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FACTORS INFLUENCING THE TEACHING/LEARNING PROCESS GUIDE

PART I: Mission and Goals

Note: For illustrative purposes, Part I of this Guide (Resource Book version) includes criteria as well as working space for recording discussion, evidence, and a score. This practice is not followed in subsequent sections of the Resource Book. Part II and all that follow include criteria only. Readers are directed to the electronic Workbook, which offers both criteria and working space for ALL sections of the Guide, to continue the self-evaluation process.

Always include Part I: Mission and Goals in your self-evaluation. Part II: Assessment and Evaluation indicates the degree to which the mission and goals have been achieved. The remaining parts of this Guide address elements of program design that enable you to fulfill the mission and goals of your program. All the criteria in this Guide, both Essential and Recommended, reflect best practice in the field.

Outline:

Essential Practices

A. Mission

B. Student Learning Goals

C. Program Goals

Recommended Practices

A. Mission

B. Student Learning Goals

C. Program Goals

ESSENTIAL PRACTICES:

While not an exhaustive list, these essential practices are necessary for sound teaching and learning processes in quality academic support programs. In a quality program, these practices will be reflected in its mission and goal statements.

A.   MISSION

I.E.1.  The mission statement of the teaching and learning program supports the overall mission 

of the institution.

Discussion and Supporting Evidence: _______

Score: _______

I.E.2.  The teaching and learning program has a written mission statement that focuses on student 

learning and development based on the assessed needs of its population.

Discussion and Supporting Evidence: _______

Score: _______
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B. STUDENT LEARNING GOALS

I.E.3.   Students will become actively involved in their own learning.

Discussion and Supporting Evidence: _______

Score: _______

I.E.4.   Students will develop content knowledge.

Discussion and Supporting Evidence: _______

Score: _______

I.E.5.   Students will develop appropriate schemata for learning content material.

Discussion and Supporting Evidence: _______

Score: _______

I.E.6.   Students will engage in progressively more sophisticated thinking and reasoning 

strategies as the curriculum advances in a sequential manner.

Discussion and Supporting Evidence: _______

Score: _______

I.E.7.   Students will make use of metacognitive strategies.

Discussion and Supporting Evidence: _______

Score: _______

I.E.8.   Students will feel comfortable participating in the learning environment.

Discussion and Supporting Evidence: _______

Score: _______

C. PROGRAM GOALS

I.E.9. The curriculum and services of the academic support program are based on explicit 

teaching and learning theory or theories, as appropriate to the discipline.

Discussion and Supporting Evidence: _______

Score: _______

I.E.10.   The teaching and learning components of the academic support program have well- 

developed, clearly-written sets of goals and objectives that are appropriate for course level and content.

Discussion and Supporting Evidence: _______

Score: _______
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I.E.11. Program goals and objectives are communicated to instructional staff1 and students in 

written (e.g., handbook, syllabus, website, electronic instructional platform) and oral form in a timely fashion and on a regular basis.

Discussion and Supporting Evidence: _______

Score: _______

I.E.12. The goals for teaching and learning are consistent with the institution’s mission and 

goals.

Discussion and Supporting Evidence: _______

Score: _______

I.E.13. Teaching and learning goals and objectives are carefully organized and ordered to support 

the total college curriculum.

Discussion and Supporting Evidence: _______

Score: _______

I.E.14. Individual teaching and learning goals and objectives align with those of respective 

departments as well as with the institution’s academic standards.

Discussion and Supporting Evidence: _______

Score: _______

I.E.15. The teaching and learning environment values all members of its community, including 

instructional staff, support staff,2  and students.

Discussion and Supporting Evidence: _______

Score: _______

I.E.16. Specific student learning outcomes are an integral part of the program’s written goals and 

objectives.

Discussion and Supporting Evidence: _______

Score: _______

I.E.17. Student learning objectives for critical thinking and reasoning are intentionally created to 

become progressively more complex within a discipline as the content material becomes more sophisticated.

Discussion and Supporting Evidence: _______

Score: _______

1 Instructional staff: Individuals, i.e., full-time, part-time, adjunct, or peer, who perform an instructional function in any setting in which intentional teaching and learning occur. Instructors serve one of many possible roles in the instructional staff.

2 Support staff: Individuals, i.e., full-time, part-time, adjunct, or peer, who perform any service that supports the activities of the teaching/learning unit.
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I.E.18. Curricular objectives are reviewed regularly and revised as needed by instructional staff 

with input from students (e.g., course evaluations) in order to meet institutional and student instructional needs.

Discussion and Supporting Evidence: _______

Score: _______

I.E.19. Facilities, courses, and services (including any use of technology) are designed 

effectively to meet the assessed needs of the student population and are fully ADA and 504-compliant.

Discussion and Supporting Evidence: _______

Score: _______

RECOMMENDED PRACTICES:

These are recommended best practices that enhance the teaching and learning process in academic support programs. They should also be included in a program review.

A. MISSION

I.R.1. The mission of the teaching and learning program includes a focus on an environment that 

appreciates and supports the diverse needs of all its learners.

Discussion and Supporting Evidence: _______

Score: _______

I.R.2. The teaching and learning mission strives to develop communication, leadership, 

collaboration, and social responsibility.

Discussion and Supporting Evidence: _______

Score: _______

B. STUDENT LEARNING GOALS

I.R.3. Students will understand the nature of transfer and how to transfer knowledge to other 

learning environments.

Discussion and Supporting Evidence: _______

Score: _______

I.R.4. Students will clarify their own values and make decisions congruent with their values.

Discussion and Supporting Evidence: _______

Score: _______
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I.R.5. Students will learn and practice professional and ethical standards of conduct in the 

learning environment, including their use of technology.

Discussion and Supporting Evidence: _______

Score: _______

I.R.6. Students will exhibit respect for and demonstrate ability to communicate effectively with a 

diverse population.

Discussion and Supporting Evidence: _______

Score: _______

I.R.7. Students will increase in self-efficacy in learning situations.

Discussion and Supporting Evidence: _______

Score: _______

I.R.8. Students will apply technology ethically and appropriately to enhance their learning.

Discussion and Supporting Evidence: _______

Score: _______

I.R.9. Students will demonstrate the appropriate social and technological skills to share ideas and 

collaborate with others to achieve a common instructional goal.

Discussion and Supporting Evidence: _______

Score: _______

C. PROGRAM GOALS

I.R.10. Students are aware of goals and objectives established for the academic support program 

and their relevance to students’ learning goals.

Discussion and Supporting Evidence: _______

Score: _______
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FACTORS INFLUENCING THE TEACHING/LEARNING PROCESS GUIDE
Section Scoring Summary

Part I: Mission and Goals

Note: In the Resource Book, the Part I Section Scoring Summary is included as a means to assist readers to envision the self-evaluation process. No other Section Scoring Summaries are included in the Resource Book. However, the Section Scoring Summaries for Parts I, II, and all that follow are included in the electronic Workbook.

Directions: Record and summarize the results for the Mission and Goals section below. Use the

results of this summary along with insights gleaned during the self-evaluation process to determine which areas of this section will be given priority in goal setting and planning.

A.      Possible Points: Check the option that describes the scope of the self-study to determine 

the points possible for this section.

Option 1: Used Essential Practices ONLY
95 points possible, if all Essential items apply. If all Essential items do not apply, deduct 5 for

each designated “NA.”

. . . OR . . .

Option 2: Used BOTH Essential AND Recommended Practices

145 points possible, if all Essential and Recommended items apply. If all Essential and

Recommended items do not apply, deduct 5 for each designated “NA”3 or “UK.”4

(Supply possible points as specified by Option 1 or Option 2. Do not total possible points for Options 1 and 2.)

B. Total Points (Sum of ratings for this section): ______

C. Percentage Score for Section ([B / A] x 100): ______%

D. Areas of Strength:

E. Areas Needing Improvement:

F. Rationale for Criteria Designated “NA” or “UK”:

G. Proposed Actions to Address Areas Needing Improvement: Construct a list of actions that could be taken, if funding and support were ample, to effectively address those areas needing improvement identified by the self-study. It is from the lists of Proposed Actions at the end of each Section Scoring Summary that feasible actions will be selected for the self-study’s Comprehensive Action Plan.

	Proposed Action

(Step)
	How Proposed Action Is Intended to Improve

Services to Students and/or Student Success



	
	


3“NA” (Not Applicable): The evaluator considers the statement not applicable to the current program.

4“UK” (Unknown): The evaluator does not know the answer to the statement, but the answer would be relevant if the information were available.

Assigning a Score

The purpose of the scoring step is to determine the extent to which the program meets the best practice outlined in the criterion according to the evidence provided. As a result, a score should not be assigned until the criterion has been discussed and the evidence presented. It is also important to note that scoring should be approached with an honest mind: the ultimate goal of any self-evaluation exercise should be to promote growth and change—not to protect ego or personal interest. Team members must be honest when assigning scores. Scores should not be viewed as tools of judgment, but as instruments of possibility, used to help evaluators identify patterns (of strength and of areas needing improvement), as well as to prioritize needs with the ultimate goal of increasing student success.

Scoring scale. Each statement will be scored using the 5-point numerical scale presented below, and supplemented with ratings of “UK” (Unknown) and “NA” (Not Applicable). Each number on the scale represents a discrete category or characteristic, and each team member assigns a score based on the evidence provided. The label and descriptive characteristics associated with each number on the scale help team members assign a score, and the score helps the team to quickly note areas of strength and those needing improvement that are relevant to the program as each section of the self-evaluation is completed.

1 

2 

3 

4 

5 

UK 

NA

Needs 

Needs 
       Adequate 
           Good   
   Outstanding 
           Unknown 

Not

immediate 
work 





      


         applicable

attention

EXAMPLES OF STATEMENTS 

OF THEORETICAL FRAMEWORKS
· Tutoring Services

· Developmental Reading Program

· Developmental Coursework Program
Activity:
Select the one that seems the most appropriate for you and your group, and discuss its merits among you.  Does it mesh with your own philosophy?  Does your curriculum or do your services reflect any of these statements of philosophy/mission and/or goals?  How would you change it to reflect your program better?

As a group, write down the theories/theorists you believe reflect your own philosophy of teaching and learning and Developmental Education. 
Sample Theoretical Frameworks

Sample #1

HISTORY AND THEORETICAL FOUNDATION OF TUTOR SERVICES

The Peer Tutoring program at *** State College was conceived in the mid-1980s as a support program for students having difficulty in their academic classes.  *** students had access to a Math Lab and a Writing Center, but there was no tutorial program for other core academic courses.  Funding for the original program came from soft money, and the program was discontinued after one year.  The director of the Learning Enrichment Center at that time was committed to the idea of offering free tutorial services to ***  students, and in fall 1987 permanent funding was obtained from the institution’s academic vice-president.  One of the basic beliefs and rationales for implementing the tutorial program was that it could help with student retention.

Tutorial services were originally offered on a strictly one-on-one basis: students could sign up for a tutor and receive 3-5 hours of tutoring each week.  Tutor training was mostly non-existent, but the program was successful for students from the beginning.  It was so successful that it was impossible to attract and hire enough qualified tutors to meet student demand.  

As the Peer Tutor Coordinator met with the tutors for individual evaluations, concern was expressed that most of the students they were seeing didn’t need intensive one-on-one tutoring.  The Coordinator also developed a belief in the theory that students learn best in collaborative settings, and so the focus of tutorial services changed from individual tutoring to a small group model.  Space, or a lack thereof, to house the Program was also an issue.  It was easier to schedule empty classrooms for group sessions than to find space for one-on-one tutoring.  

In the early 1990s, the Coordinator become aware of the CRLA International Tutor Certification program and began to develop a training program for the tutoring staff.  The training program has been certified since 1995.

Also in 1995, the Supplemental Instruction program that had been developed at the University of Missouri at Kansas City came to the attention of the Peer Tutor Coordinator.  After learning more about SI, the Coordinator attended one of their training workshops.  It was evident from the beginning that the theories on which SI was founded were valuable in helping students to learn.  Some of the theories behind the SI strategies are:

· Jean Piaget’s model of constructivism, a comprehensive model of cognitive development.  The research that is  “applied to SI is this: many students in tertiary educational institutions have not yet developed abstract reasoning that will allow them to learn new ideas simply by listening to lectures and reading text. . . . Proponents of constructivism take their name from Piaget’s observation that students must “construct” their own knowledge to be able to understand and use it (Martin, et al., 1993).
A belief of the Peer Tutoring Program is that in spite of a perceived need of assistance learning course content, most students need learning and thinking skills to help them gain content mastery.  It has been observed, and research has shown, that most first year college students are lacking adequate reasoning skills.  The ***  tutor training program stresses that tutors learn and use specific skills and strategies to help students learn to think and reason rather than simply answering questions about course content.

· Edgar Dale’s Cone of Experience proposes that learning is stimulated progressively from concrete experiences to abstract symbols (Martin, et al., 1993).  By helping tutors become  familiar with Dale’s Cone they are better able to use instructional techniques that will better help meet students needs.

Tutor training activities stress the importance of getting students actively involved in the learning process and giving them hands-on experiences.  

· Vincent Tinto’s Model of Student Retention suggests that students who are integrated into both the academic and social dimensions of the institution are more likely to persist (Tinto, 1987; Tinto in Spann, 1990).  Tinto identified four significant factors in student attrition (Tinto, 1987; Tinto in Spann, 1990): many students feel socially isolated on campus; students have difficulty in adjusting to the new environment; students suffered from incongruence (i.e. they are not able to link the knowledge received from class lectures to what they already understand); and students have trouble in the college environment.  (Tutoring) can be part of a broad institutional response to help address these four factors.  (It) provides a safe environment within which students can discuss and process the course material with others; students become acquainted with one another as they interact; . . . and the (tutor) helps students discover the strategies that unlock the mystery of learning at college (Martin, et al., 1993).

· Modeling is another technique which is used to help students learn to think and reason.  As tutors model good questioning techniques and higher levels of thinking (Bloom’s Taxonomy), students learn to incorporate these techniques into their own learning.

It had long been felt that even though group tutoring and SI filled important roles in student learning, many students were unable to participate because they couldn’t meet at the times the sessions were offered, and usage statistics validated that fact: numbers had been flat for several years.  Fall Semester 2002 the tutoring program underwent a major change when space was acquired for a drop-in lab.  This provided an opportunity to bring the service to a greater number of students by providing flexible access, but it also created a challenge: how to maintain the Program’s basic foundation in the value of collaborative learning while meeting student needs.  These goals are being achieved by grouping students who are studying the same subject; for example, students who come to the lab for introductory chemistry, are directed to a study table with other students from the same subject.  It has been observed that these grouped students will form a bond and will continue to come to the lab to study together. 

The chart below is an example of how the Peer Tutoring Center has been able to better meet student needs by providing flexible access.  Chemistry courses have been selected as the sample; Fall Semester 2002 was the first semester the drop-in tutoring was offered.

	
	2001-2002
	2002-2003
	2003-2004
	2004-2005

	Individual Headcount
	134
	338
	589
	644

	Total Student Hours
	404
	1746
	4870
	8538


Students, faculty and tutors in some courses have requested the formation of regularly scheduled study sessions.  The number of tutor-led study sessions has seen a sharp increase during the current academic year and are proving very successful.  However, students also use the PTC drop-in lab which provides them with additional–and flexible–access to tutoring.

Supplemental Instruction is still being offered for several high-risk courses.  The Peer Tutor Center has two group study rooms, one of which is available for any students who wish to study as a group; this space is available on a first-come-first-served basis.  Groups of chemistry and physics students use the space on a regular basis.  Many students are in and out of the lab several times throughout the day and use the lab as a place to study, knowing help is available if they need it. 

Collaborative learning is taught and stressed in tutor training and there is a continued strong commitment to group activities and learning.

The Peer Tutoring Program continues to follow a modified SI model: collaborative learning with trained tutors helping students master learning and thinking skills but in a setting that allows students flexible access to tutors.  The ***  Peer Tutoring Program will continue to change and evolve, to become the best program which can be offered, given the resources available.
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Theoretical Framework

Example #2 

Theoretical Foundations, Developmental Reading Program

While the reading courses as developed in 1986 employed a discreet skills approach to developing comprehension, in 1987, the curriculum was significantly revised to include the Individualized as well as Whole Language approaches.  Currently, instructional methods and course design reflect multiple theories.  Those theories and their concrete applications as currently employed in both the intensely remedial reading course, Basic Skills Reading and the second level developmental course, Critical Reading are briefly outlined below:

1. The psycholinguistic Whole Language theories of Frank Smith and Kenneth and Yetta Goodman.   Application:  through exclusive use of whole reading texts, through integrating reading and writing through journal writing in response to reading, through emphasis on reading as an act of making meaning from printed texts, and through the teaching of discrete skills as necessary only in the context of authentic reading experiences.

2. Bakhtin’s theory of intertextuality as shaped by Lodge and refined by Bloome and Egan-Robertson.  Application:  reading assignments that require the student to examine how initial understanding of a text, such as a short story on the plight of a depressed mother, is either altered or enhanced by the reading of other texts, such as essays on gender roles.  Also, through critical examination of multiple argumentative essays on the same controversial issue, such as gun control.

3.  Schema theory ala Spiro as well as Anderson and Pearson.  Application:  enhancing student’ appreciation of the vital role of background of experience in the understanding of texts ranging from Plato’s “Allegory of the Cave” to instructions on mounting a bicycle.

4. Reader Response theory derived from the deconstructionists Derrida and Focault and shaped for instructional purposes by Anne Berthoff.  Application:  Student portfolio of directed journal responses to all assignments totally at least twenty eight for the fourteen-week semester, as well as weekly written critical responses to at least two books and two formal book critiques that include written critical responses to both the books and related researched articles.

5. Constructivism: Vygotsky describes an individual’s zone of proximal development as being the area between one’s latent ability and realized potential.  He has theorized that guided instruction which leads one across that zone is necessary ingredient for learning and that intelligence is most related to performance following that necessary scaffolding for the student.  Constructivism has much to do with how the learner understands what knowledge is.  Application:  through simulation activities by which the teacher verbally models his or her own process of reading and critical analysis.

6. Social Cognition:  Bandura attempts to explain human social learning through imitation, using principles of operant conditioning while recognizing the importance of intellectual activities, such as imagining and anticipating.  Application: students read and critically reflect on controversial contemporary issues affecting them and their world.

Also through student’s writing of critical responses to essays on contemporary topics related to the student’s immediate world, the student has an opportunity to shape or rethink opinions on those issues.

7. Collaborative Learning:  Bruffee discusses constructivism as it relates to collaborative learning.  He makes the assumption that learning occurs as people talk and work toward a consensus about the knowledge that they need for the task at hand.  Application:  students often work in groups to share and refine critical evaluations of texts.
8. Metacognition.  Research on Metacognition in reading has focused on strategies for monitoring and improving comprehension.  Palincsar and Brown have described six strategies found to enhance comprehension: 1) clarifying the purpose of reading; 2) activating relevant background knowledge; 3) allocating attention to the important ideas; 4) evaluating content for internal consistency and compatibility with prior knowledge 5) self-monitoring to verify comprehension; and 6) drawing and testing inferences.  Metacognitively skilled readers seek to establish “meaningfulness” in their reading and value careful selection of appropriate strategies and careful monitoring of their comprehension. Application:  through student journal writing on all reading assignments and through classroom discussion of reading experiences.

9. Learning Styles.  As demonstrated by such scholars as Sarasin and Gardner, students experience learning best through a variety of modalities.  Application: through direct instruction in learning modalities models for the purpose of helping students assess most effective approaches to reading and studying. 

10. Literature Infusion.  Using literature to provide variety and motivation.  This in turn provides a vehicle for developing analytic skills. Application:  through assigned critical reading of poetry, short fiction and novels. 
11. Adult learning theories.  Malcolm Knowles describes the adult learner as someone who 1) has an independent self-concept and who can direct his of her own learning, 2) has accumulated a reservoir of life experiences that is a rich resource for learning, 3) has learning needs closely related to changing social roles, 4) is problem-centered and interested in immediate application of knowledge, and 5) is motivated to learn by internal rather than external knowledge.  Knowles updated this theory to include: both teacher directed and student self-directed learning dependent upon the situation and student prior knowledge. Application:  incorporating an individualized approach as much as possible by allowing each student to select the books for the book critiques and the reading material for fifty percent of the journal entries.  Also, by respecting the informed opinions and needs of students as adults.  

Both of the developmental reading courses focus on the development of active reading strategies, such as prereading, critical reading, metaphoric thinking and metacognition.  Many of the techniques used are those fostered by leaders in the field of developmental reading today, such as Norm Stahl, Michelle Simpson, Sherrie Nist, Martha Casazza, and Maria Valeri-Gold.  

Instructional materials include argumentative essays on contemporary topics; short fiction; poetry; textbook passages; student-selected material from magazines, professional journals anthologies; and content course readings.  In addition, each student is required to select and read two books, one fiction and one non-fiction. 

The primary difference between Basic Skills Reading and Critical Reading is in the level of difficulty and complexity of the instructional materials employed in each, not in the methods.  Another difference is that students in Basic Skills Reading, the course designed for the most deficient readers, are required to participate in instructional activities in the college’s Reading Lab.  Students in Critical Reading are referred to the lab on an individual basis.

Theoretical Framework

Example 3

Developmental Coursework

The Instructional Services developmental education program at *** 

University draws its practices from theoretical perspectives that focus on student attrition as well as those that focus on student-centered learning and development.  We believe, as Tinto (1987) suggests, that by focusing on solid instruction, retention will result.  Hackman & Dysinger (1970) found that students with lower competence but with moderate to high commitment tended to persist unless forced out due to failing grades.  Eddins (1982) and Valverde (1985) found that disadvantaged students as a group need more academic support.  Pascarella & Terenzini (1979, 1980) and Pascarella and Wolfle (1985) found that frequent contact with faculty leads to higher levels of persistence.  As Tinto suggests, academic and social integration are important to retention.  Levels of such integration may be viewed in the goals students have and in the motivation they demonstrate in reaching those goals.  While background skills and abilities may make a difference in persistence, it is the many experiences, both social and academic, that students have within the institution that have a greater impact on persistence.  Experiences in and out of the classroom with instructors, informal conferences, and making meaningful student contacts within the classroom aid in the integration that leads to retention.  Tinto also suggests that the first semester is most at risk because of students needing to make the transition from their high school lives to university life.  His studies indicate that programs that work to help students make that transition are effective.  These typically “stress improving study skills (e.g., writing and reading skills), study habits (e.g., learning to apportion one’s time to meet academic deadlines), academic preparation (e.g., high school mathematics), the use of libraries and other institutional resources, and the writing of college-level reports and term papers.” (Tinto, p. 149)

Our institution’s admission policies contribute to developing a diverse student population.  These policies also make it more difficult to predict reasons that students are retained or not retained.  Students who participate in developmental courses at our institution tend to have lower admission criteria and placement test results.  In addition, we have a higher percentage of African-American students in our courses than in the university in general.  Our students must begin their developmental coursework during their first term of attendance.  Our instructors work with students in classes, but we also rely on out-of-class contacts to reinforce classroom experiences, and we emphasize the improvement of study skills and habits as well as academic preparation.  

Our students are actively engaged in content-specific skill attainment and application.  Such skill attainment and application are intended to transfer to future courses and are to be used for problem solving, critical thinking, communication, and self-development within our courses.  In order to develop these skills, program staff understand that we must deal with students’ self and identity, motivation, interaction with the environment, ways of knowing, learning preferences, and self-regulation and goal setting, as described by Silverman and Casazza (2000). The *** College of Arts and Sciences (CAS) intends to develop graduates who demonstrate characteristics of communication, critical thinking, problem framing and solving, knowledge, integration and application of knowledge, self-development, citizenship, and life-long learning.  Silverman and Casazza’s six topics that are the basis for research in learning and development mesh with ***’s desired graduate characteristics in a theoretical framework that guides our instructional efforts.

Self & Identity (CAS Characteristic: Self-Development, Citizenship):


Chickering’s (1969) theory of identity development provides seven vectors that describe psychosocial development during the college years.  Our interactions with students, both in and out of class, and our curriculum that involves students actively in their learning reflect these seven vectors as we work with students in their first year to:

1) develop intellectual, physical, and manual competence

2) manage emotions

3) move toward interdependence

4) develop mature relationships

5) establish identity

6) develop purpose in future directions

7) develop a value system

In accord with Mezirow’s (1981) theory of transformation, we find that students bring to college belief systems about their abilities, and these beliefs affect the way they view themselves as needing or not needing our services.  Our instructors address those beliefs through discussion and written feedback and are as in tune to student attitudes as they are to skill development.

Motivation (CAS Characteristic: Self-Development, Life-Long Learning):


We recognize the influence of Rotter’s (1966) work with locus of control on the students in our courses.  Frequently students state initially that they see our classes as holding them back, that the placement tests that place them in such courses are not fair indicators of their abilities, or that their previous teachers had somehow failed them.  We gradually see many students reassessing their performance over the term and understanding that they have some control over their efforts and resulting performance.


Since we must be “bearers of bad news” that students must complete selected developmental courses, we deal a blow to their sense of self-worth.  However, as Weiner (1990) and Covington (1993) determined, once students begin to succeed academically in classes designed to support their efforts, their sense of self-worth improves.  Support in our courses comes in the form of teacher and student modeling of success behaviors, mastery assignments and quizzes, and grades that do not count against students’ grade point averages but give them a sense of their progress, thus reducing some of the stress of course completion, as reflected in Bandura’s (1977) self-efficacy theory.

Interaction with Environment (CAS Characteristics: Self-Development):


Many of our students commute, are non-traditional in age, have family obligations, and see the university experience as one to be endured until they can get a high-paying job as a result of having earned a degree.  As a result, our courses must deal with these issues by creating an environment in which students can feel comfortable discussing issues, expressing concerns, and exploring boundaries as they find ways to deal with this new environment.  Lewin (1936) and Kaiser (1971) emphasized the impact of the interaction between student and environment on both the developing student and the developing environment.  As we work to help students adjust to the university environment and its expectations, we attempt to provide the coping strategies that Brookfield (1995) indicates are desirable for maximizing student/environment interaction.

Ways of Knowing (CAS Characteristics: Communication, Critical Thinking, Problem Framing and Solving, Knowledge, Integration and Application of Knowledge):


According to Brown, Collins, and Duguid (1989), learning is likely to be more effective if learners are involved in solving realistic problems relevant to them.  Since students bring their own perspectives to the process of “knowing,” with filters based on their own perceptions and values, it is important to discuss and clarify their understandings.  In order to broaden learners’ schemata, it is also important to recognize that at least three components of intelligence (Sternberg, 1980) must be considered as ways that learners process information – analytical (traditional learning), synthetic (beyond traditional to create solutions to novel problems), and contextual (adapts to everyday world and goes beyond to select and shape the environment).  Cross and Steadman (1996) found that students do more higher order processing by using active learning to approach problems from different perspectives.  Cross (1981) also found that adult learners have more problems with short-term memory, so they do not retain meaningless material and lack motivation to learn it.  In the classroom, then, new material should be meaningful with aids to help organize and associate, material should be presented for mastery, students should learn one idea at a time to avoid competing information, and teachers should provide frequent summaries.

The work of Schraw & Bruning (1996) and Vygotsky (1965) highlight the importance of guided instruction to bring students closer to their realized potential as learners through collaboration and constructivism.  Bruffee (1993) views learning as an active, sociolinguistic process aided by small group activities and relationships made in the learning process.  Brookfield (1986) finds that students who are successful self-directed learners are more field dependent as they view learning in a social context.  Baxter Magolda (1992) found that college students’ ways of knowing and reasoning go through four stages:

1) absolute (knowledge held by external authority)

2) transitional 

3) independent (own interpretations)

4) contextual (informed judgments)

Many of our students are in the absolute stage, so it is important that we provide guided experiences that help students think and problem solve so they may progress to stage four by graduation.  We emphasize writing about relevant topics, reading about current issues as well as about textbook ideas, working in pairs and small groups, teacher-guided instruction and practice with student input, variety in instructional practices, discussion and discovery to build background and expose students to different perspectives, and self-reflection.

Learning Styles & Preferences (CAS Characteristics: All)


Cultural differences may have an impact on student perceptions of self-worth and student performance if the culture of home and school are significantly different (Brookfield, 1990; Bruffee, 1993; Pai & Adler, 1997).  To be more cognizant of the potential cultural mismatch, teachers should engage in “culturally responsive teaching” to model effective communication processes (Wlodkowski & Ginsberg, 1995).


Physiological factors appear to affect learning preferences.  Kitchens, Barber, & Barber (1991) noted that formal schooling favors left-brain thinking (language, analytical, linear thought process), so it is important that teachers present instruction that requires students to use both hemispheres.  In that manner, students whose learning preferences are more right-brain (visual, spatial, creative, synthetic thinking) are not neglected.

Personality-based factors may impact the ways people approach learning.  Witkin (1976) identified field-dependent and field-independent learners, with those who are field-dependent as having more difficulty distinguishing significant from nonsignificant details. If teachers provide some direction, this structure aids field-dependent learners, especially within the social interaction of the classroom, while not interfering with field-independent learners.

Students need a variety of instructional approaches to meet different learning preferences.  Learning preferences can be modified if students incorporate learning strategies into their structures for learning.  We use discussion prior to practice to share cultural frameworks and provide field-dependent learners with structure.  We provide a variety of lesson formats to address differences in learning styles and preferences.

Self-Regulation & Goal Setting (CAS Characteristics: Citizenship, Life-Long Learning):

Garner’s (1987) work on metacognition helps explain how one knows himself and the task at hand so as to use his repertoire of learning strategies to approach new learning.  Many of our course assignments require students to think about and respond to the processes involved in the task as well as to complete the product.  Course goals are revised as the term progresses, as students make progress toward achievement of those goals, in accord with the work of Weinstein & Mayer (1986) and Pintrich (1995) toward self-regulated learning through goal setting and revision.  


Cross & Steadman (1996) found different effects when learning-oriented (mastery) goals or grade-oriented (performance) goals were set, and Atkinson & Feather (1966) found that grade-oriented students either set goals so low that they could attain them or so high that they realistically could not be expected to achieve them – thus ensuring failure.  We find that learning-oriented goals that focus on what students must accomplish to be competent in skill areas, with regular written and verbal feedback, self-reflection, and grades that are not calculated in grade point averages, allow students to focus on success.

As we structure classroom-learning situations, we rely on the work of Pintrich & Schunk (1996) who suggested four principles for classroom instruction to maximize self-regulatory learning:

· set clear and specific goals

· make goals challenging and difficult but not outside the range of students’ capabilities

· set both proximal and distal goals for students

· provide feedback that increases students’ self-efficacy for obtaining the goal 

and Presley’s (1995) emphasis on instructional matches with teacher modeling and practice.  We provide detailed course syllabi, outlines, and assignments while making provisions for revision based on student input and progress.  We make the courses challenging enough to stretch students, especially those who do not believe they “need” the courses, while reasonable enough in expectations that students are able to meet with success regularly.  Staff are supportive and challenging; they are trusted by students and confident in students’ ability, so they are able to provide challenging yet reachable goals that help students commit to achievement.  We work with students to develop both short-term goals in their regular assignments and long-term goals for end-of-term accomplishments and course recommendations.  We use homework checks, conferences, written and verbal feedback, and students do journaling to provide us with feedback, particularly in reading and writing courses.  Application of study strategies is regularly part of each course. 

Developmental coursework at *** is systematically planned, implemented, and assessed with student needs in mind.
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