Make note of any points you encounter that resist this scrutiny - things originally promised that still remain obscure, irrelevant or undelivered.

· Study Section (A) Introduction: a conceptual preamble to the study program
The key terms here were: teaching; learning; scholarship; scholarly teaching; reflective practice.
From your experiences in carrying out your own teaching over the period of studying these modules (ie not your experience of studying the modules per se, but of teaching whilst studying them) try your hand at putting together a description or functional definition, in your own words entirely, of what each term means to you, in a way that any departmental colleagues not studying this course would nonetheless clearly understand it. 
Include in your definition of each term a brief example from your own teaching that illustrates what you are trying to say, so as to make the idea more concrete to the colleague you are explaining it to (eg ‘Reflective practice was, for example, when I …’ .
Compare definitions within your study group with the view of appreciating one other’s different viewpoints and particular (perhaps idiosyncratic) interpretations of this same set of concepts.
· From any of the remaining readings choose for yourself a key section that you found particularly influential in clarifying any of the key ideas studied during this course
You might therefore choose something from the modules on: Student Learning; Aims/Content; Methods; Assessment; Evaluation;  or from any part of Ramsden’s book “Learning to Teach in Higher Education”
Write yourself a brief note identifying which particular part or aspect of the reading it was that achieved this clarification, the way in which the idea was obscure or uncertain beforehand, and how you now understand it as a result of your study.
Try to find opportunity to share notes in a meeting of your group.
· Identify things you now think you ought to read about further, or study more deeply, or check against the literature or against your colleague’s or supervisor’s opinions, because you’re really still not content that you’ve got the grasp of them that you ought to have.
Make plans for that further study now.
· Identify ways of applying, trying out or testing the ideas contained in these modules, within your own future teaching. Make specific plans now for how and when you are going to try doing that. 
Remember that new knowledge left unapplied soon evaporates and leaves little residue.

Topic
#2 
and
activity
Reflecting upon your own efforts at a more scholarly approach to teaching.

From your own teaching diary or portfolio notes written over the period of this study course, select a substantial instance or episode from your own teaching that you would be willing to put forward as your (so far) ‘best example of implementing a scholarly approach to teaching as a result of studying the course’.

Prepare, in outline form, a list of the points you would want to make if you were describing and defending this episode to colleagues in your own department as being an instance of your own ‘scholarly teaching work’. The points should cover (as appropriate):

· what your teaching aims were for this episode of scholarly teaching
· what methods you chose and why

· what learning outcomes you believe may have followed from your work

· what evaluative action you took, and what it revealed

· what subsequent reflection on the episode revealed to you

· on which criteria (from those considered in Topic #1 above) you regard the episode as a movement, for you, in the direction of Scholarly Teaching
· any particular connections with the literature you have been reading, that provide the scholarly knowledge background against which you make these claims.

More


Optional Extension
Concept Map:
A task for use either as an alternative to some of those suggested above, or a supplement to them, is to construct for oneself a concept map or knowledge-tree (also sometimes called a ‘mind-map’) to cover what you have studied and learned from these modules.

Whichever particular format you select for the task, the important criteria to be considered are …

· every significant idea, concept or mental construct encountered in the course of study should be identified and a place found for it on the map

· the relationships between different ideas (constructs, concepts, etc) should be shown - eg interconnections, logical dependency, interdependency, hierarchical status, etc

· the map should be organised, structured or laid out in a manner that reveals these relationships - especially hierarchical ones - most economically and clearly (this sometimes means that earlier drafts of a concept map need to be revised and laid out in a different manner until a clear set of interconnections is economically revealed)

· a good map should enable you to quickly identify such things as:

· additional or extended concepts, ideas, items that will still need building in and connecting (but you can’t see how to do it just now)
· gaps where something is missing or a connection you tried doesn’t work or isn’t convincing
· families or groups of items that reveal their interconnectedness now that the map is drawn but which weren’t obviously connected (in your mind) beforehand
· ‘big’ or macro concepts, in relation to ‘smaller’ or micro concepts, so that smaller ones are able to be seen clustering under the ‘umbrella’ of the larger ones
· ‘generative concepts’ - ideas that emerge that are so big that they seem to have a power of their own to generate new ideas, or that stimulate your own mind to explore areas that you had not previously realised might have been connected to the field of study. (‘energy’ ‘structure’ ‘uncertainty’ and ‘adaptation’ are instances of such concepts in the natural sciences; ‘conflict’ and ‘interaction’ and ‘determinism’ are examples from the human and social sciences)
· things you now feel really confident about (you could teach them to someone else) versus things you feel still fuzzy about (you still need to refer to your notes, or the books, or think them through for yourself yet again before talking about them to anyone else)
Postscript: Constructing concept maps can be an excellent reflective strategy for use with your own students at the end of, or even during, any course of study.
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� 	Shulman,L.S.1994. Teacher Appraisal: Valuing Teacher Knowledge (IARTV Occasional Paper 36, July). Jolimont, Victoria: Incorporated Association of Registered Teachers of Victoria.
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