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Abstract

Faculty members al rescarch-based universities
have been extensively trained in their rescarch discipline
and are expected to establish and maintain successful
research programs. Most ol these same faculty members
have received no formal preparation in teaching methods,
yet are expected to become effective teachers. This is an
unrealistic expectation that often leads to the usc of
ineffective teaching practices, causing frustration for both
teachers and students. Such does ot have to be the case:
university faculty members can learn how to teach. The
Teaching College course has been developed and taught by
tive senior faculty members in the College of Agricultural.
Consumer and Environmental Sciences (ACES) at the
Universily of Illinois at Urbana-Champaign to assist faculty,
staff, and graduate students in obtaining the training
needed to become effective and empowcring teachers. This
paper describes the contents and mechanics of the Teach-
ing College course and discusses the feedback and reflec-
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tions of its participants and instructors since its inception
in Fall 1997.

Introduction

The job description of the traditional university
faculty member is currently a topic of intense public
scrutiny and debate (Glassick, 1997). This is especially true
at rescarch-based universities. Faculty members need to
cxcel at both their research and teaching functions.
Teaching students is essential to the mission of cvery
university and, thus. to cvery faculty member who has a
teaching appointment within the university. Most faculty
members at research-based universitics, such as the
University of Illinois at Urbana-Champaign (UIUC), are well
trained in conducting research in their specific disciphine.
However, most of these same faculty have received no
formal preparation in teaching and student learning,
activities that are critical 1o their professional endeavors
(Parinmi, 1997).

To assist faculty members, staff, and graduate
students in obtaining the training they need to become
cffective teachers. a group of senior faculty members in
UTUC's College of Agricultural, Consumer and Environ-
mental Sciences (ACES) Academy of Teaching Excellence
developed a Teaching College course. The first course was
held in Fall 1997 and has been offered now tor four
consecutive Fall terms. The two main objectives of the
Teaching College course are to: 1) improve the quality and
implementation of instruction, and 2) develop and foster a
teaching comniunity for dialogue and sharing best prac-
tices, similar to the communities that have evolved in the
research and outreach missions of UTUC.

The objectives of this paper are to: 1) describe the
contents and mechanics of the Teaching College course
and 2) discuss the feedback and reflections of the Teach-
ing College course participants and instructors since its
inception in Fall 1997.
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Course Contents and Mechanics

Description

The Teaching College course is a program
designed to assist tenure-track faculty members (especially
junior faculty), staff (i.e., tcaching associates, lecturers,
researchers, and postdoctoral personnel), and graduate
students interested in learning how to teach. The global
objective of the course is to improve the quality (content
and implementation) of the participant’s instruction for the
purpose of enhancing student leariing. The participants
are strongly encouraged to dialogue about their teaching,
inside. as well as outside, of class. The class sessions
typically include theoretical and practical information on
teaching topics, time for interaction and discussion with
colleagues, and discussion about individual progress and
specific classroom concerns. Participants develop a
teaching portfolio and arc involved in peer observation of
their teaching. Participants receive two texts for the course,
Teaching Tips (McKcachie, 1999) dnd Tools for Teaching
(Davis, 1993) and a year long NACTA membership. In
addition, participants receive two binders, one for course
materials and one for the teaching portfolio they begin to
build during the course. The course has an ever-evolving
web site. which contains course content modules, as well
as streaming QuickTime videos of highlights trom some of
the course sessions and a photo gallery. The URL for the
course web site is: hup://webct.cet.uiuc.edu. You can
browse the ACES Teaching College course web site by
using acestecguest as both the user 1D and password
names.

The course meets on Thursdays, from 5 to 7 P.M.
for 10 wecks in a classroom that has a computer system
nctworked to the World Wide Web. The Teaching College
course begins approximately 3 weeks after the semester
starts and finishes approximately 2 weeks before the
semeslter ends in order to help the participants focus on
their teaching responsibilities during the most intense and
time-consuming weeks of the semester. Since the Teaching
College course occurs over the dinner hour, the partici-
pants arc served a catered, boxed dinner. Providing dinner
helps the participants with their schedules and gives them
some time o relax before the lesson for the cvening begins.
We cncourage the participants o discuss topics related to
teaching, either formally (c.g., a discussion is led by an
instructor) or informally as they cat their dinner. The focus
of these discussions varies, but is usually directed toward
the previous week’s course topic and the practical impact it
has had on the participant’s thinking or teaching behavior.

In addition to the 10 regular weekly class meet-
ings. the Teaching College course participants attend four
other activities: 1) the annual Fall ACES Teaching Sympo-
sium. 2) observation of an experienced teacher tcaching
their class. 3) the ACES Peer Observation Workshop and
Process, and 4) the Annual All Campus Faculty Retreat
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sponsored by the UIUC Teaching Advancement Board. The
participants are also invited to atiend a two-day Effective
Teaching Workshop sponsored by UIUC’s College of
Engineering.

Upon completion of the course, each participant is
awarded a certificate of recognition for his or her participa-
tion in the course. In addition, a homemade cheesecake
(made by Dean Barrick) graduation party is held after the
conclusion of the last class session.

Specific Course Objectives

A participant who completes the Teaching College
course will be able to: 1) plan. implement, and manage
effective in-class and out-of-class instruction, 2) apply
rescarch-based techniques of effective instruction. 3) plan
and implement evaluations of lcarning and instruction, &)
interact effectively with their students, 3) make effective use
of departmental, college, and campus instructional re-
sources, 6) develop and use instructional materials, and 7)
become part of an active teaching community.

Selection of Participants

A few months prior to cach Fall semester the
Associate Dean for Academic Programs sends a memo 10
the seven Departments Heads of the College of ACES.,
asking them to nominate potential candidates for participa-
tion in the Teaching College course. The memo encourages
Department Heads 1o nominate new faculty members, staft,
and graduale students, as well as others who would benefit
from participating in the course. The Associate Dean then
asks those nominated if they would like to voluntarily
participate in the course.

Instructors

There are five instructors for the course from four
of the seven College of ACES Departments. There is also a
50% graduate teaching assistantship associated with the
course.

Sponsorship

The course has received financial support from the
College of ACES, the Teaching Excellence Endowment, the
Warren K. Wessels Academy of Teaching Excellence Fund,
and four consecutive Provost’s Initiative on Teaching
Advancement (PITA) grants [rom the UTUC Teaching
Advancement Board.

Participant Demographics

Participant demographics lor the course are
summarized in Table 1. To date, we have offered the
Teaching College course four times: during the Fall semes-
ters of 1997, 1998, 1999, and 2000. The average enrollment
has been approximately 19 participants per semester. In Fall
1997 the course was only open 10 faculty members. In Fall
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Table 1. Teaching College course participant demographics for Fall 1997 to Fall 2000.

Term Fall 1997
Total enrollment 20
Faculty 20
Staff (i.e., teaching associates, 0

lecturers, researchers, and
postdoctoral personnel)
Graduate students 0

1998 and following, the course was opened also to staff and
graduate students interested in learning how to teaching.
The graduate students can enroll in the course tor 0.5 units
(2 hours) of credit. In order to receive course credit the
eraduate students complete all the Teaching College
assignments, attend eight one-hour seminars on University
governance (in the Spring semester), and write a short
paper on University governance. The topic of University
governance was selected because information on this topic
would be very beneficial for the graduate student partici-
pants desiring (o pursuc academic careers. Speakers for the
governance seminars include the Chancellor, Provost.
Dean. a department head, and the Associate Dean for
Academic Programs. Each speakerpresents his/her
perspeclive on governance (o the group.

Course Topics

A brief description of the topics taught in the
Teaching College course by session number. including
selected references. are given in Table 2. The course topics
are distributed among the coursc instructors based on
instructor interest and expertise. Relevant journal articles,
rescarch lindings, and summary instructor handouts are
included in each lecture, along with practical tips from
experienced teaching practitioners. In order to further the
dialogue on teaching among Teaching College course
classes, former Teaching College course participants are
invited to return to the Teaching College course 1o share
their teaching experiences with current class members. An
underlying theme of the course is to help the participants
learn how to effectively use a student-centered instruc-
tional model in their classrooms. Teachers must be trained
10 shift from disseminators of information to managers ol
learning before students will be able to develop higher
order thinking skills and improve their abilities to solve
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Fall 1998 Fall 1999 Fall 2000
18 19 18
1 6 7
3 1 2
4 12 9

problems in a fast and ever-changing world. A shift from
the traditional teacher-centered instructional model to a
student-centered instructional model can improve both
instructional effectiveness and the life-long learning skills
of the students.

Peer Observation for Teaching Assessment Program

As part of the Teaching College course, partici-
pants are involved in a peer observation program. Each
participant has two teaching mentors; the participant
selects one mentor who is familiar with his or her subject
muatter (usually from the participant’s home department).
and the course instructors assign the other mentor from a
group of College of ACES faculty who have volunteered 10
participate in the Peer Observation for Teaching Assess-
ment Program. This group includes previous Teaching
College course participants. Both the participants and all
the mentors are required o participate in a three-hour Peer
Observation Workshop conducted by the campus’s Office
of Instructional Resources (OIR). The participants are
taught how 10 conduct an effective peer observation
session using the Five-Part Peer Observation System
developed through the joint efforts of the College of ACES
and OIR. Over the course of the semester. participants are
observed by their mentors for the purpose of improving
their instructional content and delivery (formative evalua-
tion), not for summative evaluation purposes. Barrick et al.
(2001) contains the details of the Five-Part Peer Observa-
ton System.

Course Assessment
Over the four semesters hoth the participants and
the instructors have assessed the effectiveness of the
Teaching College course. The leedback and reflections
obtained from both groups are summarized below.
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Table 2. Topics taught in the Teaching College course by

<

session number, including selected references.

Session 1: Learning Styles

Wo wntroduce the concept of feaming styles and describe
how the course participants can failor their instructional
deliven 1o better meet the Jeamimg preferences of their
students The particspants complete the Gropore Sty ke
Delineator” duning this sesston and we discuss the leamer
charecteristics of cach Gregore (19791 fearng sty le

catepony

Session 2: Learning Theories

The participants work in smiall groups and create i maodel
ol what tzachmg and leaming mean 1o them We discuss
and illustrate perception. memory. and concept ormation
during feaming We also desenibe the henetits of selt
assessment and retlection following each instructonal
event decture. discussion. of laberaton yand the value ot
documening which instructional achs ities worked well
and which ones did nt

Session 3: Course Development
and Levels of Cognition

We teach the participants how 1o develap a course.
beginmng with constructing o detarled course sy 1libus
The paricipants then analdy 2¢ and Jiscuss examples of
caurse syllabi contributed by the paricipants and the
course instructional wam We introduce Bloom »
taxomony of educational objectives (Bloam et b 1936
nd teach the participants to relate the objectives ot their
course to the copmitive lev el ot gquestions they use 1o
assess student learming

Session 4; Conducting Effective Lectures,
Discussions, and Laboratories

W discuss various techiigques to assist the parapants n
preparing. delvoenng. and assessing effectne lectures,
discussions, and laboritories We use a role-playing
vignette o alustrate comimon problems that may ocvor
during lassroom discussions. Funher, we demaonstrate
deas for making the classroom lecture more active
TDllon. 1984, Wankat and Orsovice, 1994

Session 5: Active Learning and Out of
Classroom Instruction

Active learming 1~ defined and the pros and cons o esing
ware discussed (Bean ot sl 1982, Bean. 1996) We pine
cuamples of active leaming setivities raing irom - it
to rishy  Pasticipans design and discuss anactne
learming actin ity that they can use i thes vlassrooms We
discuss the how o« ot asssting students with academic
and life problems We miraduce campus resources.,
policies, attimades, amd record heepimg aspedts of helping
students. W use role-plasing vigacties o sHustrate botl
sppropriste and mppropriate wan s o dassist students
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Sessions 6 and 7: Reflective Teaching Activity

Each participant prepares and delivers o bricf fesson oo
eroup of peers on o ot several presselected tinks
sCnickshank ctal 19sE The participants retlect oo
therr pertormunce in a group discussion with their peers
and through self-assessment of a videotape of theit
teaching lesson Lhe parmctpants wote and submi
Lesson pliass and a selt-evaluation o the reflective
teacihing expernience

We discuss how toassess taculty teachimg using 3
variety of methods including student esabitions and
peer shsenaton he partacipants learn 16 use and
nterpret there U C pstructon and Conre Bualuation
Sasterm HOESyresalts for the purpose ol unproving
therr instruction. We abso discuss correctine actions that
IMAFUCtors Can bse Loimpros o thear chssroom feaminy
e ironment bised on studem tfoedback (Cashin, Bas,

Session 9: Self Assessment: Teaching Portfolios and
Teaching Philosophy Statements

Wo discuss the pampeses for deselopog o teechmg
partfolio the content istructors should melade s ther
portfudie, wnd how 1o csscmbic it Some members of the
mstructonal e pros ide ther teaching ponfolio as
cxamples Pimalby. the pamcipants weie o leachimg
philosephy ~tteniznt based oo cttevnse teuching
prictices they currenthy emiploy ap their clssroems

The tse of inatiuction

i technolors ro upprove

teaching o discussed Participants are mtroduced te 2
variety ot web-hased ss nchrenoos and asyachronous
sottware packages and instructional tools Lxamples of
campus courses that etfectis ¢y use nsiractionai
technalogy are demonstrated. mebidig Food Sowme
and Human Nuintion 101 ¢ Lnvenhoshand Schiand
20000 and Plint Putidozs 1 SChamann aad

D Arey ey

Epon complonon of The conrse cach pastivipant 1~
avtrded g cemdicate of recosmtion dor s o her
parhicipation inthe coarrse bnaddinon g homemeds
cheesecahe tmade by Daan Barmich veaduation pasts s
held afier class o the Tast sight of mstricion



Participant Feedback

At the conclusion of each Fall semester, we asked
the participants to reflect on their experiences in the
Teaching College course and complete a course evaluation
questionnaire (Table 3). They could submit the question-
naire with or without identifying themselves. We obtained
responscs [tom 46 out of 75 participants (approximately
61%) over the four semesters. For the first three semesters,
we e-mailed the evaluation forms to the participants after
the last class session. We found that the return rate, even
after two reminder e-mails, was rather low (approximately
49% for the first three semesters). Thus, in the Fall 2000
semester, we asked the participants to complete the coursc
evaluation form during the last class session (1009 return
rate). Below are the summarized responses to the items
posed in the course evaluation questionnaire (Table 3).

Response to item one: For all four semesters,

participants report 15 different topics or activities that were

Table 3. Teaching College course evaluation questionnaire.

most uscful to them. The participants named each of the
course topics listed in Table 2 at least once. The four course
topics cited most frequently by the participants were the
Retlective Teaching Activity, being named by 20% of the
participants; Course Development by 12%; Active Learning
by 11%; and Learning Theories by 10%. The Reflective
Teaching Activity was a good learning tool for both the
“teacher” as well as “students” in the session. As one
participant responded, “The most useful [topic or activity]
was the expericnce of being a student in the reflective
teaching exercise. It reminded me what it was like emotion-
ally to be faced with new tasks and information that one
person (the teacher) knew and the rest of us were supposed
to figure out and that not figuring it out in view of one’s
peers can be a humbling experience.”

The participants mentioned four additional items
that were most useful to them, which are not specifically

College Teaching Course Evaluation Questionnaire

We would like you to reflect on your experiences in the Teaching College course. We are eager to obtain your
feedback to improve the course for future College Teaching classes. Please share with us your candid response to
cach of the following questions. Please be as specific as possible. You can return the form anonymously or with

your name on it. Thank you.

1. What course topics and/or activities were most useful to you? Why?

2. What suggestions do you have for improving the course (i.e., topics, activities, format, timing, organization, etc.)”

3. Discuss how your approach to the teaching and learning process has changed as a result of this course. Be as
specific and quantitative (e.g., ICES score improvements) as possible and please include what you think may havc

brought about/catalyzed the change.

4. Qverall, how satisfied were you as a learner during the Teaching College course? Please check one of the
following and comment if you would like. (Note: This question was added in Fall 1998.)

very satisfied
satisfied
unsatisfied

very unsatisfied

5. What else would you like to share with us?
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listed in Table 2, These were: 1) the opportunily 1o get to
know and dialogue with their colleagues about teaching
(49%), 2) the Peer Observation Workshop and Process (45,
3} the positive and enthusiastic atmosphere created by the
course instructors (2%); and 4) the demonstration of
various teaching methods by the instructors throughout
the course (1%).

Response to item two: Over the four semesters., a
variety of suggestions for improving the course were
received from the participants who completed the course
evaluation questionnaire. Suggestions, grouped by two
themes (Course length, timing, and format; and lmprove-
ments and changes in content ciphasis), are summarized in
Table 4. As with any request for suggestions for improve-
ment. some participants gave opposing responses. For
example. five participants suggested cither covering more

material in each session or having [ewer sessions, while
two participants suggested that the course he expanded to
a full semester (13 instead of 10 weeks).

Over time, we have used participant suggestions
to improve the course. For example, the first year the course
was Laught the instructor provided “good and bad™
example syllabi for the participants from campus courses.
One participant suggested that they bring in their own
syllabus from the course they are currently teaching and
work on those. Based on this suggestion, the following
year the instructor asked the participants to bring in their

own syllabus if they were tcaching or 1o locate one to use il

they were not teaching. Another example is the addition of
the levels of cognition topic (Table 2) in response to the
request Lo discuss exam construction in more detail,
Inclusion of this topic was also the outgrowth of the 1999

Tzble 4. Summary of participant responses for improving the Teaching College course for Fall 1997 to Fall 2000
(Table 3, Question 2) grouped by two themes. The number in pareatheses is the number of parucipants who
contributed the suggestion. No sumber indicates that only one participant contributed the comment.

Course length, timing, and format

Cover more material in cach session or have fewer sessions (5)

Start earlier, like 3:00 or 4:00 P.M. (2)

Increase length of course to a full semester (2)

Consider using a retreat or workshop format (2)

Decrease the length of each session

Include at least one scheduled break

Move course from Fall to Summer

Improvements and changes in content emphasis

Increase the amount of reflective teaching (4)

Practice different types of discussion groups (3)

Estzblish new formal means of continuing teachirg dialogue after the Teaching College course is finished (3)

Increase discussion time for the teaching philosophy statement topic (2)

Review other participants’ syllabi during the Course Developmeat session (2)

Increase the number of assignments/activities which require the students to apply their knowledge (2)

Increase the tune for colleague dialogue (2)

Use reflective teaching tasks that relate to the subject-matter expertise or interest of the students (2)

Decrease the number of small group activities

Increase discussion time for exam construction

Spend more time on how to teach cthics-based content (1.c., content with no right or wrong answer)

Increase the time allotted for actually working on assembling the teaching portfolios

Use assigned readings from course textbooks mor: in class

Use peer observers from the campus Office of Insuctional Resources

Increase one-on-one interactions between students and instructors

Include more practice on developing lesson plans

Increase discussion time for pedagogical issues surrounding the design and use of instructional technology

Include hands-on participation by the studeats during the instructional technology session

Use more than one type of learning style assessment too!

Increase discussion time for philosophy of grading

Inctude more teaching techniques, like teaching critical wnung and thinking skills

Add session(s) for international faculty, such as eaplaining the educational system in the U. S.

Add session(s) specific 1o the field of study of the participants

Conduct two courses, one for beginning and one for more advanced teachers

Observe cach other teaching and give feedback (in addition to the peer evaluzation process)

Invite a guest speaker to diseuss in detail some of the rescarch done in the field of education

Have participants peer observe experienced teachers, individually or in small groups, and share observations

Include a session on ethical aspects of teaching (¢.g., requiring students to purchase a textbook you authored)

Invite additional successful instructors to share their best teaching praclices with the class
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Annual College of ACES Fall Teaching Symposium con-
ducted by M. Susic Whittington then from Pennsylvania
State University and now at Ohio State University entitled
“Cognitive Challenges for Today’s Students.”

Response 1o item three: Ninety-three percent of
the participants reported that their teaching and learning
processes improved as a result of participating in the
course. Over the four semesters. participants listed a
number of specific changes they had implemented in their
teaching. Changes reported, grouped by five themes
(Course preparation, Personal/Teaching skills, Teaching
methods and active learning tools, Student needs, and
Assessment of teaching and learning), are summarized in
Table 5. Fifty-two percent responded that they began to use
a variety of teaching methods and active learning tools in
their classroom as a result of their participation in the

Teaching College course. One of the main reasons this
increase occurred was hecause participants now realized
they needed to rcach a varicty of learners in their class-
room, based on information presented in the learning
styles and learning theories sessions. The quotes below
from wwo different participants serve to illustrate this
point.

“Becoming aware of ditferent learning styles

may have the biggest impact on altering the

way [ teach. I will make a greater effort to alter

[my] teaching style, e.g. having more discus-

sions, incorporating more ¢xamples in lecture,

taking more advantage of different media for

teaching.”

Table 5. Summary of participant responses to how they think their teaching and learning processes have changed as
a result of participating in the Teaching College course for Fall 1997 to Fall 2000 (Table 3, Question 3) grouped by
five themes. The number in parentheses is the number of participants who contributed the suggestion. No number

indicates that only one participant contributed the comment.

Course preparation

Defined and shared with the students the overall course objectives and specific objectives for each lecture (5)

Improved course syllabus. included expectations of the students (3)

Spent more time and effort preparing for the course than before

Personal/Teaching skills

Became more comfortable and relaxed while teaching (2)

Improved organizational skills

Created a more positive classroom environment

Became a better active listener for my students

Improved my lecture style

Teaching methods and active learning tools

Used a variety of teaching methods and active learning tools (24)

Adopted a student-centered approach to learning (5)

Increased the use of the web to improve student leaming (2)

Led more focused and effective class discussions

Applied Bloom's taxonomy of educational objectives to the teaching of the course material

Student needs

different learning styles (7)

Increased awareness of different learning styles and used various teaching techniques to accommodate

Became more conscious of student needs and expectations (3)

memorizing it for the exam (3)

Encouraged and aided students in understanding the material (concept formation), rather than just

Assessment of teaching and learning

tool for student learning goals (4)

Developed informal (mid-semester) feedback instructor assessment tools and/or a "'feed-forward"” assessment

Improved exam construction practices (2)

Reflected on and recorded what went on in the classroom after each teaching session, including what went
well, what needed improvement, and ideas for next time

Reconsidered approach to evaluation and grading
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Table 6. Summary of participant responses to the question "What else would you like to share with us?" (Table 3,
Question 5), grouped by three themes. The number in parentheses is the number of participants who contributed the
suggestion. No number indicates that only one participant contributed the comment.

Additional suggestions to improve the course

Hold concurrent sessions on different topics

Spread course over two semesters

Increase the diversity and expertise of the presenters. include faculty from the College of Education

Require participants to select their mentors before the course begins to include them in more course acuivities

Have a follow-up course for past participants every two or three years

Eliminate meal with class

Provide assistance 1n scheduling peer observation by mentors

Broaden material covered in course development and active learning sessions

Insights and/or benefits received by participating in the course

Gained practical information that will assist me in becoming a better teacher (3)

Interacted with peers within the College of ACES that I might not otherwise have gotten to know (3)

Enjoyed the dinners provided at the start of class (2)

Textbooks and course handouts make a great teaching information resource (2)

Glad to participate right after joining the faculty, because it will help me get my teaching off to a good start

Boosted my confidence and competency in teaching creatively

Being a student in the classroom again helped me leam how to teach

List of teachers willing to have an observer in their classroom was very beneficial

Appreciated that the course was open to graduate students

Course shows that teaching is highly valued in the College of ACES; glad I decided to join the UIUC faculty

Expressions of appreciation and a job well done

|

| — - -

i Appreciated the instructors sharing their time, energy, knowledge, and insights in an enjoyable and
|

1

enthusiastic manner (20)

Course logistics and content were very well planned. organized, and executed (2)

I also learned that not everyone learns like |
do. ... The lcarning styles section [of the course]
made it clearer to me that I need to incorporate
different teaching methods to accommodate dif-
ferent learners, and the section gave me some
practical ideas about how to do that.”

Overall, many of the participants cxpressed that
they were now more aware of the need to focus on student
lcarning and not just their teaching. As one participant
stated. “The biggest way my teaching has changed is that |
am more awarc of whether my students are actually learning
or if Tam just teaching.”

Response to item four: Question four was not
included in the Fall 1997 course evaluation form. For the
other three semesters, 50% of the participants responded
that they were “very satisfied” as a learner during the
College Teaching course, 47% respondcd that they were
“satisfied,” and 3% responded that they were “unsatisficd.”
No “very unsalisfied” responses were received. No
additional comments from the participants were received.

NACTA Journal*June 2002

Response to item five: Comments shared by the
participants in response to this question, grouped by three
themes (Additional suggestions to improve the course,
Insights and/or benefits received by participating in the
course, Expressions of appreciation and a job well done), are
summarized in Table 6. Overall. participants expressed that
they appreciated the effort put forth by the Teaching College
course instructors, as well as the College, 10 assist them in
improving their teaching skills. As one purticipant stated,
“As anew faculty member, I feel that I made a good chotee
coming to this College, because it is my impression that
teaching is more highly valued than at other research
institutions. The Teaching College helped create this
impression because it is a signal that the College cares
enough about teaching to put real resources and faculty time
mtoi.”

Instructors’ Reflections
Overall, we are very excited about the positive

effects the Teaching College course is having on improving
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instruction and on increasing the dialogue about teaching
in the College of ACES. Some specific reflections about the
course arc given below.

As with any course, we see the need to continu-
ally update and improve the course content, adding new
topics and activities each semester, while removing others.
In addition to trying to provide excellent course content for
the participants, we are also trying to share and model a
variety of best teaching practices in the course.

We also sce the importance of sharing the excite-
ment and enthusiasm each of us has for teaching with each
new class of participants. We highly value and sce the need
for active participation by all of the course participants.
Over time, a strong, synergistic bond has developed
between the course instructors, which adds a very favor-
ablc dimension to the dynamics of the course. We continue
1o encourage other interested faculty members to join us in
our quest to improve teaching both through the efforts of
the Teaching College course as well as other avenues.

We sce the need to encourage the participants to
continue the dialogue about teaching they have begun
during the Teaching College course after they complete it
The Teaching College course graduates are encouraged (o
attend various tcaching activities sponsored by the College
of ACES, including the annual Fall Teaching Symposium
designed (o get the academic year off to a solid start and
the six lunchtime Teaching Seminars held throughout the
academic year. In addition, the Teaching College course
web site contains a chat space that can serve as an ongo-
ing, on-line discussion space for cohorts of the Teaching
College coursc. We also held our first reunion activity for all
of the Teaching College course graduates in Spring 2001 to
help foster interactions across Teaching College classcs
and to help celebrate the impact the Teaching College
course has had on encouraging good teaching. Our first
reunion aclivity was a two hour lunch time workshop with
two one-hour topics: “Portfolios and Teaching Philosophy
Statements: How have we used them to reflect on and
improve our teaching?” and “The Peer Observation for
Teaching Assessment (POTA) Program: What have we
learned?”,

Summary

We helieve the Teaching College course is making
a substantial long-term contribution to improving the
quality and implementation of instruction and fostering the
development and growih of a icaching community in the
College of ACES at the University of lllinois at Urbana-
Champaign. We are in the process of conducting a follow-
up survey to assess the long-term effectiveness of the
Teaching College course on the teaching of course partici-

pants. We appreciate the active participation of all of the
participants over the last four years and look forward to
many more Teaching College course classes. We encour-
age our colleagues in other colleges to try it — you’ll like
the process and the results!
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Effective Utilization of Faculty Task Forces for Problem Solving
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Abstract

Deans and Directors of Academic Programs
typically utilize a variety of approaches in problem solving
within their specified areas of responsibility. Some of these
various administrative approaches to problem solving
include top down, bottom up, ad hoc delegation, standing
committee referral, and faculty task.forces. Administrators
may use all these various approaches over time, depending
upon the problem one is facing, the resources available, the
administrative and support staff, and other factors.

The “top-down” administrative approach to
problem solving is typically used by administrators for a
variety of problems. In this case, the administrator does the
investigation. looks at alternative courses of action, and
makes the decision by himself, or with the counsel of a
limited number of colleagues. This style of problem solving
is a very efficient one, but does not always take advantage
of other resources available in making decisions. A direct
opposite of the first style would be the “bottom up” or
laissez-faire approach, where problems are left to be solved
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by individual faculty or at the unit level within the college.
In this case, the major college level administrators basically
leave such problems to be handled at the lowest possible
level, with little or no interference from top administration.

The last three approaches are between these two
extremes. The ad hoc delegation approach is typically used
by Deans for dealing with many problems where there is a
qualified subordinate to handle the particular problem. The
individual may be an Assistant Dean, Department Chair, or
specific faculty members. The standing committee referral
method is typically used where problems fall within the
domain of specific committees. The best examples would
be in the academic programs area where problems in
courses would be referred to curricujum committees,
questions pertaining to graduate programs to the college
graduate commitlee, etc.

The task force approach typically utilizes an ad
hoc commitlee appointed by the Dean to develop recom-
mendations for dealing with a specified problem(s). Many
Deans use this particular approach over time, successfully
or unsuccessfully! Task forces have a very unique and
distinct role to play in problem solving. Administrators
should not undertake utilization of a task force for problem
solving without some cognizance of these transaction
costs and risks. The major purposes of this paper are: to
describe the rationale for utilizing the task force approach
to problem solving, the typical processes utilized in such
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