
 Preparing not  
to lecture:

that include text-based lecture, unannounced quizzes, two multiple-
choice midterm exams, and one multiple-choice final. We consider it the 
“traditional lecture” or our so-called control group. The second section 
starts at 11:15 a.m. and has course elements that include structured group 
activities, extremely shortened lectures, unannounced quizzes, a few graded 
homework assignments, and the same multiple-choice midterms and final as 
the first section. This is our experimental or “active learning” section. Both 
sections have the same two instructors and identical laboratory experiences.

 
The students in the “active learning” section were assigned to groups, 
transparently, on the first day of class. All the groups are permanent and 
each has a numbered folder to collect at the beginning of every class. The 
folders include the materials for that day’s activity or activities; materials 
may be printed media or manipulatables (e.g., ad hoc puzzle pieces, beans, 
pipe cleaners) in envelopes or zippered plastic bags. In general, the group 
activities emphasize generating testable hypotheses to explain observable 
phenomena, designing experiments, and analyzing authentic data from 
current scientific literature. We use a random-number generator to select 
groups to come to the front of the auditorium and present their findings, 
so every group knows they have an equal chance of being called upon to 
present their findings. When visuals are necessary to explain a concept, 
groups use a document camera to project their work. Mark and I use  
mini-lectures that last 15 minutes or less to clarify concepts and  
highlight terminology. 

 
Assessment  
To measure any differences between the two approaches we’re taking in 
these sections, we kept track of attendance data, exam scores, and quiz 
performance. Students in both sections completed a survey on day one  
and again during week fourteen to measure confidence levels with respect to 
learning science and enthusiasm for the study of science. We also conducted 
a focus group to get more qualitative data.

 

 
We didn’t take attendance in every class, so our estimates are based on the 
number of students taking the unannounced quizzes on eleven dates. The 
traditional lecture section attendance has averaged 82%, and the active 
learning section averaged 92%. However, as mentioned earlier, the  
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co-teach what is, by many measures, a perfect class: an 
Introduction to Biology, Society, and the Environment. The 
course is student-driven and student-centered, covers complex 
unsolvable issues at the interface of science and society, involves 
the passionate participation of almost 100% of the students – 
several of them advanced undergrads – and gets rave reviews on 
student evaluations. I learn a lot, the students learn a lot, and we 
all have a grand old time.

 
Unfortunately, this article is not about that class. 

 
Rather, it is about our attempts to transfer some of that same student 
involvement and positive student-faculty interaction from “the perfect 
class” to a much larger, content-based, introductory course. Biology 1001 
Evolutionary and Ecological Perspectives holds the dubious distinction 
of being among the largest courses offered on the University’s Twin Cities 
campus. Each semester, approximately 1000 students enroll in the course, 
with the total number split between 3 or 4 lecture sections and over 60 
laboratory sections. Biology 1001 appeals to a diverse audience because of  
its core content – evolution, genetics, and ecology – and its status as a course 
that meets two CLE requirements: biology with lab and the environmental 
theme. The course has typically served as a mixed-majors course, with 90% 
of the students coming from outside of the College of Biological Sciences. 
The challenges we encounter in Biology 1001 are typical in large- 
lecture settings: 

• minimal retention of material
• low attendance
• uneven and reduced involvement
• lack of preparedness
• disengagement
• low morale 
• poor reputation
 

A body of literature suggests that large lectures can overcome some of these 
hurdles by moving toward a more active, process-oriented, student-centered 
classroom model (Bransford 1999, Slavin 1995, Smith 2000). Furthermore, 
the very nature of science – dynamic, multidisciplinary, and problem-based 
– makes these types of courses ideal candidates for a student-centered 
approach (DeHaan 2005, Handelsman et al 2004, Hake 1998, Nickels et al 
1996, Zoller 2000). With support from the Archibald Bush Foundation and 
the Innovative Teaching and Technology Strategies program, my colleague in 
the Biology Program, Mark Decker, and I are currently testing some of these 
claims about the value of active learning in a large lecture setting. 

 
Traditional Lecture Versus Active Learning 
A lecture section that historically enrolls up to 600 students was split into 
two smaller sections of approximately 250 students each. The student 
populations are comparable in terms of age, gender, and University 
status. The first section, which is offered at 8:15 a.m., has course elements 
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 Traditional lecture Active learning

Course  Lecture, quizzes, exams Group work,   
elements  mini-lectures, quizzes,  
  homework, exams

Time 8:15-9:30 T, Th 11:15-12:30 T, Th

Size 246 278

Quiz content Lecture material Based on reading,   
  in-class activities, 
  mini-lectures, homework

Exam content Lecture, text, outlines In-class activities (10%),  
  text, outlines

Attendance 82% 92%

Exam 1 performance 66.68% (SD=2.83) 67.92% (SD=2.24)

Exam 2 performance 63.8% (SD=2.6) 62.5% (SD=2.45)

Quiz performance  64.56% (11 quizzes) 70.58% (8 quizzes)

Identical-quiz 73.88% 65.92%
performance (4 quizzes)

Preliminary Data
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Littlefield, Holly. (2006). Service learning in business  
communication: Real world challenges develop real-world skills.  
Business Communication Quarterly, 69(3), 319-322.

The article describes a service learning project the author offers in her  
business communications class. Groups of students select a small  
business or nonprofit to work with and design a project of use to the  
business. Projects have included PowerPoint presentations, Web sites,  
brochures, marketing plans, and training manuals. Students respond  
positively to the projects and feel a sense of accomplishment and  
connection to the organizations they are working with when they  
know their work is appreciated.

Budd, John W. (2005). Practicing what we preach: Using  
professional degree principles to improve HRIR and  
management teaching. 
Human Resource Management Review, 15(3), 187-199. 

Many of the central principles of professional degrees taught to business 
school and Human Resources and Industrial Relations (HRIR) students 
– putting theory into practice, knowing your customers, benchmarking 
against best practices, and using diverse toolkits for problem solving – are 
equally valid for the practice of teaching HRIR and business courses. 
Learning theory needs to be put into practice in the professional  
classroom, instructors must understand students and their diverse learning 
styles, teaching practices should be benchmarked against best practices, 
and instructors need to develop teaching toolkits for creating effective 
courses. As teachers of professional students, we should practice what  
we preach.

Simmons, Steve R. (2006). “A moving force”: A memoir of  
experiential learning. 
Journal of Natural Resources & Life Sciences Education, 35, 132-139.

Experiential learning is a time-honored approach that can help to “… seal 
the bond between the learner and the learned.” Such learning encourages 
the making of meaning from individual and shared experiences and helps 
abstract concepts to become relevant to the learner. The twentieth-century 
educational theorist John Dewey articulated a need for a unified “theory of 
experience” that could guide educators. He maintained that “all genuine 
education comes about through experience,” although he noted that some 
experiences may adversely affect a student’s capacity to learn from future 
experiences. This article presents a memoir describing the author’s  
involvement as a teacher who has endeavored to practice experiential 
learning with his students, especially through a multi-institutional field 
course entitled “Agroecosystems Analysis.” This memoir was developed 
during a term leave at The Evergreen State College, an institution known 
for its extensive use of experiential approaches to education. This leave, 
and the memoir writing process, served as catalysts for reflecting upon the 
relationships between experience and learning. In addition to offering  
recollections and interpretations of the author’s involvements as an  
experiential teacher, the memoir includes quotations from John Dewey 
and others that frame the author’s convictions about such learning. See an 
excerpt of Steve’s essay in this issue.  

Available at: http://www.jnrlse.org/issues.php 

For our inaugural issue, we began with an article by Arlene Carney that asked the question 
“What do we want our students to learn?”  The essay explored student learning outcomes, 
the ideal goals we set for University of Minnesota students.  It’s a critical topic in light of the 
recent Spellings Commission report that calls higher education “increasingly risk-averse, at 
times self-satisfied, and unduly expensive.”  One of the commission’s key recommendations is 
that all “postsecondary education institutions should measure and report meaningful student 
learning outcomes.”  With its own proposed student learning outcomes, the University has 
begun to formulate a meaningful response to at least part of the Spellings report. 

In this issue, we begin to look more closely at the scholarship of teaching and learning (SoTL).  Emily Hoover, 
a professor in the Department of Horticulture Science, traces the story of how she began to investigate student 
learning issues over the course of the past decade.  Her path began with a simple question and gradually evolved 
into a cluster of related issues that she, her students, and her colleagues have interrogated and on which they 
have written and influenced departmental policy.

In her essay, Sehoya Cotner from the Biology Program takes us deep into one of the University’s largest courses, 
Biology 1001.  Welcome to her world!  She and her colleague, Mark Decker, have set out to compare two 250-
student sections of the class, varying the pedagogy in each.  In the first section, they took a traditional lecture 
approach; in the second section, they radically reduced the amount of instructor oration and engaged all 250 
students in a theater-style auditorium in Wiley Hall with such active learning techniques as “fatal attraction 
in rats,” “the tournament of kitchen utensils,” and “sexy peacocks and choosy peahens.”  They present their 
preliminary results, and Sehoya both affirms and debunks what she calls some of the “warm and squishy claims 
made by education gurus.”  

Beginning with this issue, we’re going to start publishing excerpts of University of Minnesota biographies.  The 
first comes from Steve Simmons of the Department of Agronomy and Plant Genetics.  For several years, Steve 
has partnered with Kathleen O’Donovan in a unique faculty development program called “Making Meaning of 
a Life in Teaching.”  Throughout the year, cohorts of about a dozen faculty from around the University gather to 
draft a teaching memoir.  These essays are extremely thoughtful and engaging, and while we don’t have the space 
here to include them fully, we hope to excerpt significant portions of these works which you can continue to read 
online at www.transform.umn.edu

We’re also including the first of an occasional series of SoTL conference reviews from attendees or presenters.  
We’re starting with Brad Cohen’s reflections from the recent International Society for the Scholarship of Teaching 
and Learning (ISSOTL) in Washington, D.C.  (Brad, the Assistant Director of the Digital Media Center,  
presented with a team of course redesigners in Family Social Science led by Virginia S. Zuicker.) 

In addition to our usual calendar, we’re providing a list of longer teaching-related opportunities and services for 
faculty.  The range of these programs and capabilities is striking, and we hope that this consolidated listing will 
help you plan your upcoming semesters.

Finally, with this issue we move to a University-wide circulation as we distribute to the Crookston, Duluth, 
Morris and Rochester campuses.  Although currently our calendar and program listings reference services on the 
Twin Cities campus, we hope that the essays and resources in the rest of Transform will be useful to you, and we 
welcome your opinions and thoughts as we continue forward.

Paul Baepler, Editor

e d i t o r ’ s  n o t e

2006 ISSOTL Conference Review
 
by Bradley A. Cohen, Digital Media Center
The International Society for the Scholarship of Teaching and Learning, 
ISSOTL, is just one of many regional, national, and international  
organizations committed to fostering the scholarship of teaching and 
learning (SoTL). This year’s conference in Washington, D.C. hosted  
over 800 participants and included presentations from provosts to  
undergraduate students representing the full range of institutions from 
large research institutions to local community colleges. Three areas of 
particular interest to this attendee were student participation in SoTL; 
research-intensive institutions and SoTL; and emerging understanding of 
learners and its relevance to higher education. 

Student Participation in SoTL
Several sessions examined the roles undergraduate students might play in 
SoTL. There were examples of students as peer assistants, as collaborators 
in course design and evaluation, and many more. Common to each of 
these was the high degree of reflection on learning and course design  
that was built into the student experience. Evaluations of their unique  
participation in undergraduate education suggest that students as SoTL 
partners benefit in significant and demonstrable ways. As it happens, I 
was a co-presenter with a student and an instructor from the University 
regarding a course intervention involving case studies. In our case, the 
undergraduate student’s role included contributing student perspectives 
throughout a course redesign process, gathering evaluative data and  
analyzing that data, and collaboratively preparing scholarly output such  
as the presentation we delivered at ISSOTL. 

F

Research-Intensive Institutions and SoTL
SoTL is part of a larger reform movement in education to improve  
teaching and learning. Research institutions present unique challenges  
and opportunities, and many sessions at ISSOTL this year focused  
exclusively on research-intensive institutions. Two messages emerged from 
the sessions I attended: 1) without sustained and broad engagement within  
an institution, SoTL is likely to go the way of most educational reform 
movements; and 2) the success of any strategy depends upon highly  
contextual features of these large and complex institutions (e.g., the  
history of specific departments, personalities currently in place, the  
physical environment), leaving the path to success for any particular  
institution unclear.  

emerging understanding of Learners
Scholarly teaching is an approach to designing and delivering  
instruction that is informed by research regarding learners and learning, 
and the opening plenary of the conference was delivered by one of the 
leading researchers in this field, John Bransford. Building on the concept 
of adaptive expertise, Bransford argued that the aim of undergraduate 
education should be the creation of adaptive experts. Adaptive experts are, 
as the name suggests, highly flexible in their approach to novel problems. 
Much work remains to be done in order to understand the nature of  
adaptive expertise, let alone how to design learning environments that  
cultivate such expertise. In his talk, Bransford offered some tentative 
thoughts about each of these. Although his talk is not yet available, the 
following article captures much of what he discussed:  
http://life-slc.org/wp-content/up/2006/04/innovationtransfer.pdf. 
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he Scholarship of Teaching and Learning (SoTL) 
involves transforming a problem one encounters 
in the classroom into a problem of study; that is, a 
problem that has some body of thought and literature 
behind it (Bass 1999). As scholars in particular 
disciplines with specific research questions, we thrive 
on investigating research problems. We brainstorm 
ideas, write grants, conduct research – often using 
methodology particular to our field of study, 

and eventually present the results. We find answers that generate more 
questions, and the iterative experimental process begins again.  
  
When we think about problems in teaching, we often equate them with 
problems in the classroom; problems to be avoided at all costs. Therefore, 
many academics tend to ignore problems in their teaching because 
admitting to those problems may mean that something is wrong, either 
with our practice or inherently with the institution. We do not want to 
admit that we may not know what to do ourselves, much less discuss the 
situation with our colleagues. As Randy Bass (1999), who has written 
extensively on the scholarship of teaching and learning, wrote: “Asking a 
colleague about a problem in his or her research is an invitation; asking 
about a problem in one’s teaching would probably seem like an accusation.” 
How, then, do we discuss the problems in our teaching as meaningfully as 
we discuss the research questions we have in our disciplines?  
 
When I was asked to write this essay on SoTL, I hesitated. Could I define 
my scholarship through teaching and learning? I had to eventually answer 
“yes.” This has been quite a transformation for someone educated in the 
sciences and one who defines herself through applied plant biological 
research in horticulture. I was hired to work on applied production 
problems with fruit growers in Minnesota. My research is field-based, using 
research centers and growers’ fields to ask and answer questions pertinent 
to increasing sustainability of fruit production. How did I get interested in 
SoTL? Where did this interest get its impetus and nurturing? 
 
As I delved into the literature on SoTL, I realized my progression in this 
field took a number of steps. Weston and McAlpine (2001) identify three 
phases faculty go through as they develop their scholarship in teaching 
with the underlying assumption that faculty are primarily experts in their 
discipline. These phases are: 1) an intention to grow and develop knowledge 
about one’s own teaching; 2) initiating a transition from only thinking 
about teaching to discussing it with colleagues; and, 3) intentionally sharing 
expertise and developing scholarly knowledge about teaching, actively 
integrating teaching, and the scholarship of discovery. If I follow my career 
as a scholar at the University of Minnesota, I can identify these phases 
through individuals and projects that influenced my work.

 
Starting at the University 
I began as a faculty member in the College of Agriculture at the University 
of Minnesota in 1982 with a job description that heavily emphasized 
teaching. After having completed a Ph.D. in the sciences, my notion of 
“research” was confined to the plant sciences, and I certainly didn’t think 
I would be researching my own classroom. As a new faculty member, I 
discussed my promotion and tenure with the Associate Dean at the time, 
Keith Wharton. This conversation was a turning point in my career. He 
emphasized to me that my education and training as a scientist were 
applicable to situations within the classroom. My eyes were opened. But 
the scientific method, as useful as it is for focusing on one experimental 
parameter, at that time seemed alien to use in a classroom with students.  
So, I put the idea in the back of my mind and started writing grants for  
and conducting research on fruit and seed development in apples. 
 
As my teaching career progressed, and the variety of courses I taught 
increased, I naturally began to wonder if students were learning anything 
in my classes, and if what they were learning was actually what I had 
hoped I was teaching. This curiosity led me to become involved in a few 
teaching workshops the college sponsored. The first one I went to was led 
by Roger Johnson on cooperative learning in college classrooms (Johnson, 
Johnson, and Smith, 1998). This was my first experience with the literature 
supporting education – the teaching/learning paradigm – and I began to 
delve into this emerging body of literature. I came to understand that I was 
not the only academic asking these types of questions. And maybe more 
importantly, there was a growing amount of research available to read and 
use. I finally got it: the scientific method meets the classroom! 

 
Case Studies 
Around this time, I also became aware of teaching with case studies. This 
was not a new concept in business, medicine, or law, but in agriculture, 
it was a new method to engage students with real-life decisions. We asked 
students to use the information they learned and put the information 
to work in a new context. Decision cases present real-life situations and 
give students the information the decision-maker had at the time of the 
decision. As with many decisions in life, there are a lot of unknowns. 
Given a case, students wrestled with the information, read background 
material, made a decision, and justified it. Using decision cases highlighted 
for students how practitioners use information to make changes in their 
production practices. I participated in writing and using cases as well as 
presenting papers at international (Hoover, 1993) and national horticulture 
conferences (Hoover and Foulk, 1995).  

Reviewing the phases Weston and McAlpine (2001) defined, my 
involvement with cases pushed me solidly into phase two. I worked 
actively with a group of professors interested in writing and using cases 
(Hoover 1995). We participated in workshops and informal discussions 
on how to use cases effectively and how to ask questions to elicit classroom 
discussion. The conversation and community surrounding case writing 
and teaching began to redefine my pedagogy. Studying the literature on 
case teaching, and then implementing these methods, allowed me to teach 
students how to integrate their knowledge in horticulture with real- 
world issues.  
 
I was now convinced that decision cases could help in analyzing research 
problems, and case teaching became a model for me when I taught upper 
division and graduate courses (Hoover and Foulk, 1995). My graduate 
students researched production problems facing fruit growers and wrote 
cases from their research to investigate the reasons why growers adopted 
the research (Foulk and Hoover, 1996). The case study form encouraged 
graduate students to think through the problems’ many iterations and 
present information for solutions. This method gave them a form in 
which to exercise their critical judgment.  
 
I continued thinking and discussing teaching with colleagues by 
leading workshops at national meetings (Hoover, Foulk, and Davis, 
1994; Hoover 1995). I found a number of faculty interested in talking 
about the teaching/learning paradigm, but they were concerned about 
how others within their departments would view their interest. Their 
concerns included whether the discussion of teaching “problems” would 
be interpreted as not knowing how to teach or if this new activity would 
thus divert them from producing the scholarship necessary for promotion 
and tenure. One of the beauties of case development, though, is that 
peer-reviewed papers can result from this type of research, fulfilling the 
scholarship requirement for promotion and tenure as well as the need to 
develop good teaching/learning techniques for use in the classroom. 

 
Undergraduate Writing  
My interest in case teaching spurred my interest in how students 
communicated their knowledge in writing and speaking. The University’s 
Center for Interdisciplinary Studies of Writing encouraged participation 
from faculty in a variety of fields. I joined. My involvement with this 
center placed me solidly on the road to identifying myself as a scholar,  
not only in horticulture, but also in horticultural learning.  
  
Using writing to evaluate students is ubiquitous in college courses, but 
when I first started teaching, I assumed students already knew how to 
write. As my teaching career progressed, though, I began to ponder how 
students learn to write for a particular discipline? Through conversations 
with faculty in the writing across the curriculum program, I obtained a 
grant to start to answer that question. Doug Foulk, a Ph.D. student in 
horticulture, and I began to systematically study the types of writing used 
in horticulture courses (Foulk and Hoover 1994, 1996). Weston and 
McAlpine would view this concerted effort to understand a specific area 
of the teaching/learning paradigm as the third phase in developing as a 
scholar in learning.  
 
After learning how to teach with cases, teaching students how to use 
writing to understand and learn disciplinary material became the new 
focus of my scholarship. When writing intensive courses became a 
requirement for students at the University of Minnesota, we undertook to 
understand where writing intensive courses should be placed within our 
curriculum (Zambreno et al. 2004). When we assumed that students must 
take two writing intensive courses in their major, we concluded one course 
needed to be in the core of the curriculum and the other in an upper 
division course specific to their interest.  
 
We continued to study how students learn to write by surveying faculty 
within the department on their expectations of lab report writing and 
where students learn how and where to do this type of writing (Hoover  
et al., 2007). This study illuminated for the faculty assumptions 
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Upcoming  
        Events
Larry K. Michaelsen  
“Getting Beyond  
Covering Content” 
Friday, March 30,   
9 – 11 a.m.
Mississippi Room,  
Coffman Memorial Union
space is limited.  
Registration required:  
http://www.csom.umn.edu/
Page6747.aspx 
sponsored by:  
Carlson school of Management
Additional sponsors:  
College of Biological sciences, 
Digital Media Center, and
Center for Teaching  
and Learning.

Stephen Brookfield
title:  tBa
Monday, April 16
11:45 a.m. – 1:15 p.m.
McNamara Alumni Center,
Registration opens in  
March 2007. 
For more information:  
www.umn.edu/ohr/teachlearn 

eric mazur
“Confessions of a  
Converted Lecturer”
Monday, April 23
McNamara Alumni Center,  
Registration open in March: 
www.adt.umn.edu/conference07 
For more information, see  
conference details on page 6.



Winter/Spring

January
RefWorks Basics 
Monday, January 22,3-4 p.m., Walter 310
To register: http://www.lib.umn.edu/registration 
Learn the basics of using RefWorks, the web-based citation manager available 
to all U faculty, staff, and students. More about RefWorks: http://www.lib.
umn.edu/refworks. Sponsor: University Libraries

In-Class Writing: Brief, Low-Stakes, Potent 
Tuesday, January 30, 12-1:30 p.m., Walter 101
Lunch served to registrants, cap 40
To register: http://writing.umn.edu/register.htm or call 612-626-7579  
Incorporating informal and ungraded writing activities into your lab, semi-
nar, or lecture really can engender better thinking and, in turn, better writing. 
Panelists will discuss activities that have proven successful in their courses.
Sponsor: Center for Writing

Keeping Current in the sciences 
Wednesday, January 31, 11-12 a.m., Walter 310 
To register: http://www.lib.umn.edu/registration 
An overview of the alerting services in the science and engineering fields, the 
databases will send weekly updates of current literature references that meet 
your specified criteria. Course helps you develop a search profile and set up 
an alert in the database. Sponsor: University Libraries 

february
RefWorks Basics 
Thursday, February 1, 3-4:15 p.m., Magrath Library Instruction Room 
To register: http://www.lib.umn.edu/registration 
See workshop description above. Sponsor: University Libraries 

Devising Writing Assignments in the Disciplines
Wednesday, February 7, 3-5 p.m., Willey hall 50 (70), cap 40 
To register: http://writing.umn.edu/register.htm or call 612-626-7579  
Writing assignments are the core of effective writing instruction in any  
discipline. Participants will discuss essential ingredients and critique  
numerous samples.
Sponsor: Center for Writing

introduction to scifinder scholar
Thursday, February 8, 4-5:30 p.m., Walter 310 
To register: http://www.lib.umn.edu/registration 
Learn the basics of the SciFinder Scholar database including hands-on time.
Sponsor: University Libraries

SciFinder Scholar: Web Access to Chemical Abstracts
Tuesday, February 13, 3:30-4:15 p.m., Magrath Library Instruction Room  
To register: http://www.lib.umn.edu/registration 
In addition to the basics, emphasis will be on topics of interest to faculty, 
staff, and students on the St. Paul campus. Sponsor: University Libraries

educational technologists forum meeting
Wednesday, February 14, 3-4:30 p.m., Walter 402  
For information: http://dmc.umn.edu/etf 
Staff who work on educational technology projects will discuss “WebCT 
Vista PowerLinks/Integrating Systems with WebCT Vista.”
sponsor: digital media Center

RefWorks Basics 
Wednesday, February 14, 10-11 a.m., Walter 310
To register: http://www.lib.umn.edu/registration 
See workshop description above. Sponsor: University Libraries

Portfolio Grading
Thursday, February 15, 12-1:30 p.m., Nicholson 135 (Fireplace Room)
Lunch served to registrants, cap 35  
To register: http://writing.umn.edu/register.htm or call 612-626-7579  
In portfolio grading, students submit final drafts with “working papers”  
and reflective memos. This alternative to traditional grading can effectively  
counter the notion that writing is irrelevant to the ongoing development  
of a scholar. Sponsor: Center for Writing

Create your Poster in PowerPoint 
Thursday, February 15, 2:30-3:15 p.m., Magrath Library Instruction Room  
To register: http://www.lib.umn.edu/registration 
Learn how to use PowerPoint to create a poster and send it to a large- 
scale printer. Sponsor: University Libraries

TEL Seminar Series: Designing Effective Blended Learning 
experiences 
Thursday, February 15, 12-1:30 p.m., Peters 155, and via Breeze Meeting 
To register or for more information about upcoming seminars:  
http://dmc.umn.edu/series 
Panelists will discuss activities that integrate and balance face-to-face and 
online learning, including mapping objectives to available technologies.
sponsor: digital media Center/oit
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Center for teaching and Learning  
For more information: www.teaching.umn.edu

l Multicultural Teaching and Learning Fellowships: Assists in innovative multicultural teaching and  
curriculum projects. A $2,500 grant and facilitated learning circles support fellows’ work in creating change in 
classrooms and academic units.

l Center for Teaching and Learning Faculty Learning Communities
   To register: http://www1.umn.edu/ohr/teachlearn

   l Connecting International Faculty to the University: This program is designed to develop and extend the  
           pedagogical practices, cultural integration, and spoken English proficiency of new international faculty.

   l Making Meaning of a Life in Teaching: This learning community, for experienced faculty, uses memoir     
           writing as a tool for reflecting on personal development as a teacher across the career span.  

   l Early Career: Faculty members in this program expand their foundational knowledge of teaching and  
           work intensively with a resource teacher to design coursework that reflects best teaching practices. 

   l Mid-Career: Members of this learning community re-examine their current teaching practices, strategize  
          action plans for future development as a teacher, and provide feedback to team members on sharpening  
          their pedagogical skills. 

 l Mid-Career Faculty Learning Community Spring 2007
    For more information: http://www1.umn.edu/ohr/teachlearn/midcareer/index.html
    Contact: Anita Gonzalez at gonza035@umn.edu  

Digital Media Center
For more information: http://dmc.umn.edu/ 

l Digital Teaching Workshop Summer 2007
   Register in April: http://dmc.umn.edu/digital-teaching
   Instructors develop educational technology pedagogical and technical skills during a week-long blended   
   format workshop and can opt in to an ongoing learning community and qualify for $500 of student Web   
   production work.

l DMC: Faculty Fellowship Program 2007-08
   Apply January 8-February 19, 2007: http://dmc.umn.edu/fellowship
   Instructors receive $20,000 for release time to explore technology, learning, and teaching issues, share project     
   outcomes and research findings, and develop leadership and scholarship skills at events and biweekly meetings.

l Educational Technologists Forum: Staff members who help instructors with educational technology projects  
   discuss topics of common concern at bimonthly meetings.

l Next Generation of the Professoriate: Faculty members and their teams can redesign courses for hybrid and  
   online delivery and develop related scholarship with the support of our consultants at events held over an  
   academic year. 

l TEL Grant Program 2007 
   Apply January 16-February 13, 2007: http://dmc.umn.edu/grants
   Instructors receive up to $10,000 to develop, implement, and evaluate a substantial educational technology  
   project and attend several meetings and events over a spring, summer, and fall.

Ongoing Programs
for faculty
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March (continued)
Getting Beyond Covering Content 
(morning session) 
Friday, March 30, 9-11 a.m., Executive Development Center,  
Carlson Room 2-260Z. Facilitator: Larry K. Michaelsen
Registration required, oleworkshops@csom.umn.edu 
This event is open to the broader U of M learning community.  
Sponsor: Office of Learning Excellence

april
Unique Indexes Every Researcher Should Know 
Thursday, April 5, 3-4 p.m., Magrath Library Instruction Room 
To register: http://www.lib.umn.edu/registration 
Looking for a dissertation, the number of times an article has been cited, the 
rank of a journal?  Learn about indexes such as Digital Dissertations, Journal 
Citation Reports, and the citation indexes.
Sponsor: University Libraries 

educational technologists forum meeting
Wednesday, April 11, 3-4:30 p.m., Walter Library 402 
Information: http://dmc.umn.edu/etf/  
Staff members who work with educational technology projects will discuss 
“Best Practices of Blogs and Podcasts.”
sponsor: digital media Center 

Keeping Current in the sciences
Wednesday, April 11, 3-4 p.m., Magrath Library Instruction Room 
To register: http://www.lib.umn.edu/registration 
See previous workshop description. Sponsor: University Libraries 

Demystifying the Promotion and Tenure Process: A Workshop 
for Probationary Faculty
Tuesday, April 17, 9-12 a.m., A.I. Johnson Room,  
McNamara Alumni Center 
Information: Karen Zentner Bacig, kbacig@umn.edu 
Open and free to all U of M probationary faculty who want to learn more 
about the promotion and tenure process.  
Sponsor: Senior Vice President and Provost 

Create Your Poster in PowerPoint 
Tuesday, April 17, 3:30-4:15 p.m., Magrath Library Instruction Room
To register: http://www.lib.umn.edu/registration  
See previous workshop description. Sponsor: University Libraries 

Enhancing Student Learning: Conversations About Research 
and Practice 
Monday, April 23, 8-3:30 p.m., McNamara Alumni Center 
Registration: http://www.adt.umn.edu/conference07/ 
Information: Karen Zentner Bacig, kbacig@umn.edu  
This conference is free and open to all faculty, instructional staff, graduate 
students, and anyone else interested in teaching and learning issues at the  
U of M. Provided with support from the Bush Foundation. 
Sponsor: Academy of Distinguished Teachers, Center for Teaching and Learning, 
and digital media Center

June
educational technologists forum meeting
Wednesday, June 13, 3-4:30 p.m., Walter Library 402 
Information: http://dmc.umn.edu/etf/  
Staff members who help instructors with educational technology projects will 
discuss a topic of common concern. sponsor: digital media Center

august
educational technologists forum meeting
Wednesday, August 8, 3-4:30 p.m., Walter Library 402 
Information: http://dmc.umn.edu/etf/  
See workshop description above. sponsor: digital media Center

new faculty orientation
August 21, 22, and 23 
More information will be available in the spring 
Contact: Karen Zentner Bacig, kbacig@umn.edu 
Open to all faculty new to the University, this three-day orientation provides 
an opportunity for new faculty to learn about University resources relative to 
research, teaching, public engagement, and much more.  
sponsor: academy of distinguished teachers

teaching enrichment series 
August 27, 29, and 30  
Information: http://www1.umn.edu/ohr/teachlearn/
Contact: Anita Gonzalez gonza035@umn.edu  
CTL offers a series of workshops and presentations focused on a variety of 
instructional issues. sponsor: Center for teaching and Learning

February (continued)
Tips and Tricks for Finding Property Data 
Monday, February 19, 2-3 p.m., Walter Library 310
To register: http://www.lib.umn.edu/registration  
Learn about the electronic and print resources available for property data in 
the areas of physical sciences and engineering. Sponsor: University Libraries

Journal Impact Factors: Who is Citing Whom and How Often? 
Tuesday, February 20, 3-4 p.m., Magrath Library Instruction Room 
To register: http://www.lib.umn.edu/registration 
Learn more about impact factors (a scheme for rating journals) and discover 
sources for finding who has cited an individual journal article and how many 
times a given article has been cited. Sponsor: University Libraries 

google scholar 
Wednesday, February 21, 3-3:45 p.m., Magrath Library Instruction Room 
To register: http://www.lib.umn.edu/registration 
Get an introduction to the Google Scholar literature database and learn some 
of the unique features of this new resource. Sponsor: University Libraries 

Online Response to Student Writing
Wednesday, February 21, 12-1:30 p.m., Walter Library 101 Lunch provided. 
To register: http://writing.umn.edu/register.htm or call 612-626-7579  
Panelists from diverse disciplines will discuss the advantages and  
disadvantages of commenting on student writing using e-mail, blogs, or 
online chats rather than handwritten comments or face-to-face conferences.
Sponsor: Center for Writing 

What’s Grammar Got to Do With It?
Wednesday, February 28, 2:30-4:30 p.m., Walter Library 101 
To register: http://writing.umn.edu/register.htm or call 612-626-7579 
Participants will sample student writing considering the relative importance 
of correctness, causes of common errors, and ways we might inspire  
surface-level revision without copyediting for students.
Sponsor: Center for Writing 

march
RSS (Really Simple Syndication)
Thursday, March 1, 1-2 p.m., Magrath Library Instruction Room  
To register: http://www.lib.umn.edu/registration 
Gather news and updates in one place with Web feeds like RSS. This feed 
allows you to “subscribe” to updates from Web resources such as e-journals, 
newspapers, blogs, and other regularly updated sites. Learn how to send your 
selections to a single “aggregator” and save yourself from having to visit many 
Web sites to keep up on your favorite sources. Sponsor: University Libraries 

Demystifying the Promotion and Tenure Process: A Workshop 
for departments
Tuesday, March 6, 10-12 a.m., Location TBA  
For information: Contact Karen Zentner Bacig, kbacig@umn.edu.  
Open and free to all U of M department chairs and administrators who  
are responsible for assisting faculty in preparation for the promotion and 
tenure process. Sponsor: Senior Vice President and Provost 

Grading Student Writing 
Wednesday, March 7, 2:30-4:30 p.m., Location TBA
To register: http://writing.umn.edu/register.htm or call 612-626-7579  
In this interactive workshop, participants will discuss the importance of  
articulating writing criteria and time-efficient systems for grading writing. 
We’ll apply these ideas by grading samples of undergraduate writing.
Sponsor: Center for Writing 

grant resources: Locating grants in your field
Wednesday, March 7, 3-4 p.m., Magrath Library Instruction Room 
For more information: http://courses.lib.umn.edu/ page.phtml?page_id=461  
New online resources allow users to search for grants from many agencies, 
and some provide e-mail updates on specific subjects.
Sponsor: University Libraries 

RefWorks Basics 
Wednesday, March 7, 3-4 p.m., Walter 310
To register: http://writing.umn.edu/register.htm or call 612-626-7579 
See previous workshop description. Sponsor: University Libraries

Search workshop: 14 Habits of Highly Effective Searchers 
Thursday, March 8, 1-2 p.m., Magrath Library Instruction Room 
To register: http://www.lib.umn.edu/registration 
Learn tips to help you focus your searches in the journal indexes and on the 
Web; spend less time and retrieve better results. Sponsor: University Libraries 

Create Your Poster in PowerPoint 
Wednesday, March 21, 3:30-4:15 p.m., Magrath Library Instruction Room
To register: http://www.lib.umn.edu/registration  
See previous workshop description. Sponsor: University Libraries 
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Enhancing Student Learning: Conversations  
about Research and Practice
Monday, April 23, at the McNamara Alumni Center, Twin Cities campus.  

The Academy of Distinguished Teachers (ADT), along with co- 
sponsors, the Center for Teaching and Learning (CTL) and the  
Digital Media Center (DMC), with additional support from  
the Archibald Bush Foundation, will sponsor this one-day teaching 
and learning conference. 

The one-day conference is free and open to all interested University 
of Minnesota faculty, instructional staff, and graduate students. The 
day will feature keynote speaker Professor Eric Mazur, whose speech 
is titled Confessions of a Converted Lecturer. Dr. Mazur holds a triple 
appointment as Harvard College Professor, Gordon McKay Professor 
of Applied Physics, and Professor of Physics at Harvard University.  
An internationally recognized scientist and researcher, he leads a 
vigorous research program in optical physics and devotes part of his 
research group’s effort to education research and improving science 
education. In 1990, he began developing “Peer Instruction,” a method 
for teaching large lecture classes interactively, about which he will 
give an afternoon workshop at the conference. Dr. Mazur’s teaching 
method has developed a large national and international following. 
He has also written on education and is the author of Peer Instruction: 
A User’s Manual (Prentice Hall, 1997), a book that explains how to 
teach large lecture classes interactively. Information about our keynote 
speaker can be found at http://mazur-www.harvard.edu.

Those interested in reviewing Dr. Mazur’s book prior to the  
conference can check the book out from the Reserve Desk at each 
campus’ library. Dr. Mazur will also be giving an afternoon concurrent 
session on his peer instruction approach. Both his book and a soon-
to-be-released DVD on peer instruction, that is targeted to a broader 
disciplinary audience, will be available for purchase at the conference.

Presentation Proposals 
Proposals for the conference are currently being accepted and are  
due Monday, January 29, 2007. For the Call for Proposals, see  
http://www.adt.umn.edu/conference07/invite.html. Areas to consider 
for possible presentation topics include the following, though this list 
is not exhaustive:
 • Learning assessment 
 • Teaching with technology 
 • Teaching with writing 
 • Service learning 
 • Learning styles 
 • Teaching large classes 
 • Reflective learners 
 • Collaborative teaching and learning 
 • Intercultural competence/Diversity  

We invite conference session proposals in the following formats: 
 • Presentation (30 minutes total – 20-minute presentation;  
    10-minute question and answer period)
 • Roundtable discussion – (60 minutes total; intended to  
    be highly interactive, this format invites facilitators to   
    generate a collective dialogue about the proposed topic) 
  • Workshop – (75 minutes total; intended to encourage   
    participant involvement, this format invites facilitators to  
    emphasize concrete application and discussion) 
 • Poster Session – (30 minutes total; provide presenters  
    with opportunity to display a poster highlighting their   
     project and to talk in more detail one-on-one interested  
    attendees). The posters will remain on display through   
     lunch the day of the conference, thus providing a second  
    opportunity during the lunch hour to discuss a poster with  
    conference participants.  

to register  
Online registration will open in early March. The conference is  
free; however, registration is required. For general conference  
information: http://www.adt.umn.edu/conference07. Contact Karen 
Zentner Bacig, Office of the Senior Vice President for Academic  
Affairs and Provost at kbacig@umn.edu or 612-624-5082.

– Karen Zentner Bacig

Innovations in the Scholarship 
of teaching and Learning at the  
Liberal arts Colleges 
Northfield, Minnesota
February 16-18, 2007 

for more information:  
http://www.stolaf.edu/depts/cila/ 
InnovateConf/Innovations.htm 

This conference focuses on the liberal 
arts colleges; particularly in examples 
of SoTL within the liberal arts context. 
Speakers include: Carol Geary 
Schneider, “Give Students a Compass: 
Connecting Liberal Learning with 
Twenty-First Century Realities;” and 
Randy Bass, “Capturing the Visible 
Evidence of Invisible Learning.”

4th annual interntional society 
for the scholarship of teaching 
and Learning (ISSOTL) 
Sydney, Australia
July 2-5, 2007

for more information:  
http://www.indiana.edu/~issotl06/
2007conference.html

The theme of the conference is: 
“Locating Learning: Integrative  
Dimensions of the Scholarship of 
Teaching and Learning.” The three 
main conference threads are  
Perspectives, Pathways, and Change, 
and emphasize the international flavor 
of this year’s meeting. Keynote  
presenters include: Allan Luke, 
Andree Sursock, and Carl E. Wieman.

the sotL Commons: a  
Conference for the  
scholarship of teaching  
and Learning 
Statesboro, Georgia
November 1-2, 2007

for more information:  
http://www.georgiasouthern.edu/ijsotl/
conference/
note: Proposals accepted between 
January 15 and March 31, 2007. 

The theme is “A Rite of Inquiry 
and a Passage for Learning.” The 
tracks include: research projects 
about teaching and student learning 
in higher education; non-research 
analysis or synthesis of the nature, 
role, and meaning of the scholarship 
of teaching and learning; and others. 
Keynote speakers include: featured 
speaker, Dr. Rober Beichner; and 
Dr. Mary Taylor Huber. This is the 
inaugural meeting associated with the 
new IJSOTL online journal.

the society for teaching and 
Learning in higher education 
(STLHE) 
Edmonton, Alberta
June 13-16, 2007

for more information:  
http://www.ualberta.ca/~uts/sTLhE/en/

STLHE is the principal Canadian 
teaching and learning organization. 
The theme of this year’s conference is 

“Evolving Scholarship,” and topics will 
include: the scholarship of teaching 
and learning; integrating research, 
teaching and learning; administrative 
recognition and support of teaching 
and learning; formal programs to 
enhance teaching and learning; 
infrastructure to support teaching and 
learning; and experiential teaching 
and learning.

conferences
upcoming

Recent  
Publications
On the Scholarship of Teaching and Learning

Wehlburg, Catherine M.  
Meaningful Course Revision: Enhancing Academic 
Engagement Using Student Learning Data  
Boston: Anker, 2006. 

This is a brief overview of data-driven course revision that particularly 
stresses assessment. Those who have already dipped into assessment 
literature or the growing body of work on teaching and learning will 
not find much new here. Unfortunately, the book doesn’t provide 
either strong examples of specific assessment tools or evidence of how 
data-driven decisions have led to concrete gains in student learning. 
The value of Wehlburg’s book is in its concision; those new to  
teaching may find her common sense advice useful.

Kuh, George D. et al.  
Student Success in College: Creating Conditions  
That Matter  
san Francisco: Jossey-Bass, 2005.

In this highly readable study, George Kuh, Jillian Kinzie, John H. 
Schuh and Elizabeth J. Whitt examine 20 diverse colleges and  
universities whose students had higher-than-predicted scores on  
particular clusters of the National Survey of Student Engagement 
(NSSE). The authors examine both the conditions these schools have 
created as well as the practices they employ. In the final section, they 
outline both recognized and fresh principles for promoting student 
success. If you only read the final two chapters, this book would be 
worth the investment of your time and attention.

Kreber, Carolin.  
Exploring Research-Based Teaching, New  
Directions for Teaching and Learning 107 
Fall 2006.

This collection of essays is available online through the University 
Libraries and examines the nexus between research and teaching. The 
volume explores three aspects: 1) how higher education institutions 
can support research-based teaching; 2) how students need to be  
involved in and aware of research-based teaching; and 3) how  
pedagogic investigators need to be rooted in discipline-specific  
scholarship and processes. In this last section, Kreber argues the  
importance of departmental-level changes. While it may be too early 
to expect large departments to collectively alter their approach to 
teaching, it’s intriguing to imagine how specific disciplines could 
change how their fields are taught by a closer examination of what 
one contributor, Mary Huber, calls “implicit knowledge and  
subterranean disciplinary change.”

She writes:  “In conclusion, the scholarship of teaching and  
learning both draws on and disrupts normal expectations for  
intellectual inquiry and reflection in the various disciplines from 
which its practitioners come… through interactions with other fields 
and through critical inquiry and reflection on their own, scholars of 
teaching and learning can also enrich their home disciplines by  
helping to articulate these fields’ long-established implicit pedagogies 
as well as new knowledge practices that are just now taking form.” 

– Paul Baepler

National Views
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HOOVER (continued from page 3) 
 
we were making concerning when and where students were supposedly 
learning scientific writing. As a result, we have changed lab report 
writing requirements in both our 1000 and 3000 level courses and have 
included explicit instruction on what constitutes good scientific writing. 
  
Weston and McAlpine conclude their paper by asserting “the growth 
of the scholarship of teaching is based on the assumption that scholars 
of teaching can and will emerge from any and all disciplines.” This has 
certainly been the case for me. The research that I am involved in defines 
my scholarly interests in both horticulture production systems and the 
scholarship of learning. I didn’t explicitly train to research horticultural 
learning. It emerged, however, out of my years of teaching in this field. 
Looking back, it makes sense that a scientist curious about her research 
and excited to teach it would be just as curious to investigate and 
measure how her students learn.

Emily hoover is a Professor in the Department of horticultural science.  
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Editor’s Note
Over the past several years, the Center for Teaching and Learning has supported an innovative program to help faculty critically reflect upon 
their teaching careers. Through workshops, retreats, and small group discussions, the Making a Meaning of a Life in Teaching program 
creates a community for faculty who want to write their teaching memoir. In this and future issues, Transform will begin to publish excerpts 
from some of these reflective essayists. 

The following are two excerpts from a recent article published by Morse-Alumni Distinguished Teaching Professor, steve R. simmons, of the 
Department of Agronomy and Plant Genetics. The memoir describes the author’s involvement as a teacher who has endeavored to practice 
experiential learning with his students, and especially through a multi-institutional field course entitled, Agroecosystems Analysis. 

The Memoir
Based upon my own history as a student, it is an enigma that I now have such a high level of commitment to 
experiential learning. During my primary, secondary and post-secondary education in the1950s and 1960s, it was 
rare for me to participate in field-based or other experiential approaches to learning. Field trips in the sciences were 
non-existent then, at least in the schools I attended. I recall only a single science field trip during those years, and 
that was a visit to the Agronomy Farm during my undergraduate genetics course at Purdue University. Experiential 
learning within my major at the time, biochemistry, involved both laboratory exercises and a “senior thesis,” the 
latter of which was truly exceptional. 
 
Most of the experiential learning for me during my childhood and undergraduate years occurred outside my formal 
education. It occurred under the tutelage of my mother, my maternal grandmother and my great aunt. These 
significant persons in my life took me on nature hikes, excursions to museums and to arts events. They also provided 
many of my most meaningful travel-based educational experiences during that time, including an eight-week 
journey to Europe while I was in high school. Such experiential learning was often undertaken in conjunction with 
projects, such as leaf and wildflower collecting, and sometimes involved doing additional reading and library work. 
In the words of Dewey (1938), these experiences represented “a moving force” in my young life, which not only 
added to my understanding of subjects such as biology, forestry, natural resource conservation and history, but also 
formed a basis for my continuing desire to learn. I believe that such experiential learning within my family during 
childhood and adolescence was one of the most significant factors accounting for my present motivation to use 
experiential learning with my students. 

What we call landscape is a stretch of earth overlaid with memory, expectation and thought. 
Land is everything that is actually there, independent of us; landscape is what we allow in 
through the doors of perception.         —Scott Russell Sanders (1998)

One area of primary emphasis during the first few days of our Agroecosystems Analysis course is helping students 
understand the concept of “landscape.” The first morning after we begin the course, instructor Lee Burras, of Iowa 
State University, leads us on a field trip through northwestern Iowa and southwestern Minnesota for the purpose 
of better understanding the geologic origins of the landscapes in the region. His approach to this field trip is based 
on a premise—“We see what we know.” Lee believes that as students learn more about the forces that have shaped 
the landscape in the region, they then can begin to “see” the landscape differently. For example, what they might 
have previously perceived as simply “a hill” becomes a meaningful feature when viewed through the context of its 
glacial origins. And this also helps students to begin to understand why various crops and agricultural systems are 
distributed as they are over the landscape.

Similarly, we also have scheduled early in the course a field trip to native prairies in northwestern Iowa. This 
excursion, often led by Robb DeHaan of Dordt College, also has a purpose of helping students better understand 
the landscapes of the region. One of the prairies we have visited is several hundred acres in size and situated in the 
midst of a corn- and soybean-dominated agricultural landscape. Our goal is to assist students to gain a sense of what 
landscapes were like within this region before European settlement and the advent of large-scale agriculture. The 
students are encouraged to imagine a time when tallgrass prairie was the norm rather than the exception.

Robb helps students approach the prairie visits from different perspectives. The students are in initially encouraged 
to understand the prairies from an ecological perspective as they learn to identify various species of plants and 
animals there. Some of these are rare and found in few other places in the region. 

After identifying plants and animals for a while, the students are offered a period of time to experience the prairie in 
other ways that may be meaningful for them. During this time, the students are encouraged to be alone. Some use 
the time to continue to extend their observations of plants and animals. But other students use the time differently; 
they may stay in one place and perhaps sit on the ground and observe the prairie through, as Scott Russell Sanders 
(1998) has expressed it, other “doors of perception.” 

After our trip to the prairie, we return to the dormitory where we conduct an informal debriefing of the day’s 
experiences. During this time it is customary for the students and instructors to sit in a circle. The facilitator for the 
session goes around the circle and asks each person to describe what insights they gained during their period of quiet 
and solitude in the prairie. It is permissible for students to “pass” when their time comes, but most share.

Over the years I have been impressed by the many ways that students take in and process their prairie experiences. 
Prior knowledge and experience often shapes what they see, hear and think about during their time. For some, 
visiting a prairie is an entirely new experience; some are impressed by the diversity of plants while others comment 
about aspects of their visit that may not be unique to the prairie itself. For example, our visit one year extended past 
sunset and some students remarked about the many fireflies that suddenly emerged and begin to twinkle as dusk 
descended upon the prairie.

But there is one student who has remained most vivid in my memory of these debriefings. Karma was from the tiny 
Asian nation of Bhutan, but I had not yet gotten to know much about him or his background; I wasn’t even sure 
where Bhutan was located for that matter. But I knew that Karma had not been to the Midwest before and that 
he likely had not seen anything quite like a tallgrass prairie in Bhutan. When the time came for Karma to offer a 
reflection from his time of solitude in the prairie, he simply remarked, “I think the prairie misses the bison.” That 
was all he said. Once the next student realized that Karma had finished, he began to offer his own observations. But 
I had been so taken by Karma’s simple, yet insightful remark, I don’t recall anything the next student said. Although 
from a different place and culture, Karma understood that, as impressive as the prairie had appeared to most of us 
on that day, something was missing. The prairie was not a complete ecosystem despite the best intentions of the 
prairie enthusiasts and conservationists who had preserved it. And it could never again be the same as it had been 
before wide-scale agriculture fundamentally altered the region. For Karma, the absence of bison was symbolic of  
that reality. 
 
referenCes 
Dewey, J. (1938). Experience and education. New York: simon & schuster.
sanders, s. R. (1998). Hunting for hope. Boston: Beacon Press.

the citation for the complete article is:
Simmons, Steve R.  2006.  “A Moving Force”: A Memoir of Experiential Learning.  Journal of Natural Resources and Life Sciences Education  
35:132-139.

Electronic reprints of the article can be obtained from the author at ssimmons@umn.edu

“A moving force”: 
                               A memoir of  
                          experiential learning  by Steve R. Simmons

COTNER (continued from page 1) 

 
active learning section meets at 11:15 a.m., as opposed to 8:15 a.m., and 
the difference between when the course is offered may to some degree 
explain this difference in attendance. Students may simply find it more 
difficult to consistently attend an early 8:15 a.m. course. The exam 
means appear to be essentially equal across the two sections. 

 
On the unannounced quizzes, the traditional lecture average is 64.56% 
(out of 11 quizzes); the active class average is 70.58% (out of 8 quizzes 
– some points in this section are allocated to homework assignments). 
Four identical quizzes were offered to the two sections, and the 
traditional lecture section (73.88 average) outperformed the active 
learning section (65.92 average) on each of these. The higher overall 
quiz average enjoyed by the active learning section is presumably due to 
high performance on homework-based quizzes. The traditional lecture 
section’s superior performance on the four identical quizzes may result 
from very recent exposure (via lecture) to the material. It’s possible that 
the active learning section students may only interact with some of the 
quiz material through their reading rather than lecture, and they may be 
putting off that task until the greater challenge of the mid-term exam. 
Thus, they may appear under-prepared for the quizzes, but catch up by 
the time of the midterms and final. 

 
To find out a little bit more about the dynamic of the class, we 
convened a focus group during week six of the semester from the 
“active learning” class. A consultant from the Digital Media Center, 
J.D. Walker, facilitated the discussion with help from a course TA, A. 
Moriyama. Overall, the students expressed a good deal of liking for 
the class (though they all found it challenging) and for both of the 
professors. The general atmosphere in the group and the overall tone 
of the comments were largely positive. A majority of the participants 
understood the point of the in-class activities and agreed that the 
activities helped them to learn the core material. Students saw some in-
class activities as more successful than others, and the more successful 
activities were those that were immediately engaging, with clearly 
articulated goals and obvious relevance to course expectations. 

 
 (continued on page 8)
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COTNER (continued from previous page)  
 
Discussion 
On the basis of several claims (lectures are passive, narrow in target, and fail to inform students of their own 
understanding), several authors have questioned the value of the traditional lecture format for students. But the fact 
is, instructors are often reluctant to abandon traditional methods, even science instructors — individuals whose 
professional model is revision — in light of convincing evidence. I have heard, and myself have uttered, many 
excuses for sticking with the traditional. The standard equivocations include concerns about adequately covering 
content and clarifying expectations; worries about the amount of time involved; qualms about group dynamics; 
and a party line about how the traditional lecture format was good enough for all of us, so it is good enough for 
our students. As somebody relatively new to the scholarship of teaching and learning, I have been skeptical of some 
of the warm and squishy claims made by the teaching gurus. A trained scientist can only take so many “learner-
centereds” and “experientially relevants” before seeking solace in p-values and principle components.

  
My own experience debunks some and gives credence to other of the concerns listed above. With respect to 
sacrificed content, our results support the proposal that students can be held accountable for material that is 
not addressed in lecture. However, these increased expectations outside of class do place a heavy burden of 
communicating expectations on the instructor(s). Both sections in this study were given detailed instructor-
generated outlines of expectations for each topic, as well as study questions, text readings, and sample exam 
questions. I have never spent so much time preparing not to lecture! 

 
I cannot debunk the concerns about the time involved, because departing from an established, traditional lecture 
comes at a huge cost (in terms of time, energy, and self-regard) to the instructor. For the active learning section, 
the additional instructor prep involved identifying problem areas within the course topics (based on student 
performance and input from previous classes) and developing active, process-oriented ways to highlight these 
problems. (See the inset, “Fatal Attraction in Rats” for an example of one of the new activities.) While there are 
some resources for in-class activities for general biology – I especially appreciate The National Center for Case 
Studies in Science, http://ublib.buffalo.edu/libraries/projects/cases/case.html – few were suitable for our specific 
needs. This forced us to invent new activities to meet the objectives of our redesigned course. Never have I had to 
be so creative! 

 
And while I could perceive a scholarship gain from reading the latest on human evolution and e-mailing study 
authors to request their raw data, it is hard to feel like you’ve really arrived professionally when you’re sticking 
Velcro on a DNA concept map, cutting paper into squares for a “protein scramble,” or sorting pipe cleaners (by 
which I mean chromosomes) by size and color. Nor have I ever put so much on the line in terms of my self-esteem 
as a teacher. In that charming way that freshmen and sophomores have, students were vociferous in their dislike of 
certain activities (activities that bore the blood of my late nights and paper cuts) and only mildly agreeable when 
we really struck gold. And to put a real Sisyphean spin on things, students in the traditional class expressed a desire 
to be in the “fun” class, while those in the active class wanted more lecture.

 
In my previous attempts with in-class group work, I have learned a few things that we were able to implement 
in this experience. We assigned students to groups within the first few minutes of the class and immediately gave 
them a question to work on. We communicated our expectations and required accountability for group work from 
the beginning. We identified groups by number and called on them randomly. And we were as transparent as we 
could be about our reasons for having them work in groups. Our experience with group work was largely positive, 
and students have performed well on assessments based on group activities.

 
Finally, I come to the “it worked for us” claim about traditional lecture. For the most part, academics are those 
individuals who performed well in the standard classroom settings of the past several decades. Yet here is another 
great example of scientists not practicing what they teach: at the cornerstone of biology in particular is evolution, 
and most of us invoke the idea that we are all adapted (via evolutionary mechanisms) from the previous generation. 
In other words, we were shaped by forces controlling our parents and our parents’ parents. And so it is with our 
own education. The argument could be made that the traditional lecture format is ideally suited to yesterday’s 
students. And our failure to adopt a teaching model that is becoming increasingly more supported by empirical 
evidence could be called bad science, or at least irresponsible.

 
Future assessment results will either confirm or reject that our biology students (a) value a more active approach in 
class; and (b) retain information better when it isn’t administered by an orator. For my part, I don’t think I will ever 
be able to return in total to the traditional lecture. Through my experiences this semester, I have learned so much 
about my students (they are hilarious, bright, and incredibly irritating at times), myself (I am SO disorganized, 
and I don’t know as much about genetics as I once thought), teaching, and current developments throughout 
the various fields. On that basis alone, I would be reluctant to forego similar opportunities for professional 
development and personal satisfaction. 

 

     Fatal Attraction in Rats 
Course topic: the scientific method

misconception: science always provides us with clear answers;  
       scientists have figured everything out

Hook: some rats are not afraid of cats and fail to exhibit feline- 
       averse behavior

original paper: M. Berdoy, J. P. Webster, D. W. MacDonald, (2000).  
       Fatal attraction in rats infected with T. gondii. Proceedings of the           
       Royal Society B: Biological Sciences 267 (1452), 1591 – 1594. 
Class management:

• day one: introduce phenomenon of fatal attraction in rats
 • students discuss in groups, generate thoughts on how this  

    might occur
 • Introduce life cycle of Toxoplasma gondii, the causative agent  

    of toxoplasmosis that exploits cats as a definitive host
 • Again, students discuss in groups, with goal of generating a  

    testable hypothesis to explain fatal attraction in rats
• day two: via whole-group discussion, lead students to hypothesis  

          tested by M. Berdoy (rats infected with T. gondii are more likely to   
          exhibit fatal attraction to cats)

 • Give Berdoy’s original data and assignment for next time: they  
    plot and write 1-2 sentence conclusion to hand in next time  
    on back of scantron

• day three: generate random numbers, have a few groups present  
          their graphs to the class using the document scanner and projector

 
Conclusions: While students were all given the same data dependent on 
how they chose to graph it, they reached different conclusions with respect  
to Berdoy’s hypothesis. This illustrates that data is subject to interpretation 
and reinforces the fact that science does not always provide us with  
clear answers.

 
 
Acknowledgements 
I have taken pains to elaborate on how difficult it was to teach this semester. 
But, in fact, I couldn’t have had it any easier. My co-teacher, Mark Decker, 
did way more work than me AND kept his office clean. Paul Baepler and 
J.D. Walker are intellectual, social, and creative geniuses. Allison Moriyama 
and Christina Yi did their best to act like folder stuffing wasn’t the most 
tedious job of all time. And Anne Kellerman dropped everything to  
analyze survey data, once I impressed upon her how it was definitely  
a national emergency.

 
sehoya Cotner is a Teaching Assistant Professor in the Biology Program.

referenCes 
 
Bransford, J. D., Brown, A. L., & Cocking, R. R. (Eds.). (1999). How people learn: Brain, mind, experience, 
and school. Washington, DC: National Academies Press. 

Dehaan, R. L. (2005). The impending revolution in undergraduate science education. Journal of Science 
Education and Technology, 14(2), 253-269.

hake, R. R. (1998). Interactive-engagement versus traditional methods: A six-thousand student survey of 
mechanics test data for introductory physics courses. American Journal of Physics,  
66 (1), 64-74.

handelsman, J., Ebert-May, D., Beichner, R., Bruns, P., Chang, A., Dehaan, R., et al. (2004). Scientific 
teaching. Science, 304(5670), 521-522.

Nickels, M. K., Nelson, C. E., & Beard, J. (1996). Better biology teaching by emphasizing evolution and the 
nature of science. American Biology Teacher, 58 (6), 332.

slavin, R. E. (1995). Research on cooperative learning and achievement: What we know, what we need to 
know. In R. hertz-Lazarowitz & N. Miller (Eds.), Interaction in cooperative groups: The theoretical anatomy of 
group learning (pp. 145-173). New York: Cambridge UP.

smith, K. A. (2000). Going deeper: Formal small-group learning in large classes. New Directions for  
Teaching and Learning, 18, 25-46.

Walker, J. D. & Moriyama, A. (2006). Focus group notes from 10/18/06.

Zoller, U. (2000). Teaching tomorrow’s college science courses: Are we getting it right? Journal of College 
Science Teaching, 29 (6), 409-414.

transformT R A N S F O R M
Scholarship    Teaching   Learning


