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Preface



The relationship between the teacher and the taught in the university pedagogy has *‘. LI
undergone a tremendous transformation during the recent decades. Classroom

lectures have no more remained a monotonous repetition of phrases by the same 1‘.&“,
person standing in front of chalkboard every day. Today, student is the center of Y
educational activity. The introduction of computerized gadgetry and new initiatives in ~ guaotan

the educational techniques has revolutionized modes of pedagogy. This, subsequently,
has opened up new vistas of attainment for the human mind. The student-teacher equation,
too, has undergone a complete metamorphosis.

Today'’s student has become more inquisitive, more wanting, and the teacher more open, more
willing to impart. The edifice of higher education today is erected upon three basic foundations:
peer consultation, active learning, and incentive of scholarship in teaching and learning.
Sometimes the teacher, despite being well-versed, can not employ proper techniques of
teaching methodology. His teaching sessions do not produce expected results, making it
necessary for him to speak on the matter to one of his experienced colleagues, and get his
advice. The learning process is improved through this peer consultation.

Also gone are the days when students sat as silent listeners to every word uttered by
their professors. Now pedagogy has introduced new trends. The student listens, but he
speaks, and acts, too. He practices what he ponders, and draws conclusions from what he
experiments. He has become an active learner.

Time has never stood still. And with it, the field of education has made strides. Universities
have always remained the centers of higher studies and research of any nation. In
parallel, faculty profession enhancement endeavors have been developed to coop with the
universities demands and ambitious plans. Teaching and learning development centers
have been established and many creative initiatives have been launched.

Staff have also stood in need of upgrading their knowledge. It is, therefore, imminent that
they be periodically offered scholarships to conduct their studies in the latest modes of
university pedagogy.

King Saud University, arguably the best in the Arab World today, boasts of having achieved
all these criteria in the shortest time possible. The Deanship of Skills Development is proud
to be a part of these endeavors.

The First Annual Forum on University Teaching aims at not only inviting scholarly views of
eminent pedagogues on various aspects of university teaching but also letting them know of
the endeavors being put here at King Saud University in achieving scholastic excellence.
The Deanship of Skills Development is thankful to the University Rector, Dr. Abdullah Al
Othman, without whose continued patronage, we wouldn’t have been able to hold this event.
We are also grateful to all the speakers and the participants who were able to spare their
invaluable time for us.

Thank you very much once again.

Dr. Mohammed Ahmed Al Sudairi

Dean, Skills Development.
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James Rhem, Ph.D.
Executive Editor, The National Teaching and Learning FORUM, USA Jali

In 1990 James Rhem created The National Teaching & Learning FORUM,
publication devoted to discussion of college teaching and learning. Earlier in
his career, Dr. Rhem had created The Teaching Professor and a number of other
publications for higher education well known in the United States. The FORUM
differs from these earlier efforts. It's articles are longer and more intellectually

rich and varied. Indeed, the FORUM has been praised for its leadership in the

conversation about college teaching and learning in the United States. Dr. Rhem

has keynoted both national and regional conferences on faculty development and
teaching, and worked with the Carnegie Foundation for the Advancement of Teaching and Learning. Dr.
Rhem took his Ph.D. in English Literature at the University of Wisconsin-Madison in 1979. He has taught
at the University of Wisconsin and at a number of colleges in the Midwest. His independent scholarship

is in the history of photography where he has published several books, including an award-winning
study of Ralph Eugene Meatyard's “The Family Album of Lucybelle Crater” in 2002.

Veronica Bamber
Director of CAP, Queen Margret University, Edinburgh, UK

DrRoniBamberisDirectorofthe Centrefor Academic Practice at Queen Margaret
University, Edinburgh (http://www.gmu.ac.uk/). The Centre for Academic
Practice is responsible for enhancing learning, teaching and research at
the University. Previously Roni was Director of Educational Development
at Heriot-Watt University. She has worked as an educational developer for

ten years, and has participated in numerous national initiatives, including

the Scottish Enhancement Themes (http://www.enhancementthemes.ac.uk/).
Prior to this, Roni was a lecturer in Spanish for 18 years, teaching in four
different universities around the UK.

Roni's current research relates to universities as organizations, the development of staff, and the
evaluation of development programmes. Recent books include Enhancing Learning, Teaching,
Assessment and Curriculum in Higher Education (2009) (http://mcgraw-hill.co.uk/html/0335233759.
html); Reconceptualising Evaluation in Higher Education: The Practice Turn (2011) (http://www.
mcgraw-hill.co.uk/htm1/0335241611.html; and Tribes and Territories in the 21st-century: Rethinking
the significance of disciplines in higher education (forthcoming, January 2012), all jointly with

Professors Paul Trowler and Murray Saunders.
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David Hay
Senior Lecturer, King’s College London

David is a Senior Lecturer in Higher Education at King's Learning Institute,
King's College London. He is also Assistant Director for Research there. His
current work involves studies of the epistemic cultures of the sciences and
the academic practices of other subjects like History and Classics. David

is particularly interested in the ways that pedagogy may make research-

like practice available to student and his work addresses the issues of

relationship that potentially include the students in our academic practice.
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lan Kinchin

Dr Kinchin taught Biology and then Science Education for twenty years
before moving in 2004 to King's Learning Institute (KLI) at King's College
London. He is currently Assistant Director of KLI where he teaches and
researches on various aspects of Academic Development. His academic
interests are in the application of a knowledge-structures-perspective

on teaching and learning as revealed through the qualitative analysis of

concept maps generated by teachers and students. Within this work, lan

has developed a dual-processing model of professional expertise that he is

currently seeking to exploit to produce materials for the support of the expert student (= one who
recognises the existence and complementary purposes of different knowledge structures, and
seeks to integrate them in the application of practice). This work aims to tackle the educational
status quo in which lan has described traditional universities as ‘centres of non-learning’. Much of
lan’s research is currently in collaboration with the Dental Institute at King's College and also with
colleagues in various bio-science and clinical discipines. lan Holds a B.Sc. in Biology; an M.Phil
in Zoology and a Ph.D. in Science Education. He has published over 100 papers in the fields of

Zoology, Science Education and Academic Development.
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Gill Jones
PGCE, PCET, MA PCET, FHEA
Director of Enterprise, Cardiff School of Education

Gill is a member of the School’s Senior Management Planning Team and a
member of the Cardiff School of Education Directorate. Gill's primary role
is to work with academic staff within the Cardiff School of Education to
promote enterprise activity. This is considered to be part of the university's
mission for Innovation and Engagement. Gill develops links between

pedagogy, research and enterprise for the School.

Gill also lectures on the portfolio of programmes that relate to Post-

compulsory Education & Training. She has gained vast experience in working

with lecturers and vocational teacher trainers who wish to develop their skills as practitioners. Gill is
innovative in her approach and advocates the use of creativity in the design and delivery of courses.
Gill has taught on the Post-graduate Certificate in Post-compulsory Education and Training (PGCE
PCET) for 13 years and instils best practices in her students.

From an institutional perspective, Gill was the Programme Director for the PGCE/Cert Ed PCET
programmes. Gill makes a contribution to UWIC’s Quality systems with involvement in committees/
panels such as Mitigating Circumstances and Unfair Practice.

At School level, she has been instrumental in developing the International Staff Development
programme which includes courses such as the high profile Quality and Accreditation in Higher
Education programme, the Managing Quality: an International Perspective, the Strategic Planning in
Higher Education and, more recently the delivery of the Post-graduate Certificate Learning, Teaching
and Assessing. In 2011, Gill received a delegation from the NCAAA (National Council for Academic
Accreditation and Assessment) and in June 2011 presented a keynote speech at the 3rd AROQAE
(Arab Organisation for Quality Assurance in Education) conference ‘Towards Harnessing Quality in
Education and Research’; entitled ‘Quality Assurance: Developing the Capability of Academic Staff

and Senior Managers'.
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Peer Observation:

Peer Observation and Review
James Rhem

Peer Observation as a Tool for Enhancing Teaching
Veronica Bamber
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work in a larger world, a community of peers whose judgment assess and evaluate our efforts

larger concept of peer observation and review has always been with us. We live and

and achievements on many levels. In the academic world peer review has always been part of
scholarship. Peers review and assess our work, decide when and where it will be published and,
following publication, have much to do with establishing the importance of the work within the
scholarly discourse in our disciplinary area whatever that is. Peers, thus, play a valuable role, even
an essential role in maintaining the integrity and vitality of scholarship. The same has not been true
of our teaching.

For generations the presumption about teaching has been that if one knew his or her material, had
command of the content knowledge, the ability to teach that knowledge would naturally follow.
This presumption has continued in many, perhaps most, academic cultures despite the fact that,
as individuals, we have always known it was not true. Everyone has had *good teachers” and
“bad teachers.” We have always known that the ability to teach well was not directly related to
intelligence or mastery of content knowledge or skills in research or even in writing. We might
speculate endlessly on what caused us to cloak ourselves in this mistaken presumption. Was it
ego? Were we afraid to admit we might not be as skilled as teachers as we were in our research?
Whatever the reasons may have been, in the last twenty years the tide has turned and more and
more campuses have begun to embrace a variety of practices known collectively as “the peer
review of teaching.”

There was a time when teaching was not reviewed very probingly at all. As the pressure for
accountability increased - the pressure to “deliver a better product” - more and more urgent calls
for teaching to be reviewed and assessed critically were heard. A first response to these calls in the
United States was the institution of student evaluations of teaching. The practice of having students
file evaluation forms at the end of a course quickly became almost universal. But while these have
been proven to have value and validity, faculty has always had various objections to them. Faculty
rightly complains that such evaluations give only a partial picture of what goes on in a course. And
these reviews come at the end of a course, offering only a static, summative view. And in many
places much too much weight is often given to this single measure of teaching effectiveness.

Recognizing the limits of student evaluations alone, many campuses began to add class room
visits and observations to their efforts to evaluate effective teaching. Sadly, in most places a single
classroom visit was made and a single report filed, once again resulting in a very narrow sample

and limited view of a professor's performance as a teacher in conducting a course of study. These

v
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classroom visits became known as *drive bys” or “parachute drops.”

In the late 1980s and early 1990s in the United States, a group of top leaders in higher education
began to look at effective teaching more methodically, utilizing more measures, more samples and
with a view turned more toward *formative assessment” than toward *summative judgment.” Perhaps
the strongest inspiration for this effort lay in the work of Lee Schulman, Charles E. Ducommun
Professor of Education at Stanford University. Schulman had done important work studying medical
education and the diagnostic skills and practices of physicians. He made extensive observations
seeking to find when doctors were at their best, in what contexts were they effective and why. This
approach of looking long and hard at the whole sweep of the teaching involved set the mode of
inquiry he then helped the American Association of Higher Education undertake into the peer review
of teaching in 1994. That project, directed by Patricia Hutchings, a member of the editorial board of
The National Teaching and Learning FORUM, has been the cornerstone, the seed, from which efforts
to establish the peer review of teaching in the United States have grown.

From the start, this seminal project embraced these two foundational ideas: First, that other faculty
who were also teaching students were best qualified to assess effective teaching, and second, that
the entire sweep of elements involved in teaching a course needed to be taken into account informing
any useful review of that teaching. Only faculty, it was felt, where in the best position to understand
all the complexities of any teaching situation, and thus, other faculty were best positioned by their
own experience to offer useful observations. And at the same time, it was understood that a drop-in
visit could give only a very partial picture of teaching effectiveness; thus, it would be necessary to
look at the entire range of material, all the evidence, relating to the teaching of a course in order to
begin to assess the effectiveness of the teaching.

In truth the deep aim beneath the peer review of teaching is not the development of a method for
forming judgments about individual teachers and how well they teach. The deep aim is the beginning
of an open, positive, -- indeed generative - discourse on teaching, the forming of an academic culture
in which teaching is openly discussed and richly valued. In such a culture the prevailing attitude
would be primarily formative rather than summative; that is to say, teaching would be regarded
as “a practice” much in the way medicine is regarded. The underlying assumptions would be that
improvement was always possible and desirable and that working together, supporting one another
in the effort, good teachers would always find ways to become even better teachers.

Thus the project began by soliciting eleven major campuses across the country as participants
- such schools as Stanford University, Temple University, and the Universities of Michigan and
Wisconsin. And it called upon a full range of departments or academic specialties, including the
*hard sciences” (math and chemistry), the humanities (English and history), as well as professional
schools (nursing, engineering, computer science, accounting).

S 4 Towards Better Univrersity Teaching
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the investigation of peer review was Ernst Boyer's book, "The Scholarship of Teaching.” gl crgiwl

In addition to Schulman’s work, one of the most important documents leading to and shaping

Few had acknowledged teaching as an expression of scholarship before this influential book 'J"""m_i&"'_&":
appeared. Few can do otherwise since its publication. Boyer's work in particular shaped the first T
of three important exercises undertaken by the participants in the Stanford summer institute. That
first exercise was called "Teaching as Scholarship: Reflections on a Syllabus.” Participants were
asked to begin to regard teaching not as technique or presentational method, but as “the kind of
serious intellectual invention we associate with scholarly work.” And so they were asked to bring a
syllabus for one of their courses along with a reflective memo they were to compose on the design

and construction of that syllabus. In addition, to begin the process of peers working with peers, each
participant had been assigned a teammate for the conference. That teammate shared a syllabus
and memo of his own and each participant was asked to also bring a written commentary on his

teammate’s work.

The assignment for the second of the three exercises was sent to participants a few weeks later.
It followed on logically from the first. It asked participants to select a telling episode or particular
incident of classroom practice that revealed something distinctive about their approach to teaching
in their field. Perhaps they might chose a laboratory demonstration aimed at teaching a key concept.
Perhaps they might select an assigned group activity, a follow-up lecture or discussion. Whatever
they selected they were asked to document it in one of three ways: videotape it, have a colleague
visit and report on it, or construct a narrative case study about it. And each of these documents or
artifacts was, again, to be accompanied by a reflective memo. This memo was to respond to one of
the following prompts:

1) Why did you choose to document this particular classroom episode? What is it meant

to be evidence of?

2) What context is needed to understand the sample? Where are we in the unfolding of the semes-
ter? How does the sample relate to what proceeded in the days/weeks before and how does it

connect with what will follow in the next week?

3) What where your goals for this day? Did the class go as planned? How so? Why? Did
you have to change direction and if so why?

4) What does the sample say about your teaching? Does it show your characteristic style?
A distinctive approach? Would others in your field be likely to teach this material differ-

ently? Were you trying something new?
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This exercise sought to move the investigation of peer review deeper in two ways. First it sought to
sharpen skills of critical observation and thought about teaching methods, and second it sought to
prompt thinking about the larger conceptual issues involved in making assessments of the quality
of teaching. It asked the teams to consider what they had learned about their own teaching through
this exercise, especially as they had compared it and the different methods (both teaching method
and method of documentation) of their teammate. Was one more successful than the other? Why?
Was each successful in a different way? How so? Beyond these local and particular considerations,
participants were asked to consider the question of appropriate and best criteria for judging
classroom practice. What matters most: the significance of the topic to the field? The teacher's
creativity and originality? Accuracy of the teacher's construal of the material?

What other dimensions might properly influence the judgment of the quality of classroom teaching?
Should the criteria vary for teachers approaching a course for the first time versus teachers who've
taught the course many times? In other words should junior faculty be judged against the same
criteria as senior faculty? Are the same standards used for judging scholarly research appropriate
to teaching? If so, which ones? Why or why not?

The third and final exercise focused on student learning. The first two exercises looked at how
faculty designed and proposed their teaching (as shown in their syllabus) and how they set about
conducting their teaching (through documentation of actual classroom practice). In this exercise they
were asked to bring a student assignment, that is to say instructions they had given for a student
project, a paper, a problem set, a classroom assessment, computer simulation and so on - something
that had been assigned in order to elicit evidence of some important aspect of the learning they had
intended for their students in one of their courses. Together with the assignment, they were asked to
attach several samples of student work, samples that illustrated the full range of responses to the
assignment together with the feedback faculty had given to the students on their work.

And once again, participants were asked to draft a reflective memo (35- pages) commenting on the
assignment and what the students’ work revealed about their learning.

These three initial exercises undertaken by the eleven participating campuses brought to light four
basic findings about peer review, useful findings, basic findings that set the stage not only for the
course the project followed to its conclusion and the book on the subject that presented them to
a wider audience, but also set the stage for the spread of peer review initiatives begun on other
campuses all across the United States. These basic (and encouraging) findings were:

1) With the right “prompts,” faculty want to talk to colleagues about teaching.

2) The combination of a product or “artifact” of teaching with the faculty member's reflec-

tive commentary about it is a powerful model for documentation.

0 4 Towards Better Univrersity Teaching
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3) It is possible to document teaching excellence in ways that also allow candid self-

4) The best ways to prompt and frame the conversation about teaching depend in

part on the discipline.

The Stanford Institute and the AAHE project on the peer review of teaching lay out the
best introduction to a careful, thoughtful, humane exploration of this topic. Examining this work
and the findings that followed and the experience of campuses that took this work as their starting
point gives an encouraging picture of what can be gained from teachers working together to review
and improve their work as teachers. Peer review emerges as a process that taps one of the most
valuable assets academic communities have, that is to say each other, in the common purpose of
effectively passing on and expanding our understanding of creation.




Peer observation and
consultation as a tool
for enhancing teaching
across the disciplines
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learning. This session will provide an opportunity to think about the different ways in which peer

is a link between academics developing their skills and knowledge, and student

observation and consultation can provide powerful evidence and inspiration to enhance teaching
and student learning. We will also consider the potential impact of peer observation and consultation
on collegial working and institutional ethos.

Introduction

Peer Observation and Consultation (POC) is very common in UK universities, where it is used,
as a minimum, with new lecturing staff, as part of the assessment of the lecturer development
programmes (eg PG Cert in Learning and Teaching) which they attend as a probationary requirement.
For more experienced staff, POC offers a unique opportunity to ‘see over the garden fence’ into other
people’s classrooms. POC is an important tool for academic continuing professional development
(CPD), as this paper will show.

The UK Dearing Report (NCIHE, 1997) brought recommendations about professionalisation and
training for lecturers, although there was opposition from the start to the notion of mandatory training.
Although the provision of CPD for other professions is part of academics’ practice, they are often still
resistant to their own continuing professional development (Elton, 2002; Trowler and Bamber, 2005).
While there is a place for formal, centrally provided learning and development, much knowledge in
universities is acquired through a process of social construction between colleagues. The acquisition
of that knowledge takes place in many informal ways, including through experience (Eraut, 1985).
This is where Peer Observation and Consultation is useful: it provides a framework for academics to
undertake professional development which is contextually relevant, collegial and bottom-up. POC is
also a valuable source of evidence for those who wish to submit individual applications for accreditation
against the UK's national Professional Standards Framework (PSF) (HEA, 2006).

In a survey of Chartered Institute of Personnel and Development members, it was found that
the most popular CPD activities were reading books and journals, followed by work-based and
organisationally located informal learning (Rothwell and Arnold, 2005: 28). The most favoured
activities tended to be “those that occur naturally as part of everyday work” (Rothwell and Arnold,
2005: 28). Academics probably don't differ from this pattern, which means that POC is likely to be
an acceptable form of CPD for them.
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So, in many UK universities, academics are encouraged to engage with peer review in support
of their own CPD and to enhance student learning, even though there is as yet limited published
evidence that this is effective in HE. This is in sharp contrast to the CPD of school teachers, which is
strongly state-controlled and includes POC as a basis for gaining This paper will outline briefly how
POC is done in universities, and what the benefits are for students.

How is POC used?

Peer review can take the form of peer observation of teaching, moderation of assessment design
or peer review of curriculum / assessment design. In the case of POC, this can be formative or
summative. Formatively, POC aims to improve teaching and learning through acting on peer
review and feedback. The intended outcomes are to:

— Evaluate and gather evidence from practice

— Develop the teacher and observer's repertoire of teaching methods
— Improve the quality of teaching practices

— Improve the quality of student learning.

Summatively, POC can be used to assess teaching performance. For example, at the University

of Texas (University of Texas, no date) POC is assessed and contributes to an academic’s profile
for promotion as part of their overall teaching record. However, in most UK universities POC is not
used summatively, since the objective is to use POC to enhance learning.

Principles behind PO

PO, then, usually takes the form of a confidential, collegial exchange of views between two (or
sometimes three) academics. The ‘learning contract’ is that both the peer observer and the person
being observed are there to learn. There is certainly plenty of anecdotal evidence that participants
in POC gain a lot from the process, particularly when it is formative only:

“lam a trained peer reviewer at my University. From experience I learn as much from the process and
experience, as the colleague being reviewed. It s mutually beneficial. Peer observation sparks new
ideas and makes you think how things can be done better or at least differently.” James Derounian,
National Teaching Fellow, University of Gloucester (Race et al, 2009: 9)

POC in Practice
The mechanics of POC are:

® two (or three) academics agree to observe each other.
® They arrange to attend each other's class

' 4 Towards Better Univrersity Teaching
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Before the class, they meet and discuss the logistics of observing, and whether

_r
the person being observed would like a particular focus to be taken Jall & grgiaul]
® During the class, the observer takes notes using a form (and never normally %"&":

intervenes in the class in any way)
® After the class, they debrief: what the observee felt went well or not so well, the
observer's feedback, and what they both learned from the experience
® The observee keeps the observer's notes, perhaps adding them to his / her portfolio.
This experience can help academics ‘get out of their (disciplinary) box’, and gain a powerful insight
into other people’s teaching. | once had an experience where a Head of Department of Languages
complained about a member of their staff being observed by a lecturer in Mechanical Engineering -
but the two lecturers were very happy with the arrangement, since, for once, they were getting to see
teaching in other subject areas. There are a number of other benefits: positive feedback reinforces
good practices, and an academic's confidence can be built by this positive reinforcement. Also, we can
share problems with our colleagues and get good ideas from them as to how to solve the problem - or,
at least, empathy, if they are experiencing the same problem. We also have the salutory experience of
remembering what it feels like to be a student.

But how does PO enhance students’ learning?

Critical reflection

A major benefit for your students is that you take time out to watch and reflect. We often don't take
time in our busy lives to deliberately reflect, but

Ongoing use of reflection is essential for building knowledge, and increasing knowledge increases
one's ability to use reflection effectively and to develop as a teacher. (McAlpine & Weston, 2000)

In the classroom situation, especially for novice lecturers, it can be hard to ‘think on your feet’, what
Schon (1983) calls ‘reflecting in action’. An experienced lecturer can think “This isn't going well. I'll
do something else instead” and adapt, right in the middle of a class. For less experienced lecturers,
this comes later, with practice and when their confidence and repertoire have grown. What can be
done by all lecturers, however, is what Schon (1983) calls ‘reflecting on action’ - *Next time I'll...".

Peer observation provides a structure for mutual reflection on action. As an example, Kolb's (1984)
experiential learning cycle1 (Figure 1, below) can be followed in the POC process:

® At Stage 1, Concrete Experience happens, for example when an observer notes that the
students don't participate in a class.

® Stage 2, Reflective Observation, takes place in the post-observation debrief, when the

1 - For further information on Kolb, see, for example, the tutorial at http://www.ldu.leeds.ac.uk/ldu/sddu_
multimedia/kolb/kolb_flash.htm
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observing pair discuss lack of student participation, and afterwards, when they take their
thoughts away.

® Stage 3, Abstract Conceptualisation, happens later perhaps when the observee reads
some theory or empirical data about student participation.

® Stage 4, Planning Experimentation, takes place when the observee tries out some new
methods for encouraging participation.

Concrete
Experience

4 2
Planning Active Reflective

Experimentation Observation

Abstract
Conceptualisation

Figure 1: Kolb’s Experiential Learning Cycle

Making the most of POC for student learning

Benefits for students can take the form of the lecturer improving many different aspects of their
teaching practice. Some examples of practices which | have seen lecturers improving as a result
of POC are:

Time management

- Classroom management
- Group interaction

-  Student participation

- Use of resources (such as Powerpoint)

0 4 Towards Better Univrersity Teaching
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- Keeping students engaged
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- Use of questions (which we are notoriously bad at).

The following quote shows that very practical outcomes can come from the process of reflecting on PO:

| would say that | learned some of my best ‘moves' in the classroom from peer
observation. | learned to work the room. What this means is that | now know that the
physical presence has a role to play in directing, guiding, and enthusing students. By
watching a much more experienced lecturer, | realised that by not standing or sitting at
the front, but by moving around, sitting among [the students], or even speaking from the
back of the room, the students seem more attentive and more inclined to ask questions.
Nicola Aries, National Teaching Fellow, Kingston University (Race et al, 2009: 9)

For all of these improvements to take place, the POC process must work well: a good reciprocal
relationship between observer and observee, informed discussion, and a willingness to learn. The
post-observation debrief must be honest and supportive, and - most importantly - the observee
must act on what they have learned. This might mean making notes on lecture materials as to how
the session should be run next time, or simply practising in the following classes (for example, to
improve use of voice).

POC is not a straightforward process: none of us are used to having observers in our classroom, and
it can feel uncomfortable. When used summatively, for promotion purposes, it is downright worrying.
Other difficulties are that a one-off experience of POC is limited: it should be part of an ongoing
dialogue. But it is hard to find time for reflection, and for attending others’ classes. However, if we
manage to use POC to best advantage, student learning is certainly enhanced as a result (Gosling,
2005). Some tips on how to ensure that this happens are:

®* Take it seriously: POC should not be just a tick-box exercise
* Get the right partner: this is important for reciprocal learning
* Engage in honest reflection in the debriefing

* Try to maintain ongoing discussion with your peer partner after the POC, (eg regarding a
particular teaching issue)

®  Structure your learning into a Learning Log, and refer to it regularly

* Actonwhat youhave learned: for example, following an observed lecture, adapt your lecture
notes before you forget. Don't leave it till you need to give the lecture again next year

* Do some reading around the topics covered. This is where Abstract Conceptualisation
takes you beyond the limits of your own knowledge and disciplinary norms.

v
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Aims of the SoTL Sessions

®* To consider some of the theoretical frameworks behind SoTL
®* Tolook at examples of how SoTL is done in other universities
®* To consider which SoTL opportunities KSU staff might pursue

* Todiscuss practical tips for pursuing SoTL.

What is SoTL, and why should we do it?
According to Martin (1999), SoTL has three aspects:

— Engagement with others’ scholarly contributions on teaching and learning

— Reflection on one’s own teaching practice and the learning of students within a
disciplinary context

— Communication and dissemination of aspects of practice and theoretical ideas
about teaching and learning.

In order to be able to go down any of these routes, an evidence / research-informed approach is
necessary. As Ramsden (2003) makes clear, this is not a ‘nice-to-do’ activity, but a end result for
responsible academics:

To teach is to make an assumption about what and how the student learns;

therefore, to teach well implies learning about students' learning.

and

There ought to be a definite educational justification for every activity, every
piece of content, that is present in a course of study. Tradition and habit are not

satisfactory educational reasons. (Ramsden: 2003)

Apart from benefits to student learning, SoTL also offers academics alternative research
opportunities, if they are not minded to carry out further research in their own subject discipline.
For example, a colleague whose PhD dealt with paint surfaces on cement felt that this did not
inspire her to further research investigation, whereas she was passionately interested in how her
students learned, and wished to work out why certain approaches to learning and teaching (L&T)
worked, and others didn't. Not only that, but why did some of them work in some contexts, for
some student groups, but not others. SoTL, then usually involves the ppursuit of knowledge about
L&T, not subject content.

7



1t Annual Forum For University Teaching

Theoretical Frameworks

The challenge of taking an evidence / theory-informed approach is that one needs to enter the
theoretical world of another subject discipline: pedagogy. This is a real challenge for those of us
who have spent most of our academic lives becoming expert in a science or engineering subject,
for example. But it is not impossible. For example, in the UK, the National Teaching Fellowship
Scheme recognises and rewards excellent learning and teaching. A look through the Fellows who
have received awards makes it clear (HEA, 2011) that these colleagues have moved from their
subject discipline base into L&T-related expertise and research.

What are the research frameworks behind SoTL? The first comes from Ernest Boyer (1990) who
aimed to reconceptualise academic work, to include the full range of our scholarly activities.
Boyer identified four separate but overlapping functions: the scholarship of discovery, the
scholarship of integration, the scholarship of application and the scholarship of teaching.

In another approach to conceptualising SoTL, Paul Ashwin and Keith Trigwell (2004) considered
the purpose of SoTL, placing different manifestations of SoTL along a spectrum from local to
global. In this framework, different levels of pedagogic investigation relate to personal, local and
public knowledge profiles. Ashwin and Trigwell's schema (Figure 1) categorised SoTL according
to whether the purpose was to inform oneself, to inform a group of colleagues, or to inform a
wider audience. At each level, verification of evidence would be different, and outputs would be
different, from personal knowledge through to public knowledge.

Level Purpose of Evidence gathering | Investigation
investigation processes will be results in
1 To inform oneself | Verified by self Fersonal
knowledge
2 To inform a | Verified by those Local
group within same context | knowledge
within shared
context
3 To inform a wider | Verified by those Fublic
audience outside of that knowledge
context

[Ashwin & Trigwell, 2004, p 122)

Figure 1 - Levels of Pedagogic Investigation
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In their 2005 work, Jenkins and Healey looked at the links between research and teaching,

showing the relationships between the Scholarships identified by Boyer (1990). Two of Jali ;"'q,-_.,ui
Jenkins and Healey's categories are of interest here. Research-oriented teaching is about u-l-ls!l-'l-EJ-:
L

creating a ‘research ethos’ for the students, so that they (and you) understand the processes

by which knowledge is produced, and they develop research-type inquiry skills. Research-
informed teaching happens when academics carry out research into their own teaching practice.
To this end, many institutions give small grants, and, in the UK, a number of national grants are
available to encourage research-informed teaching. For example, the Higher Education Academy'’s
Teaching Development Grants (HEA 2, 2011) offers bid-based development grant funding, to
stimulate evidence-based research and encourage innovations in learning and teaching across
the UK. This fund is so popular than in 2010-11 the £1.5million available received bids from 780
individuals - most of which were not successful. Obtaining grant funding for pedagogical research
is just as demanding as obtaining grant funding for subject discipline research.

Research-led Curriculum structured around subject
content and content based on staff
research interests

Research- Curriculum emphasises understanding the

otientated knowledge production process, and
methods of inquiry.

Research- Curriculum based on inquiry and research

based activities.

Research- Curriculum designed by drawing on /

informed carrying out research into teaching and

learning process.

Figure 2: Research - Teaching Links

The challenge for academics wishing to apply for grants or carry out scholarship in the area of
L&T is that they become ‘boundary crossers’ from their own discipline into another one, and this
requires ‘retooling’ (Tuomi-Grohn et al, 2003). Retooling can mean acquiring a new discourse and
getting to grips with a new set of literature.

What support do you get for SoTL?

Successful SoTL is helped if institutional systems don’t militate against it; for example, if university
reward and recognition systems (eg for promotion) are rooted in subject discipline research outputs,
then the incentive to engage with SoTL is reduced. Senior management, therefore, need to believe

v



in the value of SoTL. Brookfield (1995) tells us that university cultures and reward systems have to
change if reflection on teaching and scholarship are to be encouraged. The small grants being made
available for SoTL at KSU are definitely a step in the right direction. The benefits which can accrue
from such projects can ripple out to the practice of colleagues, and even to other departments. A
small case example might illustrate this point:

Professor Simon Bates (http://sites.google.com/site/simonpbates/home) is Chair of Physics Edu-
cation in the School of Physics and Astronomy at the University of Edinburgh. He is also Dean of
Learning and Teaching in the College of Science and Engineering at Edinburgh. Simon’s peda-
gogical research led to the creation of the Physics Education Research Group at the University
(http://sites.google.com/site/edpersite/). There are currently seven people in this group, with a list
of eighteen L&T projects, some of which are joint projects with other universities. Simon’s work on
learning spaces has had repercussions on classroom design across the institution.

Outputs for SoTL
If SoTL intends to go beyond evaluation, then other people need to be involved. This can
involve different kinds of networks, for example:

—  Writing groups
— Peerreviewers
— Student co-researchers
— Seminars / conferences.

In other words, SoTL needs communities of practice (Lave and Wenger, 1991) for both support
and dissemination of outputs. The following case example will illustrate this point.

Milton Cox is Project Director for the FIPSE Project on Faculty Learning Communities at
the Center for the Enhancement of Learning, Teaching and University Assessment in Miami
University, Ohio. Faculty Learning Communities (http://www.units.muohio.edu/flc/) are

1t Annual Forum For University Teaching

groups of ) T-A trans-disciplinary staff and postgraduate students who engage in an active,
collaborative, year long program which aims to enhance L&T. Regular activities (eg seminars

and retreats) provide support for SoTL and community building.

Such communities will only have credibility, of course, if they produce outputs. (Becher,
1989: 140) tells us that ‘'scholarly reputation can be seen as the prime value in academic life’,
and this is manifested in, for example, the extent of grant funding or published output from each
individual or group, and the value put on these outputs by the process of peer review. Such outputs
could be seen in terms of Ashwin & Trigwell's (2004) hierarchy. Typically, they will take the form of:
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— Grants (internal / external)

— Papers (internal / external)

— Projects (internal / external)

— Research seminars / presentations (int / ext)

—  Working with other institutions / networks.

Outputs will be evaluated in the same way as other research outputs, probably with criteria such
as the ones used by the Australian L&T Council’s Innovation and Development Grants Program:

— Clear project outcomes and rationale

— Approach: strong theoretical framework

Potential usefulness of the project and its outcomes

Good project management

Appropriate budget justification (ALTC, 2011).

What do other universities do?
Practice in promoting SoTL varies, but the following mini case studies give a flavour of the type of
initiative which is designed to support SoTL.

At the University of St Andrews (an ancient, research-intensive institution), a Centre for
Higher Education Research (CHER) has been created. CHER aims to “conduct evidence-
based higher education (HE) research to inform local, national and international policy
and practice, and to promote a reflective, analytical review of HE activities; empowering
professional engagement in teaching and educational provision” http://www.st-andrews.
ac.uk/cher/. This approach is rooted in community-building as a means of supporting
individual SoTL researchers. Currently, 0) staff across 'V Schools and six central
University units are involved in cross-departmental collaboration in evidence-based HE

research.
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At the University of Edinburgh, the Principal's Teaching Award Scheme (PTAS)

was set up a few years ago. It currently has a budget of V-, - -£ per annum, and

this funding aims to support L&T enhancement, and a better understanding of

student learning through pedagogical innovation and research. Bids are received

for discipline-specific pedagogical research projects or development projects.

PTAS is not intended to reward past excellence in teaching, but to stimulate good

practice and innovation. Projects should

Demonstrate knowledge of the relevant educational research
literature

Demonstrate knowledge of innovative practices elsewhere

Be discipline-specific and show how the project will be embedded
within the L&T practices of the School

Outline how project results will be disseminated

Examples of funded projects include:

Problem-based learning in the chemistry laboratory
Pre-arrival academic skills acquisition
Year 1 Physics community building

Interactive online case studies for taught masters

http://www.ed.ac.uk/schools-departments/institute-academic-development/

learning-teaching/staff/funding/about-ptas

The University of Brighton offers a masters module to guide and support those wishing

to write for academic publication (including articles, chapters, books and reports).

Participants examine the writing process, develop confidence with writing, explore

outlets for publication, select an outlet appropriate for their work and produce a piece

of writing suitable for publication. They are supported by workshops, critical friends,

online discussion and follow up sessions.

v’
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Where do you stand?

What does all of this mean for you? What are you researching now (or what might you Jain m;
research? Figure 3 provides a structure to help you think through which topic you would like i aill

to investigate, which theoretical frameworks you might use, which research approach would guaoyl

be appropriate, which networks might be helpful to you, and which outputs you might achieve.

Although it is not assumed that you will have immediate answers to all or any of these topics,

the afternoon SoTL workshop (SoTL in Practice) will give you the opportunity to consider these

questions. We will look at some of the literature available, both subject-specific and generic, and

consider what might be appropriate in each of your contexts.

p Conceptual S
y Frameworks

Values / esearch .
! Networks

- Epistemology (\ Topic !

| /Rescarch S

“‘-\_‘Approach /
Outputs _

Figure 3: What might you research?

Once you have done the above analysis of your own potential direction in SoTL, start reading!
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Abstract

This paper is about the potential distinctiveness of researchers’ teaching. | use new data from two
resent case studies (one in Applied Chemistry and on in Neuroscience) to explore the differences
between science cultures that make extensive use of signs in systems (Applied Chemistry) versus
those to do not (Neuroscience). | review some recent research on academic literacy and notions of
embodiment and show that different science subjects depend on different pedagogies if they are
to be true to science practice. My arguments are also illustrated using the research of others from
fields of Particle Physics and Molecular Biology.

For most university science departments, links between research and teaching are a fundamen-
tal assumption. Nevertheless the studies that have tried to show a correlation between research
and teaching outcomes have been somewhat equivocal (Blackmore, 2009) and for many reasons
researcher status is probably not a measure of willingness or ability to teach (see Kinchin & Hay,
2007). But if we acknowledge that learning science at university includes becoming a member of
community of practice (Wenger, 1998), then it is also plausible that science researchers have a
teaching potential that non-researchers do not. This is because only participants in science re-
search can show themselves as elements within the way the sciences make knowledge (Amann &
Knorr Cetina, 1989; Knorr Cetina, 1999).

In Bioscience, this epistemic culture is socially imaginative and physically embodied (Myers, 2007).
This is to say that new scientific knowledge arises in experience of object but often invisible “things”
like cell-function or neuron growth, and in the dialogic process of communication about these (Hay,
2010). But while some science epistemic cultures (like Particle Physics) occur in sign mediated
conversations, where complex sets of working formulae encode principles so that understanding
is available in the literacy of these, many science fields do not use signs as systems (Latour, 1999,
2005). The practices of Molecular Biology prefer to point directly at their object (Amann & Knor-
Cetina, 1988; 1989) using representation only to make the invisible phenomenal world available in a
render of its hidden action (Knorr Cetina, 1999, p. 103). Thus for example, the position of a band in a
gel, the longevity of a particular cell lineage, or the intensity of a particular recombinant fluorescent
label, are all single inscription points in which information about phenomenon becomes available
(Amann & Knor-Cetina, 1988). Thus in Molecular Biology (and as | will show in neuroscience), aca-
demic practice depends on knowing which questions to ask, fitting method with hypothesis, and the
ability to recognise significant data. Consequently, teaching is a completely different prospect from
the situation where the subject can be grasped through literacy (Kress, 2010). Here (in Molecular
Biology and in neuroscience) the embodied imagination of the researcher becomes the vital hinge
on which the quality of teaching turns, while in Particle Physics (and | show in Applied Chemistry)
academic literacy is the primary teaching issue.
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Data and analysis

As a whole this paper will comprise new data and a new position for analysis of teaching that
hinges on the ways that different disciplines do or do not make used of extended sign mediated
conversations. We will focus on the ways that sign mediated subjects can be taught by teaching
the academic literacy (c.f. Lea & Street, 1998) and also why this means that probably here it is le-
gitimate for non-researchers to do much of the teaching (since they may steer their students to the
signs where understanding of researcher practice is available). But we will contrast this with other
subjects where signs are not used to the same extent and from this we will endeavour to construct
new frameworks for understanding teaching in these settings. Thus Figure 1 shows some of the
drawings of the neuron concept made by undergraduates and elite researchers.

Figure 1. Eight neuron drawings are shown: A is the archetypal neuron image produced by the il-
lustrator Lewllys Barker (Barker, 1899) and reproduced in most textbooks (such as Gray’'s Anatomy);
B — D are some of the drawings made by third year students of a “Developmental Neuroscience”
module; E — H are the drawings of laboratory leaders. The students’ and researcher's drawings were
made without visual reference cues and were elicited by the simple prompt “please draw a neuron’.
Among 174 student drawings, 171 were essentially copies of the Barker-types (A) that Wingate
(2009) has previously described as a “conceptual trough’ that does not correspond to the ways that
Neuroscientists picture the neuron cell in its genuine identity (see Wingate, 2005).

Using this neuroscience drawing data | will show that potentially we have the basis for some sim-
ple criteria for measuring “researcher” status and projecting teaching in fields that do not use sign
extensively. This is because here the distinctiveness of researcher's practice rests on four ele-

0 4 Towards Better Univrersity Teaching
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ments: a) a point towards a real identity (i.e. not a text about a think like a cell, but the cell
itself; b) questions or hypothesis by which the invisible properties of things like cells may be 4 MI
better known; c) the combination of material and questions in settings that invite response LJ-I-:_JW-'I-EJ-:
from other scientists; and d) combining all these elements together, a measure of researchers’ )
authenticity through their sense and feeling for the neuron cell identity.

But, the implications from the data for Applied Chemistry are very different. Here it is possible to
mimic the creativity of the laboratory, just by projecting the interactions between the theoretical
understandings of Chemistry and material properties. This is modelled in Figure 2 where we show
the productivity of two concept maps: one made by and expert researcher and one by one of his
students.
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Figure 2. A (top): This concept map was made by the expert (Stuart) and comprises three distinct
zones of Pharmacy practice: Stuart's own research work with liquids (zone 1); his work with solids
(zone 3); and a zone of patient-treatment (zone 2). The central zone is depicted as a vertical plane
and includes a discrete “core” of molecular Chemistry (zone 2a), but other than that, all the zones
are completely discrete. The practice zones of Starts map (zones 1 and 3), comprise recursive sets
of theory/method labels (light shading) and material/properties (darker), between which are impli-
cated a variety of practice products like the image of a pharmaceutical foam shown in the inset box
(A). The map is simultaneously a model of the *physical pharmaceutics’ module on which Stuart
teaches and also in zones 1 and 3, a working text through which Stuart practices his research. B
(bottom): This concept map was made by one of Stuart's students and although it is simpler than
the expert map, it works in much the same way. Because practice can be shown in a sign mediated
system, it is possible for the student to carry out practice in the sign system.
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Literacy
-

The issue of making academic practice visible is an important aim within the “new academic gl crgiauil
literacy” approach (c.f. Lea & Street, 1999 and see Lillis & Scott, 2007). And for the data in I.J-I-l-lmim}-l-_&-:
Applied Chemistry it is possible to see how the subject is indeed visible in sign systems - like

the concept mapping systems both the expert and the student have drawn (above). For studies of
non-sign based science practice, however, new methods are still needed. In many branches of
Bioscience, the information in textbooks and papers correspond with understanding science only

to the extent that the reader (or commentator) supplies sufficient scientific experience that one is

able to look through the inscription of data towards the elemental status of its referent (see Latour,

1999. 24-79). In such context we must look to a theory of embodiment to be able to explore good
teaching.

Embodiment

There is considerable literature that examines the implicit nature of much of experts’ talk (see Drey-
fus & Dreyfus, 1986 for example). Often this emphasises the ways that making tacit practice more
explicit is a vital step for helping students to acquire the traits of expertise (e.g.). But there are least
two types of tacit knowledge that are important here. On the one hand, there is the information that
often experts neglect to tell assuming that it is agreed already. On the other hand there is the more
corporeal aspect of an expert's practice that cannot be rendered into signs because they need to
be sensed (Knorr Cetina, 1999). This is part of the line we have been pursuing and now we want to
review the ways that neuroscientists practices are part of an experiential register.

In a prize winning paper for the journal Social Science, Myers (2007) reports a rich ethnography of
the research and teaching practices of protein crystallographers. Her essential point is that what
experienced researchers know and think about proteins is inseparable from the ways that they work
with their bodies; researchers using postures and gesture, not just to sign to others, but more deeply,

to inhabit the imaginative space in which folding of a protein is experienced. Myers demonstration |
is that corporeal knowledge plays a key role in thinking intelligently about structural biology (ibid.).
This is an issue of craft (Kaiser, 2005) and it draws particular attention to the engaged agency of
researchers as practitioners (Taylor, 1993).

Yanow and Tsoukas (2009) explore similar issues in a Business Studies context. Their research
(ibid.), develops the work of Donald Schén (e.g. Schén,..) to show how cognition is embedded in
practice activities that are themselves mediated by the “tools of trade”, thereby giving rise to knowl-
edge not acquired by any other means. Such knowledge is sensed “..through active engagement in
and with the practice world, not through thought alone” (Yanow & Tsoukas, 2009., p. 1349). Thus as
Taylor (1993) states, for any practitioner's acts to become intelligible to others, it is necessary to
place them in the context of their making (p. 325).
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Teaching implications

Briefly, this paper explores different types of science practice culture. In one context (Applied
Chemistry) much of that culture resides in sign mediated conversation: in neuroscience it resides in
single point inscriptions that are also measures of the embodied stance of the researcher. In neuro-
science, the lab-leader is the leading figure in their laboratory while in Applied Chemistry this figure
is also found in academic text. In this sense, teaching Neuroscience is probably more difficult than
teaching Applied Chemistry since for Neuroscience what is necessary is that the researcher is still
the researcher in the teaching context. As Knorr Cetina puts it:

“...the individual scientist in the laboratories studied is not just an author of knowledge and a com-
ponent of the setting, but also its' integrating element - for example, if anything integrates a mo-
lecular biology laboratory, it is the laboratory leader. The laboratory, experimentation, procedures,
and objects obtain their identity through individuals. The individual scientist is their intermediary
- their organising principle in the flesh, to whom all things revert.”

(Knorr Cetina, 1999, p. 217)

This if the Neuroscientist is not the agent function in the life-world of teaching, we have also ban-
ished neuroscience from the lecture theatre and it cannot finds its way back in by virtue of a sign-
system that it does not have. It is the embodiment of neuroscience practice that must make this so
and: a) only neuroscience researchers can teach neuroscience; while also b) even these will fail
when their teaching is distinct from the embodied practices of research. The question of the distinc-
tiveness of researchers’ teaching neuroscience turns on whether researchers are still researchers
when they teach and whether they are willing and able to extend their life in the laboratory to include
the lecture theatre.

Conclusions

Because Applied Chemistry and Neuroscience are different practices we also need differ-
ent pedagogic theories to describe good teaching. This paper has shown that teaching
Applied Chemistry depends on sigh mediated conversation and the attributes of teaching
are probably found alongside principles of academic literacy. In Neuroscience, however,
good teaching depends on the researcher showing themselves in the teaching context in
just the same ways as they are embodied in the laboratory.
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Introduction

The novice teacher often sees teaching as telling and learning as receiving (Van
Leuven, 1997). However, decades of research on student learning has shown such a naive
view to be at best unhelpful and at worst harmful to the education of students. Teaching has
to support student access to the discipline so that students are actively engaged in their
learning rather than passive observers of the field. As the prior knowledge that students
bring to their studies is the only starting place for meaningful learning (Ausubel, 2000),
teachers are placed in an impossible position if they try to address the diverse learning
needs of their students on an individual basis. Grouping of students to alleviate this pres-
sure depends on tools that can adequately discriminate between the diversity of student
needs, but even then it is not clear if student characteristics are fixed for any significant
period of time or indeed, if teaching strategies need to ‘hit the moving target’ of evolv-
ing student needs. Therefore a pedagogy is required that will address the needs of the
discipline and will support the needs of students. It also has to be manageable for the
teachers concerned and sit comfortably with their professional values. Many dental schools
around the world set about constructing new curricula that are more responsive to student
learning and more sensitive to evaluation mechanisms. These new curricula aim towards
learning strategies to promote critical thinking and increased problem-solving capabilities
within undergraduate programmes that would prepare students to be lifelong learners (e.g.
Hendricson and Cohen, 1988). However, in the absence of an embedded pedagogy, the
student-centred view of learning creates problems for clinical educators, particularly if they

have difficulty in labeling themselves as teachers, rather than as clinicians or researchers.

At a time when many dental schools are engaged in the task of changing their curricula
(Manogue and Brown, 2007), it is important to emphasize the need for a coordinated devel-

opment of pedagogy - providing the backbone for any curriculum development.



1t Annual Forum For University Teaching

Evolution of Clinical Pedagogy

The simplified summary in figure 1 offers a focus on content, learning styles and exper-
tise as key indicators (but not exclusive characteristics) of the three broad phases of
the evolution of clinical pedagogy. We have found this offers sufficient resonance with
the experiences of clinical educators to help them access the argument for a practice-

based pedagogy (Cabot and Kinchin, 2007).

CLINICAL
EDUCATION
based on

transmission of I based on
sharing of

based on
responsiveness to

acquired STUDENT  |.... aiming fi
CONTENT [==*  through "| Learning O reeew | EXPERTISE
PHASE 1

PHASE 2 L PHASE 3
emphasising emphasising highlighted by

ONFORMITY OF

UNDERSTANDING

I/

1

1 along a styles continuum between complementary
located in ] ‘_I_‘
; ; to CHAINS OF NETWORKS OF
I PRACTICE ] I THEORY ] [ ATOMISTIC ]4—>l WHOLISTIC ] PRACTICE UNDERSTANDING

\ embedded in f

Figure 1: A summary of the evolution of clinical pedagogy in three broad steps, from:

(PHASE 1) a content-driven model that is characterised by a transmission mode of
teaching, to

(PHASE?2) a learner-centred model in which the teacher responds to the individual learning
demands of the students, to (PHASE 3) an expertise model in which the complementary
structures of understanding between the clinical and non-clinical contexts are used as
a basis to develop a coherent view of the discipline that sees teachers and students as
co-constructors of understanding. The arrows joining CONTENT —> STUDENT LEARNING —>
EXPERTISE are greyed and dotted to indicate that this chain of progression (from phase 1
to phase 3) is only theoretical. In practice, teachers find such a direct linear progression
difficult to achieve without a fundamental reconceptualization of clinical education. (from
Kinchin, Baysan and Cabot, 2008).
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There are various ways of categorizing individual student learning differ-  yuyaill

ensolyll

Learning styles and student knowledge

ences, the ‘learning styles model' and the ‘approaches to learning model’ probably

being the most familiar. Both models are concerned with student learning, and it is not
necessary to examine in detail here the differences between the two (usefully summa-
rized by Cuthbert, 2005). Our point is that the second phase of the evolution of university

teaching (Figure 1) is focused on the student rather than the content of the subject.

Numerous dimensions have been used to describe student learning styles, and
at least as many tools have been developed to measure their characteristics (Cassidy,
2004). The apparent diversity of learning styles and instruments has been used as an
argument for not engaging with the learning styles literature, whilst Ritter (2007) has dem-
onstrated how the uncritical use of learning styles inventories can subvert the discourses
of student diversity and justify the tendency to promote commonality in student learning
behaviours. The lack of clear evidence for a unifying theoretical underpinning for learn-
ing styles inventories has also been given as an argument for ignoring this literature to
inform teaching in clinical education (Walsh, 2007). Whilst a proportion of the literature
on the practical uses of learning styles fails to have sound evidence regarding validity
and reliability of the research (Coffield et al., 2004a; 2004b), this does not invalidate the
observation from practice that different students prefer to interact with learning materials
in different ways and, therefore, a consideration of students’ learning styles is sensible
when developing materials to support learning (Rayner, 2007). However, if learning styles
exist, they constitute only a part of students’ attitudes towards their study, and so only

account for part of the story of student learning (Bloomer and Hodkinson, 2000).

The terms ‘deep/holistic/meaningful’ and ‘surface/atomistic/rote’ are used in
combination within the literature. Deep/meaningful learning styles includes a range of
behaviours that help the student to understand and maintain the structure of a task by
relating previous knowledge to the new, building up a bridge between theoretical ideas
to everyday practice and by organising the content into a coherent whole. Adoption of
learning styles tending towards the atomistic, involve the unreflective memorization of

information and focus on unrelated parts of the task. However, it should also be noted

7



1t Annual Forum For University Teaching

that ‘deep’ and ‘surface’ (which ever combination of terminology is adopted) is not a

simple binary (eg. Beattie, Collins and Mclnnes, 1997).

Integration of science with clinical practice is a key objective of any health-
care curriculum, including the development of expertise in new and emerging treatment
modalities (Wilson, 2007). However, students often perceive that the mantra of survival
is to pass the exams by rote learning and to discover the relevance of this material
later in practice (Fang, 2002). This is reflected in the learning styles employed by dental
students that tend to be ‘concrete’ in their focus on correct answers, and ‘sequential’
in their linear acquisition of knowledge (Berlocher and Hendricson, 1985). This may be
linked to the dominant teaching style and presentation of materials in lectures (Kinchin
and Cabot, 2007) and to the requirements of work in the clinical environment (Kinchin,
Cabot and Hay, 2008). Whilst it may be helpful to develop teacher sensitivity to students’
individual learning differences, this can have a disempowering effect upon university
teachers who feel they cannot mobilize their greater appreciation of students’ learning
needs with the practical constraints that are placed upon their teaching by the institu-
tion. Indeed, the focus on simplistic binaries in higher education (such as student vs.
teacher centredness) may have become a distraction from the main business of teach-

ing and learning (Cousin, 2008).

A focus on expert practice

Patel, Arocha and Kaufman (1999: 89) have explained that ‘an effective clinical
teacher needs to be able to articulate knowledge that would normally be tacit for a
practitioner not engaged in instruction'. It is precisely the articulation of this tacit knowledge
that needs to be placed in the public arena to highlight the chains of practice that are
manifest in the clinical teacher's actions and the underlying network of understanding that
is usually held privately (Kinchin, Cabot and Hay, 2008). The clinical student needs to gain
experience in converting between complementary chains and networks. At its most simple,
this can be signified to students in lectures by using carefully constructed supplementary
materials (such as handouts) that emphasize the integrated nature of knowledge and the
origins of the linear structures projected within the lecture. Such structural transformations
can be modeled for the student, once the teacher has recognized them. Engagement in

concept mapping activities allows the teacher to recognize the existence of the structures

0 4 Towards Better Univrersity Teaching
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and allows him to make them public to the students within the course of teaching. The

L eadilodl
use of concept mapping also slows down the process (that is usually automated) to  Jall L_j‘J'P-“”'
e

facilitate its examination. So, for example, the typical structure of a clinical procedure eazslall
would be a chain of practice that would be communicated to the student. The student's
competence would be assessed through his ability to reproduce that chain under varying
conditions and with various patients. The student’s expertise, however, must be assessed
through his ability to relate the chain of practice to the underlying network of understanding,
and explaining how the elements are linked, and how and why the chain of practice should

be modified in response to changes of context.
Conclusion

The clinical student has to juggle information between the clinical and the
non-clinical teaching environments. Within a clinical pedagogy that focuses on the
connections between theory and practice, the linking of these two components of the
curriculum is made explicit. This will help to avoid the situation, suggested by Fang

(2002), where students feel (in the words of one of our 4th year students) that:

..we have to learn everything twice. Once for the exam, and then
again to understand what it was we were examined on. But we never have

time for the understanding bit ... maybe once we've qualified?’

The approachis not prescriptive of teaching style, classroom management ordelivery mode (ie.
face-to-face teaching or e-learning), and does not exclude any classroom strategy considered
productive in a particular environment. It simply requires the teaching to demonstrate the
connection between chains of practice and underlying networks of understanding. In other

words, making explicit the connections that are used intuitively by the expert.
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Abstract

This paper is about the issue of relationships in higher education. | use a variety of learning theories
to explore issues of relationship towards people: students, teachers, researchers etc., and also to
the academic setting: the university, the lecture theatre, study work, examination etc. | develop a
view of the academic person as “a subject in development” (Kristeva, 1998), and show the ways that

understanding that is synonymous with the person whom learns (Jarvis, 2006).

Introduction

The issue of quality relationships in higher education is much neglected theme. While there is a well
developed literature on student's espoused motivations (e.g. Marton & Pang, 2006; Scouller, et. al.,
2008), their study approaches (Siljo, 1979; Marton & Séljo, 1976; 1984) and accounts of their learn-
ing experiences (e.g. Marton & Saljo, 1974), we have tended to talk about our student’s learning as
being only *theirs” (Haggis, 2009) failing to sufficiently acknowledge that learning is a dialogic proc-
ess (Alexander, 2004; Wegerif, 2007; 2008) that includes the teacher and the student both together
(see Wegerif, 2010). Related to this, most research of university student learning has a second
order perspective (Hay, Wells & Kinchin, 2008) and excepting perhaps the early work of Gordon
Pask, there are relatively few published studies that document students’ changing text production
in a teaching context. But the research of Bizzell (1986), Flower (1994) and Sternglass (1997), all
of whom document students’ writing, sometimes over many years, tend foreground the moral, ethi-
cal and social development of students (see also Perry, 1970 and more recently, Mertz, 2007). This
is important data, drawing specific attention to the ways that relationship is probably the learning
precondition (Alexander 2004; Wegerif, 2010). Nevertheless there is increasing acknowledgement
that higher education teaching should be grounded in a theory of student learning (see Hay, Kinchin
& Lygo-Baker, 2008) and what is important is to identify the educational theories that depict learning

relationship in different ways. Several of those theories are reviewed below.
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Cybernetic models

David Kolb’s model of the experiential learning cycle (e.g. Kolb 1984) is probably amongst the most
common education models used and reference in higher education scholarship. This is shown in

Figure 1.

Concrete experience

RN

Testing implications

of concepts In new Observations and
situations raflactions
\ - /

abstract concapts
and generalisations

Figure 1. Kolb’s learning cycle (Kolb 1984)

This model implies relationship, but it does not make the issue of relationships explicit. For exam-
ple, compare this model (Figure 1) with Gibbs’' model of reflection (Gibbs, 1988) shown in Figure 2,

where issues of feelings and senses are fore-grounded explicitly.
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Action Plan Feelings
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Figure 2. Gibbs’ Model of reflection (Gibbs, 1988) .
. endiloll
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But as Jarvis explains, most of these approaches fail to place the learner centre-stage. Jarvis IJ-'-':'I-‘-U-'I
model (Figure 3), however, starts and ends with people and the ways they change in context to

relationship.

Situation (2) The person:

o +  Reinforced but -
_____...---""'""-' rlativaly

Experience (3) | unchanged (4)

L

—pat The person (1)

Practice \
Experimentation (5) \
Evaluation (8) 11 Memorization (8)

Reascning and
Reflecting (T)

k4
The person:
Changed and
mang
exparenced (3)

Figure 3. Jarvis’ Model of the person who learns (Jarvis, 1992)

Nevertheless all these models (Jarvis’ included) are essentially depictions of a cybernetic system,
squaring away social relationship into models of their operation (Bruner, 1988). Now we need to turn
towards learning theories that focus on the function of language and culture since here we start to

get closer to the ways that individuals take part in their figured worlds (Holland, et al, 1998).

Language and culture

Perhaps the work of Lev Vygotsky (e.g. Vygotsky, 1978; 1986) has been more influential in higher
education than any other body of analysis and development of theory (see Werstch, 1998). Most
importantly, Vygotsky explains how learners can acquire experience and understanding without
prior-knowledge because of an extension in what he calls the “zone of proximal development”
(which is the difference between what a learner can do on their own and what they do with the help

of a more advanced other. Here for example the mother (or teacher) uses a child’s spontaneous sign
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use (such a pointing with the finger) ahead of the child’s conscious understanding in order to draw

them into more culturally mediated use of sign (ibid.).

But also Wegerif points out that Vygotsky tends to hide the issue of relationship in the ways
he shows this process. Thus in the example of the finger point above, it is actually the mothers rela-
tionship towards the child and likewise the child’s relationship to mother that make any of this possi-
ble from the beginning (see Wegerif, 2007; 2008). For the child to learn the proto-declarative function
of the pointing sign (as means of directing attention) they must previously follow the mothers gaze
(and vice versa) as potentially being more than *| want that” and indeed, Barron-Cohen (1994) shows
that autistic children readily master the proto-imperative request (*‘please give me that’), but rarely
acquire the more communicative declarative sign. Using the work of Michael Bakhtin (e.g. Bakhtin,
1981, 1986), Alexander (2004) explains, that is trust, interest, commitment etc., that are always the
learning pre-condition and while this might be clear in analysis of childhood learning it is also rel-

evant at all educational levels (Wegerif, 2010).

Dialogue

Jerome Bruner reaches similar conclusions (Bruner, 1986; 1997) explaining that the problem with
Vygotsky’'s theory is that it hinges on *monopoly of foresight” whereby if the *teacher’ does not have
genuine commitment to the learners’ development and wellbeing, then intentionally or not, they will

tend to neglect the very process that create the “zone” (Bruner, 1986).

But Bakhtin's dialogic theory offers a view point where the self is always inseparable from
others or form otherness in general. Here learning quality is exactly synonymous with the quality of
relationship that it includes. The ability to forgo ones’ limited understanding in order to "see with the
eyes of another” is development of understanding others and it arises of its own volition as conse-
quence of relationships developed already and then extended in the process. This is an image of
the social imagination and it provides a very powerful framework for understanding the ways that
students learn to be party of the academic subject. Hay (2010) explores this in the specific context

of students learning neuroscience.

Student case studies

0 4 Towards Better Univrersity Teaching
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Most researchers tend to teach in formal ways. First the university science curriculum tends
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to be comprised of formal content. Second, formal science has an authority (and even per-  Ja4! L_j‘J“‘-“”'
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haps a perceived respectability) that is “safer”. While the informal conversations that take canslyll
place at conferences and in other social settings might be vital in shaping how research is prac-

ticed, they are seldom modelled in the lecture theatre (or even the tutorial). Nevertheless, a single
module is often taught by many different “experts” and the difference between them (as the differ-
ent speakers of respective academic subjects) is sometimes sufficient for students to win-out the
subject. The data that | use to show this process is already published (see Hay, 2010) and there is a
website that provides examples of this student's work as well as their commentary on learning (see:
dialogueonthepage.com). But briefly in a paraphrase of one student's (Lisa’'s) words: “When I listen
to a lecture or when | read a scientific paper, it is not important to me how | might understand these
texts. | am only a student and my grasp of the subject is limited - so that | will only introduce my
own mistakes. Instead I listen (or read) as if | were one of the other researchers who teach me. So
when | listen to Dr. Williams give a lecture, | write my notes as if | were Dr. Wingate: imagining how
he would respond and re-pattern Dr. Williams' explanation. Afterwards | throw my notes away and
| repeat the process from another perspective (in another lecture or while reading another paper).
But eventually, doing this, the subject just appears for me - as mine - as a consequence of bringing

all of these (people) together.”

Taking the perspectives of another

Lisa (a third year university student) shared her study work with me during a yearlong study of her
understanding of Neuroscience. We met every second week and Lisa would show me the sketches
(notes, drawings and concept maps) that she made as well as talking about them (and her experi-

ences of learning). At every stage Lisa’'s learning work was imaginative as she went about re-

patterning one researcher's text as if she were standing in the shoes of another researcher. Thus
for example, the dialogueonthepage.com website shows a re-enactment of how Lisa reads a paper;
first to grasp the gist; second to re-write it as she imagines one or more of her lecturers might have
read it; and third to gather the new labels (insights that arise in this process). Lisa did this every time
she reads (and she read a lot in the year of our work together) and she used the same process in
here lectures, treating these as *readings” too. Often she would talk about the relationship that she

was developing with her teachers and other scientists by doing this and in the end she described

v
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how her own relationship developed within the academic field - so that she was also part of it. Fig-
ure 1 below is one of twenty "maps” that Lisa made two weeks before her final examinations. It was

drawn without prompts. | (not Lisa) drew the neuron image in the map. This is explained below.
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Figure 1. Lisa’s drawing (concept map) of “dendrogenesis”.

When Lisa spoke to me about her map she burst into spontaneous laughter as she traced
the outline of “the neuron” (shown) with her figure: “Of course you can see what I’'ve done
— | have drawn the neuron structure as | imagine it. That’s amazing! | didn’t know that |
was doing that but of course | feel the neuron - as a pattern - and then all the things | know
about the neuron are a consequence of this”. In order to verify what Lisa had done, | asked
Richard (as Lisa’s researcher/teacher) to inspect her map. All the distinctive features of the
expert “gaze” are there. Her image is a moving one: it is predictive and suggesting potential
inquiry as well showing what is known. Also it comprises questions, effectively projecting

how a neuron might develop and chasing issues of neuron structure back towards the de-

e
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When we looked at all her other maps, this same imagination was evident uy4il)
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velopment processes that are (and might be) drivers of its form and function.

and also the issue of relationship became increasingly conspicuous. These were rela-

tionships extended towards the neuron subject that Lisa studied (shaped), but also towards
the people that taught her. For example, Lisa’s image of “dendrogenesis” was a tree-like
shape, organising and predicting the process of “ dendrite development” as “roots” and
“leaves” and “branches” and including Lisa’s affective disposition towards these “images”
as well as towards the people that were part of them (see Hay, 2010 and the website: dia-

logueonthepage.com).

Figure 2 shows a model of the social process that Lisa used to constitute her understanding
from within the subject field. It is a general model of imagination, explaining how the aca-
demic subject (that includes its speaker) can arise spontaneously in dialogue. The point is
that through the dialogic process, Lisa has become a researcher, not because she learned
the formal texts of science, but because she finds the neuron subject shaped between the

texts of those that also shape the practice image of the neuron as identity.
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Figure 2. A schematic model of Lisa’s learning
The inter-animation of two “speakers” texts

When two (or more) texts are brought together there are three potential outcomes: a)
synthesis; b) one writing-out the other; or the inter-animation of the two. The first two of
these outcomes are (Hegellian) dialectic products: the third is dialogic (cf Bakhtin; 1981;
1992) and essentially imaginative. In this model (Figure 2 above) | project the inter-an-
imation two different (but related) texts. These are shown as the texts of two lecturers
(Lecturers A and B: or in Lisa’s case, the texts of Darren Williams and of Richard Wingate).
Now the student (Lisa) may simply try to learn each text separately (as two different given
“things”): but she does not do this, instead she brings them together because of trying to
imagine how one would “read/re-write” the other. Now since Richard’s and Darren’s texts
are actually constituent of different subjects (different people, different view points etc.),
they never fit together exactly and only a new insight produces a way of seeing both their
texts together (inclusively, including their difference). This insight is imaginative (and crea-
tive) occurring in the “space” of tension in between the difference of the two, and as this

insights start to be labelled it becomes new text (a new image of the academic subject).

.__\‘

— % Towards Better Univrersity Teaching



.

This is new development of the subject per se and it includes Lisa’s development as
“« . ” endiloll
a new “subject/speaker”. Jolt B coqi i
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This is the process by which new personal understandings arise, but it is also '

the process by which scientists constitute insights that are new to science. To acknowledge
the function of imagination in science is to orientate students and researchers together
in the same dialogic direction of scientific practice (communicative and therefore inter-
personal), not to juxtapose these two as “novice” versus “expert”. Relationship is the more
inclusive term joining relations to other people through academic practice, and in this
case, to relationships to neurons as experiences of otherness in general - like the neuron
cell identity.




1t Annual Forum For University Teaching

rd

-~

References

Alexander, R., 2004. Towards Dialogic Teaching: Rethinking Classroom Talk. Cambridge,

UK: Dialogos.

Ausubel, D.P., Novak, J.D & Hanesian, H., 1978. Educational psychology: A cognitive view

(second ed.) New York: Holt, Rinehart & Winston.

Bakhtin, M.,1981. The Dialogic Imagination: Four Essays by M. Bakhtin. Ed., M. Holquist,

trans. C. Emerson & M. Holquist. Austin, Texas: University of Texas Press.

Bakhtin, M.,1986. Speech Genres and Other Late Essays. Ed., C. Emerson & M. Holquist,

trans, VW. McGee. & C. Emerson. Austin, Texas: University of Texas Press.

Baron-Cohen, S., 1994. How to build a baby that can read minds: Cognitive mechanisms in
mindreading. Cahiers de Psychologie Cognitive/Current Psychology of Cognition, 13: 513-

552,

Bizell, P., 1986. What happens when basic writers come to college? College Composition

and Communication, 37, 294-301.

Bruner, J., 1986. Actual Minds, Possible Worlds. Cambridge, Massachusetts: Harvard Uni-

versity Press.

Bruner, J. (1986). Actual Minds, Possible Worlds. Cambridge, Massachusetts: Harvard Uni-

versity Press.

Bruner, J., 1997. A narrative model of self construction. In: J.G. Snodgrass & Thompson,
R.L. (Eds.). The Self Across Psychology: Self-Recognition, Self-Awareness and the Self Con-

cept. New York: Annals of the New York Academy of Sciences, pp. 145-163.

0 4 Towards Better Univrersity Teaching



.
Flower, L. 1994. The construction of negotiated meaning: A social cognitive theory
Bl

of writing. Carbondale: Sothern Illinois University Press. JORE crplunk
i)l

easolall

Gibbs, G., 1998. Gibbs, G. (1988). Learning by doing: A guide to teaching and learn-
ing methods. Further Education Unit, Oxford: Oxford Polytechnic.

Haggis, T., 2009. What have we been thinking of? A critical review of 40 years of student

learning research in higher education. Studies in Higher Education, 34 (4), 377-390.

Hay, D.B., 2010. The imaginative function in student learning: Theory and case study data
from third year neuroscience. The Journal of the Hellenic Psychological Society, 17 (3),

259-289.

Hay, D.B, Kinchin, I.M. & Lygo-Baker, S. (2008). Making learning visible: the role of concept-

mapping in higher education. Studies in Higher Education, 33 (3), 295-312.

Hay, D.B., Wells, H. & Kinchin, I.M. (2008). Quantitative and qualitative measures of stu-

dent learning at university level. Higher Education, 56: 221-239.

Holland, D., Lachicotte, W, Jr., Skinner, D. & Cain, C., 1998. Identity and agency in cultural

worlds. Cambridge Massachusetts, Harvard University Press.

Jarvis, P., 2006. Towards a comprehensive theory of human learning. London & New York:

Routledge.

Kolb, D. 1984., Experiential learning: Experience as the source of learning and devel-

opment. New Jersey: Prentice Hall.

Kristeva, J. (1998). The Subject in Process. In., The Tel Quel Reader, P. Ffrench and R.-F. Lack



1t Annual Forum For University Teaching

| (Eds.). London & New York: Routledge, pp. 133-178.

Marton, F. & Saljo, R. (1976). On qualitative differences in learning I: outcome and process.

British Journal of Educational Psychology, 46, 4-11.

Marton, F. & Saljo, R. (1984). Approaches to learning. In: F. Marton, D. Hounsell & N. Entwis-

tle (Eds.). The experience of learning (pp. 115-127). Edinburgh: Scottish Academic Press.

Marton, F. & Pang, M.F. (2006). On some necessary conditions of learning. Journal of the

Learning Sciences, 15, 193-220.

Mertz, E. (2007) The language of law school: Learning to think like a lawyer. Oxford: Oxford

University Press.

Perry, W.G. Jr. (1970). Forms of ethical and intellectual development in the college years: A

scheme. San Francisco: Jossey-Bass.

Séljo, R. (1979). Learning in the learner’s perspective I: Some common sense conceptions.
Gothenburg University Department of Education Report No 76. Gothenburg: Gothenburg

University.

Scouller, K, Bonanno, H., Smith, L. & Krass, | (2008). Student experience and tertiary ex-
pectations: Factors predicting academic literacy amongst first-year pharmacy students.

Studies in Higher Education
33 (2), 167 —178.

Sternglass, M. S., 1997. Time to know them: A longitudinal study of writing and learning at

the college level. New Jersey: Lawrence Erlbaum.

Vygotsky, L., 1978. Mind in Society: The Development of Higher Psychological Processes.

S 4 Towards Better Univrersity Teaching



.

. -
Joll = ergiuull
Vygotsky, L., 1986. Thought and Language. Cambridge, Massachusetts: MIT Press. )

ensolyll

Cambridge, Massachusetts: Harvard University Press.

Wegerif, R., 2007. Dialogic, Education and Technology.: Expanding the Space of

Learning. New York: Springer.

Wegerif, R., 2008. Dialogic or dialectic? The significance of ontological assumptions in re- |

search on educational dialogue. British Educational Research Journal, 34 (3), 347-361.

Wegerif, R., 2010. Mind expanding: Teaching for thinking and creativity in primary educa-

tion. Maidenhead: Open University Press.

Wertsch, J.V. 1998. Mind as action. Oxford: Oxford University Press.




Developing the
expert student




.

Bl i

Jgll & geqiul
pr )

easolall

Introduction

The presentation starts with the question, “What should our students be doing?”. The an-
swer to that question will depend upon what the teacher considers to be the purpose of the univer-
sity curriculum: whether he considers it to be ‘the transmission of information from the textbook
to the student's examination script without causing any disturbance to the student's brain’, or ‘to
develop the next generation of experts within a given discipline’. If we take the view that developing
student expertise within a given subject is a valid goal, then the teaching within a discipline has to
mirror the professional activities which characterise that discipline. If not, we run the risk of creat-
ing a ‘centre of non-learning’ (sensu Kinchin, Lygo-Baker and Hay, 2008). This work is, therefore,
explicit in the aim of developing the expert student, defined as: one who recognises the existence
and complementary purposes of different knowledge structures, and seeks to integrate them in the

application of practice.

Background

Over the past six years, | have been working with colleagues at King’s to investigate the
nature of professional expertise and the way in which this relates to the university curriculum. In
brief, the variation in knowledge structures that forms a part of the practice of subject experts and
practitioners is often overlooked in the development of university curricula. University teaching is
traditionally dominated by the transmission of linear sequences of information that bear little re-
semblance to the structure of the discipline being taught. The consequence of this mismatch is that
students resort to rote learning, with the result that students simply acquire information but do not

develop their understanding - described as ‘non-learning’ (Kinchin, Lygo-Baker and Hay, 2008).

The first hand observation of the practice of experts (from the perspective of the knowledge
structures they employ) shows that they oscillate purposefully from the chains of practice that char-
acterise their professional activity and the underlying networks of understanding that allow them to

appreciate the steps in these chains and to be involved in the evolution of practice by justifying the
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modification of chains of practice as circumstances change (Kinchin and Cabot, 2010). This activ-
ity needs to be mirrored in the teaching of undergraduates so that they learn to think like dentists /

historians / engineers etc. and not just mimic their professional actions.

The result of this is that we can visualise a model of the expert student to appreciate the general

principles of expertise that can later be modified to suit particular disciplinary contexts (Fig. 1):

THE EXPERT STUDENT

oscillates purposefully
between

COMPLEMENTARY
KNOWLEDGE STRUCTURES

organised as organised as

CHAINS OF — L NETWORKS OF
PRACTICE used to justify

selection of most
appropriate

UNDERSTANDING

indicative of indicative of

can
contextualise

CONCEPTUAL
UNDERSTANDING

EXPERIENTIAL
COMPETENCE

embedded in

Figure 1

The expert student is one who recognises the existence and complementary purposes of different knowledge structures
(typically seen as chains of practice and networks of understanding), and seeks to integrate them in the application of
practice. (modified from Kinchin and Cabot, 2010).

Consequences for learning & teaching

The model in figure 1 shows that there are two sides to learning. These are:
1. The experiential component. This is the practical part of the subject that might include con-
ducting laboratory protocols in the pure sciences; performing clinical procedures in dentistry;

analysing text in history; teaching a class in education; designing a circuit in electrical engi-

neering; measuring water flow in a river in geography etc etc. This part of the curriculum is often
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learned as isolated linear sequences of activity that employ segmented learning so that

ment.

2. The conceptual component. This is the theoretical part of the subject that might include an appre-
ciation of physiology in the pure sciences; understanding anatomy in dentistry; understanding
the political context of a text in history; a consideration of pedagogy in education; understanding
the physics of a component in electrical engineering; understanding hydrological processes in
geography etc etc. This part of the curriculum is often learned in an integrated manner and em-

ploys cumulative learning so that learning a new concept often builds upon prior knowledge.

If we accept these two complementary components of learning, then we have to accept that there
will be points where a student is concentrating on one aspect to the exclusion of the other. This
means that students will spend some time acquiring information that will be integrated later. So in
terms of developing understanding, there will be periods that could be referred to as ‘conceptual
stasis’ (Kinchin, 2010). That means that whilst there is active acquisition of information, there may
not be any development in understanding at that point. Such understanding will happen as bursts in

what has been described as a punctuated model of learning (Mintzes and Quinn, 2007).

One obvious consequence of this is that we must ensure that formal assessment coincides with
periods of conceptual change (i.e. after the conceptual thresholds have been crossed), and not with
periods of conceptual stasis where, by definition, the measurement of learning would be a futile
exercise and may cause students to revert to rote learning of materials such that examinations

would only be measuring non-learning.

Threshold concepts

The literature on threshold concepts contends that there are key ideas within a discipline which
will have the function of integrating understanding and transforming the student's perspective of a
subject. These threshold concepts are described as acting as a portal, giving access to a previously
inaccessible way of thinking about something (see: Land, Meyer and Smith, 2008; Meyer and Land,
2006; Meyer, Land and Baillie, 2010). The idea of threshold concepts appears compatible with the

consideration of learning as a punctuated process and can be visualised through the model given

v
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infigure 1. However, there is little consensus on the threshold concepts for each discipline, leaving

departments with the following important questions to address:

a)
b)

c)

d)

What are the threshold concepts with my discipline?
How should these be arranged within the curriculum?

How can we prepare students to meet these threshold concepts by ensuring they have the

pre-requisite knowledge in a form that is amenable to integration?
How can we assess that students have acquired the threshold concepts?

Loertscher (2011) contends that: “Because of the importance of threshold concepts in
mastery of a discipline, it is reasonable to expect that if more time were spent develop-
ing threshold concepts early in the study of a discipline, the learning of additional core
concepts would happen more quickly and student understanding of core concepts would
be deeper.” However, the knowledge structures perspective that has been described here
suggests that the opposite might be the case: that core concepts need to be in place and
amenable to subsequent integration by threshold concepts. It may actually be the case
that different students will approach threshold concepts at different stages of the curricu-
lum and from differing perspectives, depending upon their prior knowledge/experience and
motivation. What is important is that teachers and students realise that there are different
knowledge structures within the curriculum that require appropriate learning and teaching
strategies so that whenever threshold concepts are approached, students have the neces-
sary cognitive tools to make the transition from novice to expert, and do not retreat into the

default position of non-learning.
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is painting.
Paintings are crafted by artists.
The work of the artists can be long-lasting.
The artist is often dead before his/her skill is truly appreciated.
This session aims to:
® Examine the concept of artistry and the role of the university lecturer;
® Discuss the role and responsibilities of the university lecturer in bringing about effective
learning and contributing to the quality enhancement activity of KSU;
® Explore elements of underpinning education theory that guide the practice of a good uni-
versity lecturer and promote excellence in practice;
® Investigate strategies that instil best practice in the planning and preparation for effective
learning and teaching;
® Explore strategies that encourage students to engage in the learning and teaching pro-
cess.
The session will be useful for those who:
® Have recently been appointed to an academic role;
® Are undertaking a course for the training of academic staff who will teach in the higher
education sector;
® Areinterested in working as an teacher/lecturer in the higher education sector;
® May be looking to refresh/affirm their approach to working with adult learners.
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What do we mean by the term ‘the art of teaching’?

The mediocre teacher tells;
The good teacher explains;
The superior teacher explains;
The great teacher inspires.
William Arthur Ward

| will start here by asking questions...

® How many of us can remember an inspirational teacher from our travels through the edu-
cation system?

®  What was it that made him/her so memorable?

® Are good teachers born, or are they made?

‘Every good course is run by a good teacher ... [however], like a lot of jobs, the people who are
good at it make it look easy’ (Corder, 2002, p. xv). These words are very true, particularly when we
consider that teaching is the profession that teaches all the other professions (Anon).

What is the role and responsibility of the teacher/lecturer in higher
education?

The first few years as an academic can be a challenge. In between writing new material, researching
and responding to student queries, you are also trying to look at the best way to deliver your subject,
hone your teaching sKills, inspire your students and impress your colleagues! (Knight, 2002).

Armitage et al. (2007, p88) stipulate that the teacher has two major responsibilities: firstly, the
planning of well structured, stimulating and effectively taught sessions that have coherent aims and
objectives and clear assessment; and secondly, the management of the learning environment so
that students can achieve their potential.

Clearly part of the role of the teacher (or lecturer) in higher education is to motivate/inspire students
to learn. Often, academic staff are employed on the basis of their expertise in a given subject or their
capabilities as a researcher and little thought is given to supporting them to develop skills to teach.
Expertise in a subject does not necessarily mean expert teacher. Competence in the classroom or
in the lecture theatre is something to work at.

That said, the key to being a great teacher (or lecturer) is based upon strong subject knowledge. |
have found many instances where an approach to learning and teaching will work in one context
and not in another. For example, when | began teaching, | used to teach students to knit (textiles)
and was challenged as to how | could use role-play as a means of doing this. However, one of my

° 4 Towards Better Univrersity Teaching
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contemporaries was teaching Spanish and quite happily used role-play regularly to develop

to recognise the most appropriate way of sharing information with students to ensure that %ﬁ

learning is effective.

How do we aim to make learning and teaching effective?

Students have differing approaches to their learning and just as we say that academic staff have a
responsibility to build a stimulating learning environment, there is also a responsibility for students
to interact and participate in the environment built. This is referred to as ‘student-centred learning’
(Cannon & Newble, 2000). An approach that involves students’ ‘doing’, rather than teachers ‘doing'.

When comparing traditional teaching approaches and student-centred approaches to learning and
teaching, the role of the academic, becomes more managerial with student-centred learning as s/he
will direct and facilitate learning activities.

This needs to be factored in to planning for learning.

Differences between Student-centred Learning and Conventional Teaching

Teacher is a guide - a facilitator of learning Teacher dispenses knowledge
Students have an active role Students are passive

Emphasis on enquiry-type activities Emphasis on receiving information
Students encouraged to make choices Decisions are made by the teacher |
Cooperative learning Individual learning

Greater flexibility Relatively inflexible

Long term perspective (lifelong learning) Short term perspective (emphasis on

passing exams
Extracted and adapted from Cannon & Newble (2002, pp1T)
The Student Centred Approach
As far as the teacher (or lecturer) is concerned, this is based on the following key features:

The teacher does not merely give information. S/he is better regarded as the manager of the learning
experience; a resource, guide and facilitator in the learning process
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® Teachers must provide clear learning goals (educational objectives/intended learning
outcomes) and targets to achieve so that learners know where they are going.

® The teacher must devise the most appropriate learning strategies to achieve her/his objectives.
Full use must be made of the widest choice of resources and facilities.

® The content of the learning session must be carefully chosen so that objectives are reached.

® Through assessment and evaluation the tutor must determine whether learning has taken place
and objectives achieved.

® The learning experience must be analysed and evaluated to see if any improvements

ormodifications are needed.

This concept of <doing> and learning through experience, can be linked to the work of Kolb. His
Experiential Learning Cycle suggests that there are four elements within the cycle of learning:

*  Activity (Concrete experience) - Learning by doing
* Reflection (Reflective observation) - Reflecting on success/ways of improving
* Theory (Abstract conceptualisation) - Build understanding

* Practice (Active experimentation) - Plan of action

It would be unwise to assume that all learners have strong skills in each area of the cycle, so it is
important to look at student preferences and strengths in order to establish the best way for him/her to

learn, maximising the effectiveness of learning.

Additionally, when looking at the ways information is presented, it is important to incorporate visual,
auditory and kinaesthetic stimuli. This ensures that the preferences of all learners are met.

Contributing to Quality Assurance/Enhancement

Whatever the generic skills and subject specific knowledge required of the lecturer in higher
education, it is important to have some consideration to the ways in which personal practice reflects
the Vision and Mission of your organisation. The Mission of King Saud University is to ‘Provide
students with a quality education’ (KSU, 2010, p1). This is further reflected in the following KSU
strategic objectives: 1) Establish excellence in all fields of scholarship and research; and 3) Provide
graduate students with the best education and opportunities that will enhance their knowledge,

skills and relevant experience.

From a Quality Assurance perspective, this links to the NCAAA Standard 4: Learning and Teaching
whereby the institution must ensure that its programmes ‘meet high standards of learning and
teaching’ and that teaching staff are ‘appropriately qualified and experienced for their particular
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teaching responsibilities’. The standards go on to confirm that academic staff should

This approach correlates with measures implemented in the UK to standardise the professional role
of academic staff in higher education. At UWIC, academic staff are contractually required to attain/
work towards attaining Fellowship of the Higher Education Academy. The HEA have developed
a Professional Standards Framework and all those working in the higher education sector are
expected to align their practice to the activities, core knowledge and professional values when
teaching and supporting learning in higher education.

How do we plan for effective Learning and Teaching?
Planning a session can be a time-consuming activity and there are tutors/trainers who <know> their
specialist subject and may consider this to be sufficient, however, <failing to plan is to planning to
fail>. Planning a session:

® Provides guidelines for preparation (e.g. booking resources, photocopying)

* Summarises the lesson content and delivery

® Provides a record of what has been taught (Quality Assurance)

® Can provide a basis for course/lesson evaluation

® Can be used to track students through a course

® Provides guidelines for a substitute trainer

® Aids the effectiveness of learning and teaching

® Ensures time is well spent
Planning for a session creates a ‘cue sheet’ (Minton, 1991). It enables you to structure a learning

event/programme and can be referred to throughout a session to check where a lesson is going. At
UWIC, all students undertaking the Post Graduate Certificate in Education are required to produce

sessions plans. Alesson plan should include the objectives and indicate how these stated objectives
will be achieved.

Pointers:
1. Lesson planning should focus on achieving the objectives stipulated.
2. Learning sessions should be logically structured

3. Variety, in terms of student activity and teaching methods used, is essential.
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Students should be active, rather than passive.
Activities can often take longer than expected.
Include <extension material> - challenging activities for more able learners.

Lesson plans should contain a beginning, a middle and an end:

The Introduction (beginning):

Links to previous learning made
Learning objectives for the session highlighted (formally/informally)

Introductory talk/Q&A to focus learners

The Main Body (middle):

Student activity (developing abilities to achieve stated objectives)
Tutor/Trainer input/facilitation

Checks on the effectiveness of teaching methods utilised

The Conclusion (end):

A summary of learning achieved is outlined

Links to future learning made

What factors influence Session Planning ?

There are a number of factors that influence the planning of a session, for example:

*  Tutor>s planning skills

* Time available for planning

¢ The syllabus/curriculum

* Subject area

* Time available for learning & teaching

* Timing of <topic> in the programme as a whole
* Room allocation/designated facilities

* Availability of resources

* Cost

* Health & Safety

¢ Student>s ability (knowledge/skills/attitudes)

- Towards Better Univrersity Teaching
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Student>s learning styles

Tutor>s ability (subject specific and delivery)

¢ Tutor>s learning and teaching style
¢ Age/maturity

* Studentss specific learning need/s

Additionally, you will also need to factor in the student's concentration span. Petty (2004) suggests
that for undergraduates, when <teacher talk> is used, the concentration span is approximately 15-
20 minutes. After this period, students begin to <dream off> and may miss vital learning points so a
<variety of student activity helps to maintain concentrations>.
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Extracted from Petty (2004, pA26)

What teaching methods should | select and use to engage my
learners?
The objectives set for a learning event/programme influence not only the content, but also the

learning activities; as the activities, or teaching methods employed by the teacher/trainer, should
allow for these objectives to be achieved.

There are a number of methods that can be used in the learning and teaching situation. For example:
lecture, demonstration, question and answer, discussion, simulation, games, role play, chalk and
talk, visits and case studies to name just a few. As a facilitator of learning and teaching, it is
important to recognise that while this array of teaching methods can provide variety in delivery, there
are a number of factors that need to be considered at the planning stage. These could include:

e Course team

* Objectives
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* Teacher>s own experience/confidence

*  Student>s needs

¢ Teaching room

*  Appropriateness (age/maturity/topic)

e Cost
While it is a nice thought to consider having complete freedom to select the most appropriate
teaching methods to bring about learning, as a tutor, delivering an accredited learning programme
at UWIC, | have been part of a team, and often have had to adopt a common approach that has been

strategically decided at validation. Minton (1991, page112) suggests that the teaching methods range
from total control by the tutor, through to total control by the individual of his/her own learning.

Lecture
Teacher Control Demonstration
Discussion
Less Control Seminar/Tutorial
Practical
Simulation & Games
Shared Control Role Play
Resources based learning
Films/TV programmes

Student Control Visits

Distance Learning/Flex Study

Least Control Discovery Projects/Research

Real-life Experience

Learning and Retention

This aspect of <control>can be linked to learning and retention. As we have previously acknowledged,
students have differing styles of learning and in a large class, whatever approach you adopt, you
may not meet the needs of all of the students all of the time. However, if a tutor/trainer incorporates
variety in delivery s/he will be playing to their strengths at least some of the time.

When planning for learning and teaching, thought has to be given to how the subject will be conveyed.
Biggs(2003) cites Glasser (1988) when discussing the ways in which students learn and the successful
retention of information given. He rationalises that the more engaged learners are in the process, the more
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10% Reading

20% Listening

30% Observing

50% Observing and Listening

70% Discussing learning points with others

80% Application to what students do in real life

90% Teaching someone else a learning point

Adapted from Biggs (2003, p80).

A <rap>that many tutors can fall into, is to become comfortable and familiar with one or two teaching
methods and stick to them throughout their teaching career, regardless of the topic area or learning
group. There is also the additional danger that the tutor may become <bored>; and by using different
methods, different skills will be developed in the learner (Petty, 2004) and make the task of teaching/
training more stimulating and challenging.

Conclusion

When Leonardo Da Vinci painted the Mona Lisa in the 16" century, it was probably viewed as a
good painting. Now, nearly 500 years later, and housed in the Louvre museum, it is revered as the |
most famous painting in the history of arts. If teachers are the artists of their craft, it is likely that our
professional endeavours will be seen in the years to come when our learners become successful
contributors to society.
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J. Langer begins the final chapter of her book The Power of Mindful Learning by recount-
ing the story of “The Four Artful Brothers” from the Brothers Grimm'’s Fairy Tales. In the tale a poor
father sends his four sons off to find trades on their own, since he cannot support them. One be-
comes a thief, another, a stargazer, a third becomes a hunter and the fourth becomes a tailor. As it
happens in these tales, the king’s daughter is carried off by a dragon and the king offers to give her
in marriage to the man who can rescue her. In the adventure that follows, the skills of each brother
rather than the skill of any one alone prove necessary in rescuing the girl. Each having played an
essential part in the rescue, each brother voices his claim to have the daughter's hand in marriage.
Since all four can't marry the daughter, the king, instead, gives each brother an equal part of the

kingdom. And they are happy with this resolution.

Of this tale, Langer observes: "The king wisely saw that each brother was right and wrong in
his exclusive claim. Many of us, as students or teachers, are still in search of the one right answer.
This belief in a single right answer rests on a view of intelligence that emphasizes outcomes and

expert authority.”

And with regard to effective teaching, we may also ask what are the outcomes we really seek

and what constitutes the most profound manifestation of expert authority.

Efforts to define "effective teaching” have -- like the careers of the four brothers -- followed a
variety of paths and arrived at a variety of answers. None of these efforts has managed to distill any
method or technique or set of techniques that reliably produce effective teaching in every circum-
stance. This is not because effective teaching cannot be meaningfully described and discussed,
but simply because the essence of effective teaching lies so far beyond the realm of method and
technique. In a sense effective teaching parallels effective therapy. Research has shown that any

of the standard modes of psychological therapy can be as effective as any other if a bond of be-

v
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lief and trust exists between the client and the therapist. In teaching, cooperative learning works
wonderfully well for certain teachers, with certain students in presenting some particular material.
For others, lecture (though now much maligned) proves very effective. And the same may be said of
problem-based learning, experiential learning, active learning, “just-in-time teaching” and a host of

other pedagogical approaches.

If there is no "silver bullet,” no magic, one-size-fits-all approach, how may we most produc-

tively take up the subject of effective teaching?

One approach has been description in the manner of In Search of Excellence the popular
book on business by Thomas J. Peters and Robert H. Waterman from back in 1982. Ken Bain, direc-
tor of the teaching and learning center at New York University has followed something like the /n
Search of Excellence approach in his book What The Best College Teachers Do (Harvard, 2004).
Basically he surveyed teachers identified on their campuses as “the best” seeking the answers to

these important questions.
What do they know about how we learn?
How do they prepare to teach?
What do they expect of their students?
How do they conduct class?
How do they treat their students?
How do they evaluate their students and themselves?

These are all important questions and we can always learn a great deal through careful
observation. Moreover, the observation and description approach has the support of classical wis-
dom behind it. Aristotle, after all, said that if one wants to teach a child what it is to be good, to be a
good man, take him and seat him before a man the community regards as *good” and tell him to be
like that. But there are limits to what can be learned from observation. Patterns of imitation derived

from observation can carry us just so far. Contexts and circumstances continually shift and effec-
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tive action of any kind be it effective teaching or any other mode of principled action requires
accommodation to actual realities. One must teach the students before him, not some imag-

ined ideal of the student, and so on.

Effective teaching, then, emerges not as finding a universal *right” technique or in imitating
the successful approaches of other good teachers. It begins in consciously forming a solid philosophy
of teaching and a commitment to an on-going, reflective, indeed *mindful” awareness of the effective-
ness of one’s self and one's actions in teaching. Good teachers do not assume that what worked last
year or last semester will necessarily work this year and this semester. They remain reflective about
their practice, adaptable and creative in their approach. Good teachers accept the fact that while ef-
fective teaching at the lowest level may be the mere transmission of facts (the first Bloom taxonomy
level), effective college teaching aims for a much higher level of intellectual development. At the col-
lege level, effective teaching is not about transmission of information, but about the transformation
of students. Effective college teaching transforms students ability to think, leading them to develop
intellectual skills with which they can synthesis information and ideas and thus creatively add to the

store of knowledge and thought rather than merely receive the knowledge and thought of others.

Effective teaching requires that teachers teach by modeling, by being themselves exem-
plars of the thinking skills students will need in order to become life-long learners. Effective teach-
ers must in some sense be transparent to their students, transparent as teachers willing to share
and lead rather than merely tell or declare. Effective teachers live the life that finds its vitality in
continual questioning and probing. The authority of effective teachers comes essentially from their
being rather than merely from their knowing. It comes from who they are, their character and phi-
losophy, more profoundly than from the facts and theories they are masters of. Of course effective
teachers must know their subjects well, and of course they must be well-organized and commu-
nicate clearly, but the most important lesson an effective teacher has to share lies in the invitation
his life poses to students to join great quest of asking, of inquiry, the seeking of knowledge and

understanding.
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Great teachers, truly effective professors, “profess” through the vitality, the eagerness, the
excitement as well as the skill in their *asking.” The spirit of excited, purposeful inquiry animates
them. And so when they “tell” what they know as contrast with “asking” after knowledge, even there
they convey a spirit of exhortation to students to join with them in the quest for knowledge and un-
derstanding. As they impart knowledge, they are always welcoming students to come with them in

search of more.

To explore these notions of effective teaching, we will look at a variety of models to see

what implications for an effective philosophy of teaching may be drawn from them.

People have been learning from the beginning of time without the aid of teachers as we know
them today. What might we learn from these “auto-didacts,” these “self-taught” learners? Especially

what might we learn from them about motivation, that vital spark that begins the learning process?

In the history of great teachers and models of great teaching two names emerge - Socrates
and Augustine. Socrates method turned entirely on questions and questioning. Augustine was more
declarative, but Augustine made important distinctions about the types of students and the differing
ways they needed to be approached and the voice the teacher needed to use to reach them. His
understanding of fitting the instruction to the student stands equal in importance to Socrates under-

standing of the importance of uncertainty, of questioning and of the sheer power of cognition.

But in teaching cognition isn't everything. Though the ancients have much still to teach us
about effective teaching, so does modern science. What implications does the latest neurobiologi-
cal research into how the brain works, how we learn, have for the way effective teaching needs to
be approached? We have learned that cognition is only part of the picture, that affect, the emotions,
play a central, not a minor or secondary one. How, then, do effective teachers and effective teaching

grapple with these important insights?

Finally, we will explore how these ideas begin to take shape in a systematic fashion when
projected on a “fractal” model promoted by American educator and National Teaching and Learning

FORUM columnist Professor Ed Nuhfer.
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The fractal model derives from the literal pattern of synapse and nerve development
in the brain as represented by the figure of a capital Y. The bottom segment of the model
represents the foundation of a teaching philosophy that leads to effective teaching. It begins
with self-introspection into one’s beliefs, ethics, values and responsibilities. Above that leading
upward and outward toward the students is, of course, the content knowledge a teacher must be
master of, including the habits of thought and critical thinking appropriate to the academic discipline
being taught. At this point the fractal model branches in two directions. Along the right fork, we may
trace concerns focused on student learning; on the left, concerns focused on teaching. Among the
aspects to be considered under student learning are the rubrics used to break down the content into
segments for contemplation and assimilation as well as the need for student self-assessment of his
own learning and approach to learning. On the left, we may map questions of pedagogy, the tech-
niques a professor adopts (consistent with his philosophy) in order to best frame particular learning
challenges for students. And finally, considerations of the levels of thinking (Bloom and Perry levels)

the teacher seeks to have his students reach as a result of his teaching.

And, to return once again to the important insights of Ellen Langer, all of this - the forma-
tion of a teaching philosophy, the aligning of goals and methods with student needs and the shifting
reality of present circumstances whatever those may be - must take place within a state of active
mindfulness in order to break free from the patterns of automatic and habitual thinking about teach-
ing that often keep it dull and ineffective where a hour's honest reflection would rouse and students

from the doldrums of routine and thoughtlessness.

Individual teaching philosophies will differ despite some profound commonalities. Some
differences derive from different disciplinary cultures and the habits of thinking and organization of
information within them. Other differences will stem from differences in personality and individual
background. But thinking through these various components of the teaching challenge and aligning

these elements in a consistent and systemic fashion inevitably leads to more effective and adaptive

teaching, the kind of effective teaching every university seeks to provide.
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Phil Race (2001, p106) describes giving a lecture as the most public side of the work of a lecturer
in higher education. Giving a lecture can be a most nerve wracking experience for an academic;
however, many students expect to be lectured to, so it is important to do it well.

This session aims to:

® Explore the advantages and disadvantages of using a lecture as a teaching method to
inform your approach to working with large groups;

® Examine ways of addressing the disadvantages of using a lecture to ensure that learning and
teaching are effective;

® Discuss ways of planning for lectures to promote success in working with large groups;

® Explore strategies that encourage students to engage in the learning and teaching process.

The session will be useful for those who:
® Have recently been appointed to an academic role;
® Are experiencing increased numbers of students undertaking their course;

® May be looking to refresh/affirm their approach to working with large groups.

What is a lecture?

The lecture is a method of academic teaching; it is one method from a wide continuum of teaching
methods.

In the UK, academic staff are called lecturers. The term is derived from the Latin /ectare meaning ‘to
read aloud’ (Exley & Dennick, 2004, p1). The lecture has a strong historical link extending back to a
period when books were rare commodities, there were no lending libraries and certainly no access
to the electronic resources we are able to make use of today. Precious texts, were hand written
on calfskin or silk and often included lavish decoration as a means of providing a lasting record of
religious events. Those with access to these precious texts, would read them aloud, enabling others
to share and make note of their content. Whilst the 15" century saw the invention of the printing
press, (and today we have the benefit of the ‘information super highway’), the concept of the lecture
remains and is included in our approaches to sharing information with our students.

v
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The ‘Hale Report on University Training Methods’' in 1964 defined a lecture as * A teaching period
occupied wholly or mainly with continuous exposition by a lecturer’. This suggests that the approach
is one sided with the lecturer doing all the talking - there is another angle, in that Peter Knight (2002)
suggests that the lecture is a refuge for the faint-hearted; implying that students are able to hide
from any requirement to engage or respond to the learning episode.

As a method of learning and teaching, lecturing usually embodies the process of one-way
communication. It is sometimes referred to as ‘teacher-talk (Petty, 2004). Less kindly definitions
suggest that a lecturer is ‘a person who talks in someone else’s sleep’. And that the experience
involves the ‘transference of the notes of the lecturer to the notes of the student without passing
through the brains of either (anon, cited in Exley & Dennick, 2004, p4). However it is viewed, the
lecture persists as a very common mode of instruction at all levels of education and training and it
is important to consider its strengths and weaknesses as a form of learning.

What staff development is appropriate for academics to develop their
skills to use lecture effectively?

Undoubtedly, speaking to 100plus students or delegates can be daunting but it is part of the job -
part of the requirements for the profession. You wouldn't want a surgeon who can't suture a wound;
just as you wouldn't visit a hairdresser who is incompetent at cutting hair.

In the UK, we have professional standards that have been devised and are regulated by the
Higher Education Academy. The standards focus upon three areas: activity; core knowledge; and
professional values. The parts of the standards that relate to the skills of the academic using lecture
as a learning and teaching method are:

1. Design and planning of learning activities and/or programmes

. of study.
(one of six standards)

Knowledge and understanding of:

(three of six standards)

2. Appropriate methods used for teaching and learning in the
subject area and at the level of the academic programme.

3. How students learn - generally and in the subject area.

4. Use of appropriate technologies

Commitment to encouraging participation in higher education,
acknowledging diversity and promoting equality of opportunity.

(one of 5 standards)
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Extracted from the HEA Professional Standards

a Fellow of the Higher Education Academy. This suggests that personal practice is aligned to
the UK Professional Standards Framework. Newly appointed staff, whatever their subject discipline,
will undertake the Post Graduate Certificate in Higher Education which is accredited by the Higher
Education Academy, with successful academic staff gaining the qualification and their Fellowship.

The programme includes staff development sessions that help academics hone their lecturing skills.
Additionally, those undertaking the programme are assigned a mentor and mentor and mentee work
together to ensure ongoing improvement in the ability to lecture effectively to large groups.

This is aligned to UWIC’s approach to Quality Assurance and Quality Enhancement. It ensures that
students have an optimum undergraduate/post-graduate experience. It also ensures that academic
staff are confident in their role and enjoy the profession of lecturer.

In Saudi Arabia, the Quality Assurance alignment is reflected in the NCAAA Standards for Institutions
and Standards for Programmes (Standard 4: Learning and Teaching), in that ‘teaching staff must be
appropriately qualified and experienced for their particular teaching responsibilities’ and be able to
‘use teaching strategies suitable for different kinds of learning outcomes'.

Why use a lecture?

When we are training, we often present information in the way that we are most successful at
processing it, ourselves. So if we are good listeners, we will use lectures as a means of presenting

our subject to our students - all of our students may not be good/efficient listeners.

With that said, Petty (2004) presents the learning pyramid and sub-divides learning into ‘receiving
information’ and ‘applying information’. He makes note of research undertaken by the National
Training Laboratories (USA) and illustrates that students have only 30% recall when receiving
information. This dramatically increases to 90% when applying the learning. So one might ask why
the lecture is used as a learning and teaching method at all in universities and colleges. However,

it is important for us to recognise All sessions include an element of ‘teacher talk’ (Petty, 2004) and
whilst lecturing often receives a bad press for its effectiveness, one could question whether it is the
method that is to fault or the lack of skills of the lecturer.

Lectures are used when:

® You want your students to observe and engage with a quality lecturing experience;

® You want to provide your students with material that will be discussed at a later date
(seminar/tutorial);

7
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You want to provide impetus, motivation for a subject;
You want to provide students with current information,

It is the most appropriate means of meeting the intended learning outcomes for a particular
element of a programme of study.

What are the Advantages and Disadvantages of using a lecture to
share information relating to your subject?

Advantages:
1.

It captures students’ attention.

It ensures that all of the ground is covered and useful for getting the facts across.
It is very useful for introducing a subject and getting students to think.

It can be inspirational and transform student attitudes to a subject.

The lecture is valuable where knowledge is advancing rapidly and up-to-date textbooks
are not available.

The lecture is economic of staff time, can cover more ground than a tutorial or seminar and
can reach large numbers of students.

Criticisms should only apply to bad lecturers, not to the method as a whole.

Disadvantages:
1.

Inspirational lecturers can be a rare commodity in higher education.
Student attention span is low;

Covering the subject and getting the facts across can be problematic if there is no way of
measuring student learning;

Student interaction can be low during lectures

Lectures promote fewer study skills.

So if | am going to use a lecture to present information, what is the best way
to go about it?

Firstly we need to examine the nature of lectures as a teaching method. The four key elements
including: the structure of the lecture; planning to ensure that the lecture is delivered in an engaging
and effective way; delivering the material; and the resources and materials devised and used in the
lecture itself.

% Towards Better Univrersity Teaching
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Structure should be determined by the purpose of the lecture, i.e. its specific objectives.  Ja¥! _F-"‘“'-““'
Lecture techniques are often used, for example a problem. A typical lecture structure will mﬂ»ﬁ
outline:
A. Statement of purpose and objective of lecture
B. Statement of the problem to be examined
C. Explanation of the problem
D. Possible solutions
E. Restatement of the problem and recapitulation of suggested solutions
F. Assessment of validity of solutions
G. Conclusion
H.
Planning:
In planning a lecture consideration must be given to three major matters:
1. the students
2. the subject matter
3. resources and constraints

The problem of pitching a lecture at an appropriate level is often difficult to resolve because the
student group may be large and there is the potential for different levels of learning/understanding. So
here, you would need to build an element of flexibility into your approach (the lecture plan) to allow
for time to define terms, to give examples, to illustrate and to recapitulate themes/topics. Constraints
include the time scheduled for the lecture; the nature of the lecture room - the layout and size of the
theatre; the availability of resources and technological aids. It is also important to consider the amount
of material to be presented and the order in which it is to be presented. The structure and format of the
lecture plan should reflect the need to arouse interest and keep attention, which may require the use

of visual material and questioning so as to break the monotony of speech.

Delivery:

A lecture is dependent for its success on the personality and communication skill of the lecturer.

His or her style of delivery can result in acceptance and assimilation or rejection of the lecture

content. The following general points should be considered:

1. It is vital that the lecturer should convey genuine enthusiasm and interest for the subject.
2. The style of delivery should not be too casual or too formal; neither should it be boring.
3. The emphasis of key points may require variations in the pattern and intensity of speech -

this sustains student concentration levels.

v
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4, Avoid mannerisms; students tend to count the number of times a particular word or noise

is used or made and this detracts from the content of the lecture itself.
Resources - Lecture notes and handouts:

We need to consider what record of the lecture students ought to possess. Possibilities include:

1. A complete printed version of the lecture given out afterwards.
2. Students making their own notes.
3. Notes given out in advance of the lecture.

Each of these approaches has its own strengths and weaknesses.
How can | improve my effectiveness when lecturing?

However frequently we lecture, it is possible to introduce more interaction into the method and

increase its effectiveness.
At the start:
®  Arrive early and begin on time
¢ Explain your learning objectives and why they are important
® Link the content to previous sessions
® Explain the lesson format - set out the ground for them
¢ Tell your audience what you expect of them (e.g. to listen, ask questions, contribute etc)
® Tell them about note taking and handouts.

During the lecture:

® Do something different after each 1520- minutes (e.g. ask a question, change the pace)
® Use audio-visual aids to reinforce points, give examples, illustrate etc.

® Ask questions frequently (start with ‘open’ and move to ‘closed’ questions)
¢ Direct questions to different parts of the room

® Reflect student questions and answers back to the class

®  Use short breaks to ‘buzz’ questions and get responses

®  Move around (though avoid pacing)

® Change the pace of delivery

®* Role play different points of view in a debate

®  ‘Flag’' the important points

® Use gapped handouts

® Use examples and illustrations to underline important points

® Use anecdotes

®  Use humour carefully

—Y Towards Better Univrersity Teaching
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At the end:

- Review the content - Summarise the main points Joll 5 ergiul
- Ask for any questions - Build in some discussion time guaolyl

- Test their learning - Distribute handout

- Indicate further reading or information sources

- Indicate the connection with the next lecture or future work
- Thank them for their attention

- Finish on time

Conclusion

A well received lecture is one of the most rewarding aspects of the academic role. There is nothing
more exciting than sharing your passion with others who have an interest in your subject. It is worth
investing time and effort in getting it right. If you have been teaching for years and are wondering if
it is worth making changes...

YES! If it is more interesting for you to deliver the lecture, you will be more interesting to listen to.
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