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Dear Colleague:

Those of our graduate students who choose to pursue academic careers may be doing research and
teaching for more than 30 years. We know that your university has prepared your students to be superb
researchers. We hope to assist you in preparing them to also be excellent teachers throughout their careers.

This guidebook stems from the work of a community of research-active faculty, graduate students,
post-doctoral researchers, and academic staff in science, engineering, mathematics, and social sciences. We
believe that the improvement of teaching and learning is a dynamic and ongoing process, just as is our
disciplinary research. Our core idea is that improving our students’ learning is a research problem to which
each of us can effectively apply our research skills in an ongoing way. We see the goals of preparing our
graduate students and post-docs to be skilled in research and in teaching as complementary, and as
increasing the impact of a graduate education.

We are exploring these ideas by creating, implementing, and evaluating a program at the University
of Wisconsin — Madison called the Delta Program in Research, Teaching, and Learning. This learning
community comprises graduate courses, small-group facilitated discussions among graduate students
through faculty, monthly dinners, teaching-as-research internships (both on and off campus), workshops in
portfolio development and broader impact statements, and an overarching certificate program. (See
www.delta.wisc.edu.)

Three core ideas form the foundation of both our learning objectives for participants and the overall
design of our program: Teaching-as-Research, Learning Community, and Learning-through-Diversity.
Very briefly, teaching-as-research uses research methods to advance teaching and learning through an
ongoing process of discovery and change. Learning communities bring people together to share in their
learning and discovery. Learning-through-diversity uses the rich array of backgrounds, skills and ideas in
the community to enhance the learning of all.

We invite you to make use of this guidebook as best suits your needs. We provide complete
programs that can be followed in detail if you wish. We anticipate that, in the spirit of all three core ideas,
you will experiment and find new approaches to this work. We look forward to hearing your results so that
we can continue the development of our programs and help others do the same.

On behalf of all of my colleagues, | wish you every success and look forward to hearing of your
challenges and accomplishments!

Sincerely,

Jobd P Dl oiHni

—

Robert D. Mathieu

Professor of Astronomy

Director, CIRTL

University of Wisconsin — Madison

1025 W. Johnson Street, Suite 552

> Madison, WI 53706-1796
\ (608) 263-0630 o fax (608) 265-0538
email: info@cirtl.net

http://www.cirtl.net






Section I: Introduction

achieving the learning goals. Importantly, learning communities are the process by which
individuals come together to achieve learning goals. These learning goals can be specific to
individual courses and activities, or can be those that guide an entire teaching and learning
enterprise.

The following four core ideas are central to the learning community process:

e Shared discovery and learning. Collaborative learning activities where participants
share responsibility for the learning that takes place help the development of a
learning community. Rather than relying on traditional “expert centered” lecture
formats, practitioners should include collaborative learning techniques so learners can
see their contribution to the learning goals.

e Functional connections among learners. Learning communities develop when the
interactions among learners are meaningful, functional and necessary for the
accomplishment of the "work" within the courses or learning activities (rather than
serving as “window dressing” or simply as a “feel good” activities). Moreover,
meaningful connections must extend throughout the entire learning community—for
example, among students, post-docs, faculty, and staff—rather than simply among
cohort- or role-related peers.

e Connections to other related learning and life experiences. Learning communities
flourish when implicit and explicit connections are made to experiences and activities
beyond the course or program in which one participates. These connections help
situate one’s learning in a larger context by solidifying one’s place in the broader
campus community of learners and life experiences. These connections decrease one’s
sense of curricular and personal isolation.

e Inclusive learning environment. Learning communities succeed when the diverse
backgrounds and experiences of learners are welcomed in such a way that they help
inform the group’s collective learning. Whenever possible, activities should be sought
that help participants reach out and connect with others from backgrounds different
from their own.

Learning-through-Diversity

The literacy and engagement of all students in science, technology, engineering, and
mathematics is a priority goal for U.S. higher education. The Center for the Integration of
Research, Teaching, and Learning (CIRTL) seeks to contribute to this goal by enabling present
and future STEM faculty to enhance the learning of all students whom they teach irrespective
of, but not limited to, preferred learning styles, race, ethnicity and culture, gender, sexual
orientation, disabilities, religion, age or socioeconomic backgrounds.

CIRTL’s contributions to diversity in STEM are founded on the principle that excellence and
diversity are necessarily intertwined. Faculty and students bring an array of experiences,
backgrounds, and skills to the teaching and learning process. Effective teaching capitalizes on
these rich resources to the benefit of all, which we call “learning-through-diversity”.

At the same time, CIRTL recognizes the reality that existing social and educational practices do
not always promote equal success for all learners. Thus, creating equitable learning
experiences and environments requires intentional and deliberate efforts on the part of
present and future faculty. CIRTL is committed to developing a national STEM faculty who
model and promote the equitable and respectful teaching and learning environments necessary
for the success of learning-through-diversity.
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To achieve these goals, CIRTL provides development experiences, programs and resources that
promote the abilities of present and future faculty to:

Know the diverse backgrounds of their students and their implications for learning.
Identify curricular, teaching and assessment practices that promote learning for all.
Draw upon the diversity of their students to enhance and enrich the learning of all.
Recognize existing inequities, and promote an equitable, inclusive and respectful
climate for learning.

These aims require specific attention of the practitioner to:

Practitioner-participant interactions - such as inclusion and engagement of the ideas of
all participants; respectful teaching behaviors; accessibility for all participants;
mentoring of less experienced practitioners.

Participant-participant interactions - such as welcoming and respectful inclusion in
collaborative work; respect for the ideas of all and recognition of their value;
accessibility in activities that occur outside of the primary learning environment.
Participant-content interactions - such as how participants experience content; how
content can be adapted and varied; and how exploring novel contexts for presentation
can enrich the experience of participants and practitioners alike.
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What is CCLE?

Creating a Collaborative Learning Environment (CCLE) is a process-based professional
development program that centers on small group construction of knowledge about the
learning process as a precursor to talking about teaching. CCLE provides a support structure for
groups to use their experiences as learners to make meaning of educational literature in
preparation for practitioner action in the classroom. Participants are asked to make a weekly,
ninety-minute commitment to attend meetings for an academic year.

CCLE began in 1993 by Dr. Katherine Sanders as part of her Industrial Engineering dissertation.
It has since evolved from a pilot program in the College of Engineering to be one of the longest
standing teaching and learning professional development programs at the University of
Wisconsin-Madison. CCLE offers a unique approach that has proven to be successful at UW-
Madison, and adapted at Texas A&M University and the University of South Australia. This
guidebook is designed to assist you in your local adaptation of the program to fit your campus
needs and culture.

Using the guidebook

This CCLE facilitator’s guidebook is intended to be just that — a guide — an invitation to take
lessons learned over the years of facilitating CCLE and to adapt the program for your use. It’s
not THE way to facilitate a first year CCLE group, but it is a compilation of suggestions based
on over 10 years of experience with roughly 30 teams and 10 facilitators. The general ideas laid
out in this section also apply to facilitating subsequent CCLE groups beyond the first year
experience. The details of “advanced” teams will be incorporated into future iterations of this
guidebook.

This guide is laid out with embedded levels of detail and complexity. To get started, this first
section has some general thoughts and tips for facilitation including thoughts on time
commitment, process and product, program start-up (recruitment and scheduling) and program
maintenance (communication and evaluation). Section 2 and 3 include an overview of the
program’s background and general approach, and a syllabus that maps out a suggested weekly
progression. These two sections are very similar to the introductory section included in the
CCLE Resource Book used by participants.

Section 4 offers week-by-week detailed guidance on the logistics of how each week can be
implemented. Details for each week are laid out using the following main headings:

e Main objectives for the week

e Outline of main activities and how they connect to the three pillars of CIRTL (Learning
Community, Teaching-as-Research, Leaning-through-Diversity)

e Assignments for the week

e Facilitator preparation before the meeting

e Materials for facilitator to take to meeting

e Details of the main activities and implementation guides

e Issues and sticky situations to anticipate and prepare for

e Handouts and materials needed for each week

As the year goes on, participants and facilitators get more familiar with the process, so less
guidance and fewer details are needed. In writing this, we walked a fine line between
providing just enough detail to get you started and giving so much detail that it seemed overly
prescriptive. For some, this level of specificity may seem constraining. For others, this may be
a useful tool to move ahead. Please use it in whatever way is most helpful for your context.
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Modify when and where it makes sense and put your own touch on the framework presented
here.

Section 5 details the evaluation process and instruments used to gather formative data about
the program. Also included are representative data collected in Fall 2004 to provide a voice
from the participants. Section 6 is an article published in To Improve the Academy in 1996
when CCLE was a relatively new program. It gives you a glimpse into the early years of the
program and some of the insights we had. Finally, Section 7 is a reference list of all articles
and resources we use throughout the program. Because of copyright limitations, we are unable
to provide copies of the articles used.

We welcome your thoughts on how useful this guide is. Please contact us with any feedback at
cgcarlso@wisc.edu or 608/263-4259.

General thoughts about facilitation
Time commitment

One of the first questions that gets asked is, “how much time will this take?”, so let’s get that
out of the way first. The total time commitment for facilitating a CCLE group is roughly 3-4
hours per week. In addition to the weekly contact time of 1.5 hours, you can expect an
additional 1-2 hours of prep time (responding to emails, doing assignments, one-on-one
consultations that may come up). Additionally, it is very helpful to meet with other facilitators
to talk through your experience and bounce ideas around. Time is a realistic constraint, but if
this is a priority, you’ll be able to find the time and be rewarded for it many times over.

Process and product

For programs like CCLE, facilitation is much more about the process of the participants’
experience than it is about conveying a certain body of knowledge or a set of skills. There is no
“right” way to facilitate, but there are some approaches that have been more effective than
others for this type of program. Our general approach is if we don’t know what to do, we do
what feels right. You can’t possibly foresee all potential situations, so when you’re not sure
what to do, rely on intuition and gut more than this guide, or your knowledge and training.

Each CCLE group will take on its own feel and personality based on the people in the group, the
facilitator’s approach, and a whole host of external factors beyond your control. It helps if you
adopt a “no fault” clause that states that if a team ends up dysfunctional, it is through no fault
of a single individual, but rather a set of circumstances that led to the downfall. It’s hard to
not take it personally if someone drops out or if a team doesn’t function well, but as a
facilitator, you are just one part of the whole dynamic.

It also helps if you are able to release your expectations for how a meeting or group “should”
go, and instead focus on the core aspects of the process. Your role as facilitator is to be
intentional and explicit while remaining flexible and not overly prescriptive. You can only do so
much as a facilitator — to a large extent it is up to the participants to take ownership of their
own learning, especially since this program is designed for adults. Individual ownership, self-
reflection, and shared discovery and learning are where the deepest learning will occur for this
particular type of program. Other assumptions and guiding principles from the literature that
help frame this program are included in the final page of this section.

As challenges and normal group dynamics surface, the group will look to you to “fix” the
problem. But part of your role is to help others see that they are responsible for the “fixing”
also. You can help them realize this by holding on tightly to the following core ideas of group
dynamics (and periodically reminding the team of them):
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Respectful interactions are essential (listening, non-judging, non-dominating, genuine
questioning, etc.).

Relevant tangents that tie back to central topic/issue/question are fine, but don’t let
them derail the central purpose.

You need to keep moving ahead, but there is no need to push the schedule if it seems
the group needs time to reflect or slow down. (If you slow down or skip something, you
can anticipate that participants will feel as if they are “behind” or missing out, so
reassure them this is normal and the initial schedule is only a guide.)

Discussions of the readings are intended to find value in what the reading has to offer,
not be an academic critique— we engage in that all too often. This is an opportunity to
engage in a different kind of constructive discourse. No single article is totally right,
but pieces of each can be used for each person to construct their own meaning of what
this program has to offer.

If you try something and it doesn’t go well, don’t abandon it right away. Step back and
think about what went wrong, talk to the group, learn from it and try it again. It often
takes a time or two to get the group warmed up to something new. This is the process
of teaching-as-research applied to the program, and can be explicitly called out as you
model it yourself.

Discomfort and silence are ok, but with a clearly stated context and purpose. Silence
may seem like a waste of time in meetings, but it gives people a chance to think,
digest, and reflect. Allow for a few silent breaks before, during, and at the end of a
meeting.

You’ll walk a fine line between being a facilitator and a participant, but the others will
look to you for guidance and structure. Don’t be afraid to step up and be a facilitator
when needed— that’s what you’re there for.

Make it easy, rewarding, and fun for people to participate, and encourage others to do
the same for each other. Simple things like friendly reminders of meetings, coffee, and
follow-up calls to check in with someone if they miss a meeting, all send the message
that you care. It makes it easy for them to participate.
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Program start-up
Recruiting and scheduling

The timing of recruiting depends on the schedule and rhythms of your campus. The first week
of the program should be 2-3 weeks into the semester to avoid first week chaos. To start in the
Fall semester, an initial recruiting message should come out mid-Summer. This allows for time
to follow up with a more specific recruiting effort in late summer if the program doesn’t fill or
if there are specific areas on campus from which you’d like more participation. You should plan
on cutting off recruiting efforts two weeks prior to the beginning of the semester so
participants can block out the weekly meeting times before their schedules fill up with other
commitments. Several people will trickle in after the cut off, so do your best to accommodate
everyone.

We’ve found that there is no single best way to recruit. Mass emails work for some, flyers and
direct mailings work for others, while word of mouth is effective once you’ve built up a core of
past participants. Departmental presentations are also an effective forum to recruit, though
they are quite time intensive.

You can plan on roughly 25% of the people initially interested to ultimately decide not to
participate. Therefore, initial groups should include 10 or 11 people with the assumption that
two or three will drop out leaving an ideal size group of seven or eight.

Suggested timeline for Summer and Fall recruiting and scheduling

Timing Action to take
Mid-summer Send mass email to wide audience (see below for an example of

an invitational message).

As replies of interest come  Request schedule of times people are NOT available so you can
in schedule a meeting time that works for everyone. Email works
for initial request, but follow-up phone calls may also be needed.

Two or three weeks before Identify options for meeting times that work for everyone (there
start of program (and once  may only be one choice) and ask for preferences. Be prepared for
you’ve heard from people’s schedules to have changed since their initial response,
everyone interested) so what was once open may not be anymore. This process
requires patience and multiple iterations to find a time that
works for everyone. Ask them for patience through this process.

As soon as you’ve heard Confirm time and find location (see below for thoughts on

back from everyone appropriate locations).

One week prior to first Confirm date, time, location, and expectations for what

meeting participants should do prior to first meeting. (See Section Ill for
assignments the first week.)

Day before first meeting Send BRIEF friendly reminder about time, location, and
assignment.

Day of first meeting Have fun!

(roughly 2-3 weeks after
the first day of classes)



Section I: Introduction

Choosing a meeting location

When choosing a location to meet, some questions to ask yourself include:

e |Is the location central for people coming from all across campus?

e Do you have priority access to the room to avoid frequently getting bumped by another
group?

e Can you reserve the space so you have the same location each week?

e Is it fun and open, conducive to creative thinking (different from a stuffy, traditional
conference room)?

e Do you have access to equipment you will need (white board, flip charts, overhead
projector, etc.)?

Ground rules or community agreements

At the beginning of your work together it is helpful to make sure everyone has similar
expectations. Some things to consider discussing at the first meeting include (see Week 1
details for more information): confidentiality, respectful discourse, do we want to bring treats,
do we have a note taker, how many people do we need to hold a meeting, start time/end
time, email communication, use of meeting summaries, communicating absences, making up
missed meetings, how will the group make decisions, anything else that may seem important to
your group.

10
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Draft invitational message

Dear colleagues,

You are invited to participate in an exciting new program offered by the Delta Learning
Community (http://www.delta.wisc.edu). Please read below for more information about the
year long program Creating a Collaborative Learning Environment (CCLE) or contact Chris
Carlson-Dakes at cgcarlso@wisc.edu.

CCLE is designed to help you develop yourself professionally, no matter where you are in
your career, and to strengthen our community of colleagues pursuing teaching and research
as part of their profession. We will begin the program in mid-September with meeting times
scheduled around your availability. Space is limited, so please respond with interest as soon
as possible.

CCLE is a year-long program for you to meet weekly with a group of 7-9 colleagues (graduate
students, post-docs, faculty and staff) to collaboratively explore learning and its
implications for your teaching. Using teaching-as-research as a framework for asking new
guestions about your teaching, a facilitator will help guide you through readings, activities,
and discussions to learn about the complexities of the learning process, different learning
styles, and individual differences. At the end of the program, the group will collaboratively
design a course module to put into action all that was learned throughout the year.

The motivation behind this program is the assumption that before we can appropriately
focus on new approaches to teaching, we must first have a fundamental understanding of
the complexities of learning. The program is designed to expand upon the existing literature
by using each individual®s personal experiences with learning, and to do so in a collaborative
setting where all voices can be heard. For more information, or to register for CCLE, you
can go to http://www.delta.wisc.edu/ccle.html.

We hope you can join us this year. If you have questions, please contact Chris Carlson-
Dakes at cgcarlso@wisc.edu, or 263-4259.

Chris
(The Delta program strives to be inclusive for anyone interested in participating in our

activities, programs, and courses. If you have accessibility needs, please let us know so that
we may make the necessary accommodations.)

11
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Program maintenance throughout the year
Email communication

Communication is key to good facilitation— you want to make it easy for them to participate.
If times and location change, people will stop showing up, or will go to the wrong place, get
frustrated, and head back to their office. The habit, regularity, and continuity make it easy for
them to participate fully rather than putting energy into the logistics of participation. Weekly
brief reminders of meeting time and place, main activities, assignments, etc. are helpful
especially in the early weeks as they get comfortable with the patterns of the program.

Formative evaluation

Program evaluation is a critical component to the process of CCLE. Section 5 includes details of
the evaluation process, instruments, and data. Process checks are a commonly used format to
gather information about how the team is doing, make mid-course corrections and give you
formative feedback as part of your team evaluation (see Process Check details in Week 4 of
Section 4). This is a formal and intentional way of engaging in teaching-as-research at a
programmatic level about your own practice, and helps model it for the participants as they
make the translation to their own teaching context.

On another level, it is also helpful during the meetings to periodically stop to ask “What’s going
well with this group?” “What’s not going so well?” “What can we do to get back on track?” If
people have a chance to write their thoughts first, before discussing them, it allows them time
to think and reflect more and you will get more valuable feedback from the group. Record not
only their spoken comments, but also collect their written thoughts. Some may write
something that they don’t want to say to the group.

12
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Assumptions underlying the structure of collaborative working groups
(Adapted from K. Sanders and J. Elliott, 1999)

When people help create rules/action plans/agendas (consensus decision making
instead of following policies constructed by someone else), they are more likely to
understand and implement them. (Lawler)

Given the opportunity to be creative and involved in decision making, people will
choose to work harder, put more energy into a project, and will feel more responsible
for the outcome. (McGregor)

Meaningful work - work that engages your internal motivation, making you care deeply
about the project and “own” the outcome— includes having control over what you do,
when you do it, feedback from the people you are serving, and some level of
responsibility for the outcome. (Herzberg, Hackman & Oldham)

Control over decision making at the instrumental level must lie with the people doing
the work. In order to make good decisions, they need to have information and authority
delegated to them. (Lawler)

Responsibility without control leads to stress, frustration and anger. (Karasek)

“Role ambiguity,” that is, not knowing specific responsibilities or decision-making
authority— essentially, who’s doing what— leads to stress, frustration, and anger.
(Hackman & Oldham)

When people are frustrated or confused, they tend to withdraw from a collaborative
effort— that is, they deny ownership, they look out for themselves and their immediate
concerns, and try to control what they can and leave the rest up to a vague notion of
“someone else.” When this happens, we no longer have true collaboration, but rather,
a division of labor, where some people are responsible for making decisions and the
consequences of those decisions, and the rest of the people can claim (rightly so),
relative levels of ignorance. This can lead to confusion, miscommunication, and
mistakes, and generally also affects the flow of information between group members.
(Our experience)

Having social support from peers can reduce stress! (Our experience)

The challenge for you as a facilitator is to create a situation where everyone feels that they
know what is going on, and how to affect what is going on, regardless of whether they choose
to exercise those rights.

13
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Section I1I:
Introductory Participant Information

Program background, approach, activities, and
expectations
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Throughout the rest of this section, you will see reference to the "CCLE Resource Book". This is
distinct from this facilitators’ guidebook and is used by CCLE participants throughout the
year. It contains the following introductory section, a syllabus, and articles and reference
lists.The text the following section is taken directly from the "CCLE Resource Book”, and it is
an example of what participants receive as an introduction to the program.

Background of program

Welcome to Creating a Collaborative Learning Environment (CCLE), one of the core program
experiences of the Delta Program in Research, Teaching, and Learning! We are pleased that
you have set aside the time required to regularly meet with us and your colleagues to learn
about learning, reflect on your teaching, and explore the campus. We hope that you find this
experience stimulating and challenging and that it opens some doors that may not have been
apparent to you in the past. Your involvement with this program is one of the many
opportunities you have to become involved in Delta. Throughout the year, we will help make
connections between this experience and other opportunities available to you. For more
information about other Delta offerings, please visit the web at www.delta.wisc.edu.

CCLE is an adaptation and combination of two programs that originated with the office
Creating a Collaborative Academic Environment (CCAE). The roots of CCLE are not in education
theory, but rather from Dr. Katherine Sanders Industrial Engineering dissertation in 1993. Over
the years, CCLE evolved from a program in the College of Engineering to be more inclusive for
anybody interested in creating a learning community of people interested in personally and
professionally developing themselves and others as teachers.

The office of CCAE no longer exists, yet the people involved and the energy from the programs
remain strong. In 2003, we adapted and merged these programs to develop a core program that
brings together the three fundamental pillars of the Delta Learning Community: 1) to help you
learn about learning and concepts of teaching-as-research, 2) in a learning community
environment, 3) that is diverse and inclusive for people interested in exploring these issues.

The emphasis on learning about learning remains central to the program— the assumption
being that before one can appropriately develop themselves as a teacher, they must first
understand the complexities of the diverse experiences and learning processes of their
students. The framework we’ll use to learn about learning comes from the concept teaching-
as-research. By approaching teaching with an eye towards research, reflection, and inquiry, we
can align ourselves with the skills we have developed as researchers, but apply it to our
teaching. Doing so in a cross-disciplinary, diverse community environment allows us to expand
our understandings of others, and learn about the experiences, options and opportunities of
others.

We understand the political issues associated with language and how it can invite people in or
shut people out. We invite you to join this conversation - whether or not you have the
“correct” vocabulary (e.g. education jargon, politically correct phrases). We believe you’ll find
the same idea expressed in a number of ways by different people throughout the year
together. So please use the language that makes you feel most comfortable, while remaining
open and allowing others to do the same.

A unique approach to professional development

It might seem strange that this program was designed by, and evolved from, engineers.
However, its roots in human factors engineering naturally lead to the study and design of work
so that it is more satisfying, healthy, and productive for the individual and the organization.
The approach we’ve used in the design and implementation is surprisingly unique in
professional development, both in its structure (voluntary, team based, cross-generational,
with weekly meetings over an entire academic year) and in its content (activities designed to

17
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draw on participant creativity and personal experiences, bringing together teaching and
research, and using both verbal and visual mediums).

Typically, professional development has been focused on providing short-term skill training and
techniques or resources, and has primarily focused on instruction, not learning or research. We
have found that deeper changes in work and the culture of learning and teaching take place
when beliefs and conceptualizations about learning are examined first, before jumping ahead
to sampling and acquiring new techniques in teaching. With this adaptation of CCLE, the
experiment now is to see what happens when we introduce a research component to
strengthen the concept of teaching-as-research.

What this program is and is NOT...

CCLE is not a quick fix to higher education reform, nor is it a "Teaching Technique" program.
We won’t give you a list of ten pet tricks for teaching and send you on your way. What we will
do is create a space for structured activities and open dialogue for reflection on learning and
teaching (in that order) with a constant emphasis on reflection, inquiry, and research.

Underlying Assumptions

While we do not posit that there is “one right answer” to improve learning and teaching, there
are a number of underlying assumptions in the program’s philosophy. First, whether you have
been teaching for many years, or are still a student, it is assumed that participants have
considerable exposure to, and experience with, the traditional teaching and evaluation
methods of lecture, homework assignments, class projects, midterm and final examinations.
The program activities are structured to introduce you to alternative approaches to learning
and teaching, by creating a non-traditional experience for you as a learner. For some of you,
this will be a familiar format, for others, it might be different from your previous experiences.
We hope to stimulate thought about the appropriateness and value of collaborative,
constructivist, and cooperative approaches to teaching and learning. For those of you already
experienced in these methods, we hope to provide an opportunity for further reflection,
extension, and application to new settings.

We have built the program on the premise that many of us learn from sharing and reflecting on
individual and collective experiences as learners and teachers in a supportive community. You
will also find that we ensure some voices from the research literature are heard with respect to
diversity in learning, teaching, and research. We explicitly draw out those conversations,
though our experience is that diversity discussions naturally arise at some level and scope even
without our intentional efforts. We will also try to form teams so that there is as much
diversity of background, experience, and discipline because we have found that the diversity of
a group helps to ensure that the benefits of collaboration are truly evoked.

The process of CCLE

We are commonly asked (by potential participants and other people in professional
development), why does this type of program require so much time? Why the weekly structure
and format? Why the collaborative activities? Why the focus on consensus? Why don’t you just
tell us what we need to know?

We have found that the process of the program is as important, if not more important, than the
content covered. We have experimented with a number of meeting lengths and frequencies
over the past nine years, and our experience is that 1.5 hours per week results in a good
balance. It is time intensive, yet do-able for people who truly are interested in exploring a
complex subject, creating a common understanding, and getting to know colleagues in a deep
and meaningful way.
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If you are a list-type person, you can think of it with respect to “3 C’s”: continuity, constancy,
and commitment.

Continuity: One of the most important attributes of this approach is the value of the
relationships between participants and the depth of the conversations sustained over time. We
have found that meetings held once or twice per month are too infrequent for relationships
and conversations to develop and deepen. The issues we explore are sometimes sensitive, and
we try to structure the process to create the safe environment participants need so they may
open up and explore new and challenging ideas. Weekly meetings help maintain the continuity
of the conversation and experience despite occasional absences (i.e., if meetings were held
once every two weeks and a participant had to miss a meeting, s/he would not be part of the
conversation for an entire month.).

Constancy: By meeting weekly, these conversations become a regular part of the work week.
It is not seen as an add-on to the “real” weekly duties. The constancy also models the notion
that professional growth is an on-going process rather than a set of isolated experiences. It is
part of working in this organization, and is seen as just as valuable as other responsibilities.
The weekly meeting enables the groups to pick up where they left off without taking as much
time out to refresh themselves on the progress from the previous meeting, and it makes it
likely that people remember where to go, when to be there, and what to expect. A predictable
schedule does not introduce ambiguity or discomfort, and allows the substance of the
conversations to remain central so participants can direct their energy towards participating in
the conversations.

Commitment: Significant personal and organizational change is not a short term process.
Commitment to the process of remaining open, exploring new ideas, getting to know
colleagues, and making meaning of new experiences is essential. It does not happen in the
space of one meeting, one week, or even one semester. Insights continue to build and expand
upon each other. Over time, unlearning can occur to make room for new learning. In our
experience, participants who feel that learning something new is a priority for them at this
point in their careers are willing to make the time investment of weekly meetings. Without
that commitment, it is typical for professional development experiences to result in short term
interest with little to no sustained changes in attitudes, behaviors or values. This is not to say
that people can’t or don’t benefit in some ways from shorter term experiences, or that this
time commitment is necessary or desirable for every person. But this program is designed to be
an intense experience that requires a larger amount of energy than other options might.

Description of program activities

The learning activities are intended to support the collaborative process and our social-
constructivist perspectives. Each team will progress through the year guided by the timeline at
the beginning of the CCLE Resource Book. Within this general timeline and framework,
individual teams may take different paths based on differing interests, or substitute new
learning experiences and materials along the way in order to best address the learning interests
of the group members. We will experiment with varied types of activities and formats with
different groups. We have learned that each person engages in a topic differently, so we will
attempt to create experiences that can bring everyone into the activities throughout the year.
The learning activities that we will use to frame the year include:

Roundtable dinners: Throughout the academic year, for one evening per month over dinner,
we will have a large group gathering of anybody involved in the various Delta Teaching and
Learning Community programs, activities, and courses. During these dinners, an invited guest
will introduce a topic of general interest or a provocative issue for discussion. Guiding

19



Section II: Introductory Participant Information

questions will be posed to facilitate discussion at each roundtable. These are intended to be
fun, festive occasions to strengthen our community and learn from others.

Selected readings.: We have selected the readings in the resource book with a variety of
purposes in mind. In part, we hope to expose you to different perspectives and ideas about
teaching, learning, and research. The articles that we selected do not necessarily reflect our
values or perspectives. Some do, some don’t. We encourage you to read these with an open
mind, to reflect on their meaning and messages, and decide for yourselves if and how they fit
with your beliefs.

Your reflections: As we read a number of articles together, it is important that we find an
effective way to share our reactions, concerns, and insights. At times, we will ask you to
reflect on the readings and jot down your thoughts before we talk about them. Past
participants have underscored the importance of these reflections, but found it difficult to find
the time to write them. So, most weeks we will carve out time during the meetings for you to
begin to write. The entries are not intended to be lengthy summaries or critiques of the
readings. Rather, they are intended to help you center your thoughts before you forget what
you’ve read and discussed and to give you the impetus to make connections between your
teaching and learning and your practices. Some guiding questions are in the syllabus, but
additional questions that you might want to reflect upon include:

What about the reading matched or reinforced what you already knew or believed?
Are you thinking differently about this topic than you were before this activity?
Did anything challenge your ideas or surprise you?

What questions did this reading prompt?

Process checks: Periodically we will take time during the weekly meetings to do a process
check. These checks provide a forum for you to give feedback to the facilitator and other team
members about the progress the team is making, the dynamics of the group, and things you
may wish to do differently. Sometimes we may ask you to take a few minutes to write out your
thoughts before sharing them with the group, while other times we will just open it up for
discussion.

Individual statement of direction: Toward the end of the Fall semester, you will be
asked to write a personal statement of your vision of what you would hope the student
experience would be (i.e. what you want the students to experience, know, be able to do, or
wonder about when they leave this institution). These statements will be shared with the team
and discussed as a basis for the development of a team statement of direction.

Team statement of direction: The team statement of direction builds on the individual
personal statements of direction. It is the first collaborative task, and it requires the group to
reach consensus on a statement of direction for their work in the program. The activity will
generate a focus for the group, which will be revisited throughout the year. Your group’s
statement of direction will help frame some of the discussions that will follow, with respect to
learning and teaching. Please remember that this is a learning activity. It is not a “do-or-die”
exercise, and the world does not rest on it being the “perfect” statement. You will understand
what we mean when you get to this activity.

Individual learning diagram: (See the last page of this section for answers to the question,
“Why do we draw?”) The individual learning diagrams will be used as a basis for the group
consensus diagram to be developed in the Spring semester. It requires personal reflection, use
of personal experiences, synthesis of education information from early discussions, and deep
thought about how people make meaning. You will be asked to put some thought into this
individual diagram over Winter break and bring it to the first meeting of the Spring semester.
The first meeting will be dedicated to individual presentations of your diagrams. The diagrams
should represent the complexities of the learning process, yet remain general enough to
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explain learning experiences such as learning to: ride a bike, play a musical instrument, learn
multiplication tables, or a foreign language. Oftentimes, people find it helpful to use a
metaphor as a framework for their diagrams. Included in the diagrams should be an
approximate time sequence of events (if any), contexts that help/hinder learning, and ways to
address the questions: how do people forget? where do misconceptions come from? how can
misconceptions be undone? how do you know when you have learned something? Again, this is a
learning activity, and the process of reflection and thoughtful discussion is more important
than coming up with the “perfect” diagram.

Group consensus learning diagram: (See the last page of this section for answers to the
question, “Why do we draw?”) Using the individual learning diagrams as a starting point, the
team will collaboratively create a consensus depiction of how people learn and what might
help/hinder learning. We will start by identifying common themes from each of the individual
diagrams, and use these as a foundation upon which the team diagram can grow. It will take
many iterations through various metaphors, tangential discussions, and scrapping old work for a
new idea to arrive at consensus. We encourage you to be open and patient (we know this
process can be frustrating). Ultimately, the team diagram should include all of the issues
detailed in the description of the individual learning diagram, and have consensus approval
from every team member.

Focus on course design: After Spring Break, you can choose to wrap up your involvement
with CCLE, or continue for the remaining weeks of the semester to focus on pulling it all
together into application to your particular teaching context. We will use the learning diagram
as the basis to ask the question, “How do | know where my students are in the learning
process”, and move to core principles, activities, and approaches to implementing all we have
learned through the year. Since each person will be coming to this with different teaching
contexts, this will require each of us to play dual role of presenter of individual ideas and peer
reviewer of other’s ideas. As you work on this course design, you will be required to synthesize
new understandings of learning, and apply that knowledge in planning the course activities and
objectives. We encourage you to be as creative as possible in translating your learning diagram
into teaching activities/structures.

Participant Outcomes

It is difficult to anticipate what you may expect for outcomes— for each participant, the
experience will be different. Our experiences in this and other related programs, however, tell
us that by the end of the year, you may expect to have expanded your:

¢ willingness and ability to continually re-examine and articulate beliefs and conceptions
about the processes by which people learn and by which you teach (learn about
learning);

e ability to collaborate and learn from and with a group and defer to the group’s best
interests when reaching consensus (learning community);

e understanding of other people’s learning and teaching experiences so you can better
connect with a wider, more diverse student body (learning-through-diversity);

¢ interest to explore education literature and discuss it with colleagues from diverse
backgrounds based on a common language and basic understanding of the learning
process (learning community and learning-through-diversity);

e ability to engage in teaching-as-research to review and evaluate teaching techniques
based on objectives and underlying assumptions about learning, in order to determine
if a technique is appropriate for use or modification in your own classroom and/or
discipline (teaching-as-research);
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ability to implement changes in the classroom (in pedagogy and/or content) while
envisioning possible/probable student outcomes (teaching-as-research);

awareness of the value of multiple and diverse approaches for the assessment of
student learning and evaluation of classroom practices (learning-through-diversity and
teaching-as-research).
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Top 10 Reasons We Ask You to Draw/Construct the Learning Process

e You can summarize/represent multiple ideas at a single glance. Visuals are a much
richer format than text and can show relationships and complex interconnections much
more "concisely” than pages of explanatory text.

e Many learners are visual.

e Visuals can show relationships that are non-linear and can show contexts for learning.
They can be used to hypothesize about cause-effect relationships (E.g., if this stage of
the learning experience does not occur, what is the likely outcome?).

e Visuals help to preserve the complexity of the issues we are discussing. Although it may
not be precise or complete, it shows more naturally the complexity of the discussions
held over the course of a year. It will evoke important themes and issues immediately.

e Representing it visually requires the translation of temporal discussions into a symbolic
format: the team's own conceptualization of "truth” about how learning happens. To do
this, it is necessary for individuals to describe in detail which concepts are to be
included, and how they might be represented. People must explain themselves fully,
and in those explanations might more clearly explain concepts and relationships to
themselves.

e The task is a challenging one, requiring multiple in-depth discussions. It is well-suited
for a creative group. The group creates its own language, culture and priorities through
generating/discarding conceptualizations. (This is an obvious example of the social
construction of knowledge!)

e In a group of this size, it is easier (perhaps) and more fun to reach consensus on a
visual representation than on precise use of text and sentence structure.

e It encourages multiple perspectives, use of creativity, and a new way of imagining the
learning process.

e The process helps create and develop metaphors that are retained in long term
memory. It is likely the images can be recalled in the future without seeing the model,
as opposed to the greater difficulty in recalling pages of text.

e Because we said so.

And finally...

We’ll close by saying that we understand that teaching, learning, and research cannot be
pulled apart. Our separation of them to emphasize learning first, then more explicitly bringing
in teaching and research is artificial at best. However, participants have told us that this
temporary demarcation is useful, and in fact, helps them step back from teaching to reconsider
their ultimate goal— student learning. In doing so, we hope that you will have fun and be
intellectually challenged. CCLE is intended to be stimulating, thought provoking, educational,
sometimes a bit uncomfortable, and hopefully fun, all wrapped up in one program. We hope
that you find it so.
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Weekly Detailed Guide to Facilitation
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Section 1V: Guide to Facilitation

Introduction to Section 1V

This section offers week-by-week detailed guidance on the logistics of how each week can be
implemented. It is written with references to some issues particular to UW-Madison, but these
can easily be adapted or interchanged with similar efforts on any campus.

Each week is laid out using the following main headings:
¢ Main objectives for the week

e Outline of main activities and how they connect to the three pillars of CIRTL (Learning
Community (LC), Learning-through-diversity (LTD), and Teaching-as-research (TAR)

e Assignments and expectations for participants for the week

e Facilitator preparation before the meeting

e Materials for facilitator to take to meeting

o Details of the main activities and implementation guides

e Issues and sticky situations to anticipate and be prepared to address

e Versions of any handouts or materials needed for each week

As the year goes on, participants and facilitators get more familiar with the process, so less
guidance and fewer details are needed. In writing this, we walked a fine line between
providing just enough detail to get you started and giving so much detail that it seemed overly
prescriptive. For some, this level of specificity may seem constraining. For others, this may be
a useful tool to move ahead. Please use it in whatever way is most helpful for your context.
Modify when and where it makes sense and put your own touch on the framework presented
here.
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CCLE
Week 1 Facilitator’'s Guide

(NOTE. The guide for the first week is much more prescriptive than subsequent weeks, and
is much more facilitator-led than participant-led. As the weeks go on, the weekly guides will
become less detailed, and the facilitator's role becomes less central)

MAIN OBJECTIVES
1. To get to know each other and set a tone of inclusion, respect, and deep learning for
the group
2. To give an overview of program background, activities, and expectations

MAIN ACTIVITIES AND CONNECTION TO PILLARS
It's likely you won't get through all of this...that's ok. Community agreements can easily be
discussed next week.

1. Visual Explorer ice breaker (Visual Explorer is a set of about 300 color photos from the
Center for Creative Leadership, http://www.ccl.org/CCLCommerce/index.aspx.
These photos can be used to stimulate discussion and critical thinking.) (LC, DIV)
Introduction to program background, activities, and expectations (LC, DIV, TAR)
Constructive and destructive behaviors (LC, DIV)

Pictionary game (or something to get them actively engaged) (LC, DIV)
Community agreements (LC, DIV)
Wrap up and look ahead to next week

o0k wWwN

ASSIGNMENTS (sent out ahead of time)
e Read Section 1 of Resource Book
e Read Article 2-1, “Introduction to Teamwork”, Sanders, 1995.
e Write an individual statement of learning

MATERIALS TO TAKE
e Talking stone
¢ Name tents and markers
e Behaviors handout (see attached page)
e Visual explorer
e Program literature (Roundtable Dinner flyers, Wisconsin Week inserts)
e Participant agenda (see attached page)
e Resource books (choose the tape or comb binding they want)
e Consent forms (see attached)

SET UP BEFORE MEETING
e Set name tents and markers out on table
e Have resource books and agendas out and ready to distribute (we won't have an
agenda for most meetings, but for the first one, it helps since there is so much to
go over)
e Lay out the Visual Explorer photos on a big table (about 50-60 pictures should be

plenty)
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e Arrange the table(s) so there is no obvious “head” of the table. We want people to
be sitting in a circle as much as possible.

AS PEOPLE COME IN

They'll see the photos and ask “what’s up with the pictures”, so tell them it's a way to
introduce themselves and invite them to look through them to choose a picture that
represents a memorable learning experience from the summer.

Also, invite them to write their name on a name tent.

GETTING STARTED
1. Visual Explorer (use this as a way to do introductions and get people connecting
with each other.)

After everyone is there, invite people to get up out of their chair, look through
the photos and choose one that represents for them a memorable learning
experience from the summer.
Have everyone get their photo, grab a seat, and get started with introductions.
Mention that introductions may take a while, but we'll be together for an entire
year, so it's nice to get to know people from the start. Also encourage them to
not ramble on forever.
Introductions can take the form of:

1. Name

2. Department

3. Why they decided to participate in CCLE

4. What is one thing from their individual statement of learning they

would like to share with the group?
5. Why they chose the picture they did?

2. Introduction to program background, activities, and expectations

Confirm that meeting time works for everyone (often times you'll need to tweak

it a bit, but try to avoid a full fledged rescheduling unless this time just does

not work).

Background of the program (this is very UW specific, but these are the types of

things that should be touched on to provide background and context to the

program).

1. National Science Foundation-funded initiative

2. Improve STEM education and success for all students

3. By creating a learning community of graduate students through faculty

4. Using the concept of teaching-as-research, or raising the awareness of skills
and inquiry about teaching and learning in the same spirit as we engage
inquiry as researchers

5. Point to the one-page description/definitions of the pillars in the first
section of the CCLE Resource Book.

6. Refer to the flyer from Wisconsin Week newspaper for more info (or
comparable Teaching and Learning program information from your
institution).
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7. As aprogram, we try to offer multiple opportunities for anyone to find a
match with their interests, time commitment, and needs.

8. We do this Delta work through a combination of courses for credit,
volunteer programs like this one, internship opportunities, special events and
workshops, and collaborations with other organizations on campus.

9. Throughout the year, we'll try to connect participants to other offerings so
they know what is going on about campus and can find what would be helpful.

10. Because you are registered for this program, you are on our email list for
future offerings.

e Resource book overview with history of program

1. CCLE emerged from Kathy Sanders’ UW-Madison dissertation study in
Industrial Engineering designed to look at faculty stress.

2. Has since evolved into a much larger context (detailed in the intro section
they read for today)

3. Discuss how your institution connects to CCLE, Delta and the whole CIRTL
project.

4. Discuss layout of the syllabus and activities emphasizing the progression of
themes and main elements of the intro text (hopefully they read it).

e Throughout the year, the activities progress from readings/discussions
and individual beliefs to collaboration, consensus and group work, to
action and implementation (at the very end!).

e Start with strong emphasis on learning process with eventual explicit
connections to teaching by using TAR as framework. As questions come
up about teaching, they are not discounted, but they are put aside for
now until a foundation for learning has been established.

e We encourage you to write reactions/reflective writings, each week. You
can use sheets between articles for notes if you want, or a journal book
if that works better.

e This is a research project and we collect data on the project” (NOT on
how good they are at teaching, but how effective our programs are at
helping people engage in teaching improvements). As such, they may be
asked to be interviewed, or for permission for us to use some of what
they write.

e They may also be interested in class observations (if desired). We can do
them, but better yet, the participants can observe and review each
other’s courses.

o We will have process checks throughout the year.

e Weekly meeting plan
1. I'm talking much more today than any other week.

* The Center for the Integration of Research, Teaching, and Learning (CIRTL) is funded by the National Science Foundation
to create an interdisciplinary program to prepare graduate students, post-doctoral researchers, and current faculty and staff to
meet the future challenges of science, technology, engineering, and mathematics (STEM) higher education. An evaluation of
the Delta program is being conducted at the University of Wisconsin—Madison. Information is being collected from
participants in events sponsored or co-sponsored by the Delta program in order to improve the implementation of the
program and to report on its effectiveness.

40



Section 1V: Guide to Facilitation

2. Each week will follow roughly a similar plan.

3. Role of facilitator will go from centrally involved in structuring and guiding
to much more participant driven, especially in the second semester.

4. Start with reflective writing time to center thoughts...2-3 minutes (doesn't
mean you can come late, but it gives you a time to relax and be fully present
for the next 90 minutes).

5. Then go ahead with discussion or activity for the day.

6. Close with wrap up or closing comments (depends on what group agrees to).

Constructive/destructive behaviors— this activity helps individuals learn about
each other as well as reflect on their own group behaviors.

Pass out “Constructive/destructive behaviors” handout (see handout).

Give them a minute to read it.

Ask them to pick their favorite or most common constructive and destructive
behavior and write it on the back of their name tent (as a reminder to
themselves about the destructive ones).

You don't have to go in order, but make sure everyone has a chance to share
their behaviors. This process makes it public and makes it fun.

Pictionary Game— do this if there seems to be low energy, or if you feel as if you
have been talking too much without any active engagement from the rest of the

group.

Think ahead of time about 10-15 items, emotions, things, concepts related to
teaching and learning (teacher, student, test, learning, school, study group,
library, fear, excitement, classroom, laboratory, experiment, textbook, etc.).
Write them on strips of paper or index cards.

Shuffle them up and lay them out face down on the table.

Have people pair up.

One person chooses a card and has 60 seconds to draw it while the other person
guesses.

It's just for fun and a way to get people to loosen up, prime them for future
activities where there is creative drawing, and help people to think and act
differently in a work setting. This helps them have a different kind of
experience so they enter this program with a different mindset than is typical.

Community agreements— this is a way to talk about expectations and get people on
the same page about central issues related to commitment and participation in a
group. Discuss these as a group and let them come to agreement, but if they stall
out and don’t know where to go, offer some suggestions.

Confidentiality— what is said here, stays here unless explicitly stated otherwise.
Food and coffee— rotate snack duty each week if people want something.

Role of note taker and meeting summaries— not detailed minutes, but to rotate
the role of documenting major decisions, homework, or announcements to the
group.

Number of people required for meeting— and the need to communicate absences
so we know whether we'll cancel or not.
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e Start/end time— start on time, or wait until everyone is there?

e Email communications— it's used frequently...is this the best mode of
communication?

e Communicating absences— let the group know.

e Making up missed meetings— most likely we won't make one up if cancelled, but
will blend two together.

e Sharing reflective writing— up to the group if they want to share their
reflective writings (like they had assigned for today), or if it's just for them.
We'd like to collect some of them along the way for our own program
development, but it's up to them to share with group or not.

e Closing comments.

6. Wrap up and look ahead to next week

e Read Section 2-2 and 2-3 (emphasize that each of these articles is short).

e Refer to the assignment they had for this week to write an individual statement
of learning. Many people likely didn't do it, so encourage them to do it and pack
away in their CCLE materials for future reference. This will be revisited to see
progress over time. Ask people if they would be willing to turn in their
statements so we can have records for our research. If they don't want to, it's
not a requirement.

e Remind them that this is a research program and that we research
effectiveness of the program (not how good they do in the program). Hand
around the consent forms and ask them to read it and bring in signed consent
forms next week. It will likely take a few weeks to collect them all, but be
persistent to get them all returned.

THINGS TO ANTICIPATE
1. People may come unprepared.

e This is a larger concern for future weeks when there are reading and writing
assignments, but plan on at least a couple of people who didn't do the reading
or didn't do a reflective writing.

e You will need to have a plan in place for them so they can still participate,
but it is known what is expected.

e Most people can still contribute to the discussion, but find gentle reminders
of the importance of coming prepared, and that you get out of this what you
put in to it.

2. People will miss meetings and it can be disruptive when they return.
e Some of this is taken care of with the community agreements and clarifying
expectations.
e Discuss how you would like people to communicate absences.
e How many people are too few to have a meeting?

3. Grad student/faculty dynamic

e For many students, this will be the first time they've been in a learning
situation like this with other faculty, students, post docs, or academic staff.
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Be aware of who's dominating, who's being left out, and whose voices seem to
be deferred to. Ideally, everyone’s voice is equally valued, but it may need
some intentional attention to achieve this.

Refer back to the “Constructive and Destructive” behaviors activity if it
becomes an issue.
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Section V: Program Evaluation

Evaluation Process

The teaching-as-research process is embedded throughout the CCLE program for dual purposes:
(1) to provide ongoing formative program evaluation and (2) to model the TAR process for
participants to see it in action to adapt for their use. Starting from the first day all the way
through the final meeting, we gather data in multiple formats. Some of the evaluation
instruments and processes described below are well developed while others are in their
infancy.

Individual statement of learning

Participants are asked to prepare for the first meeting by writing an individual statement of
learning that describes their understanding of the learning process. These statements are used
by the facilitator to gauge the extent to which the group has thought about these issues, and to
understand the spectrum of experiences and beliefs about learning held by the group. An
excerpt from an individual’s statement of learning from the 2004-05 academic year is:

My philosophy of learning is that every person is intelligent in their own right. This
intelligence may take different forms and flourishes differently. Mostly, | subscribe to
Gardner’s Theory of Multiple Intelligences. Gardner proposed that intelligence can be
broken up into 8 categories that all people possess in varying degrees (linguistic,
logical-mathematical, spatial, kinesthetic, musical, intrapersonal, interpersonal, and
naturalist). | also believe that students understand concepts better when they are
given the opportunity to explore the theory at their own pace, in a student-centered
learning environment.

In the final week of the year, participants are asked to write a new statement that they then
compare to their initial statement. Then they are asked to reflect on the changes. The intent is
not to “grade” participants on how well they did, but rather to provide them an indication of
how their understanding of the learning process has developed throughout the year. This year
is the first time we will use this form of evaluation, so the results remain to be seen, but we
hypothesize that the final statements will reflect a wider perspective of learning with more
sophisticated concepts integrated throughout. For example, had we done this last year, it
would be interesting to see if the person who wrote the above excerpt still subscribes so
strongly to Gardner’s Theory of Multiple Intelligence, or if new insights have led them in
another direction.

Process checks

Midway through each semester, we have a formal process check to reflect on the process of the
program, not the content of what we’re learning. It is also common to have a brief process
check discussion any time there is a transition between topics or themes, or when the
facilitator feels like the group needs to step back and reflect on their experience in order to
move ahead. Details of the process are provided in Week 4 of Section 4.

These discussions typically do not lead to drastic changes in the program, but rather provide a
venue for participants to ask questions about the process and for the facilitator to make
adjustments based on particular group dynamics. For example, if particular individuals are
dominating the group it is a good time to revisit community agreements. It is also typical for
people to feel frustrated because they have not found “the answer” and they want to focus on
teaching techniques. As these concerns emerge, it becomes an opportunity for the facilitator
to revisit the purpose of the program and to point people to other opportunities that do offer
what they are looking for that complement the CCLE experience. This is not an opportunity to
make drastic changes to the core purpose of the program.
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End of semester wrap-up discussions

At the end of the first semester, we devote the entire meeting to a wrap up discussion. Like
the process checks, participants are given a few minutes to write their responses to the
questions, and then the group discusses their responses. Below are the questions used at the
end of the Fall 2004 semester, followed by a brief statement of the general themes that
emerged from the group. These questions were developed to reflect formative feedback we
wanted to gather about how well we were addressing our three core pillars (learning
community, learning-through-diversity, and teaching-as-research).

Q1. What are the one or two things that stand out most for you about what you learned from
each other this semester with the CCLE group? The group pointed to the opportunities for self-
reflection and insights they gained from others that helped them develop a stronger
understanding of themselves and others.

Q2. How connected do you feel with other teaching and learning opportunities on campus
(Delta, non-Delta, within and outside of your department)? Did this group have any role in your
connections with other opportunities? For the most part, the group felt very connected and
pointed to Delta as an important element in creating these connections.

Q3. To what extent did this CCLE group address the three core elements of the Delta Program:
learning community, learning-through-diversity, and teaching-as-research? Please comment
separately on each of the three. Learning community and diversity were very well integrated
and addressed. TAR was implicit, but not very well addressed.

NOTE: This is the first year that CCLE has integrated TAR into the program, and it is the focus
of the final quarter of the program that we had not yet experienced. While this result is not
surprising, it is useful feedback as we continue to better integrate the three pillars, and is a
clear indication that we need to address TAR more up front rather than leaving it until the end.

Q4. What, if anything, do you think you will do (or do differently) as a result of this
experience? Participants pointed to being more open, reflective, and intentional about their
teaching with a focus on how their actions affect learning. There are signs that people are
starting to connect their insights into new actions, but sustained change in behavior is a
longer term result.

Q5. What do you wish this experience offered or did that it did not? A common request at the
end of the first semester is to have more clarity on how to connect their insights to their
actions.There is, however, strong indication that participants are open to being patient and
engaging in the process and their desire to come to resolution is not so detrimental that it is
getting in their way of learning.

Q6. As you finish this semester in CCLE, what questions or issues do you still have that you
hope we can help you address next semester, or in future Delta or non-Delta offerings? Related
to Q3 above, there is significant uncertainty about the concept of teaching-as-research and
the upcoming activity of the group learning diagram. Again, this is to be expected as TAR is
not well integrated into the early parts of CCLE, and the learning diagram is, by design, an
open ended, ambiguous project that they have not yet begun. Nevertheless, this is indication
that we need to be more explicit about these two aspects of the program so that the
uncertainty doesn’t interfere with their learning.

Q7. What else would you like to write about that wasn’t asked? Mainly there were no
responses other than a reiteration of where is our group now, and where are we headed?
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End of year wrap-up discussions

Similar to the end of the first semester, at the end of the year we devote the entire meeting to
a wrap up discussion with more summarizing questions. Below is a sample of the questions we
ask.

Q1. What are the one or two things that stand out for you the most about what you learned
this year with CCLE?

Q2. In addition to what you wrote in Q1, what have you learned in this year in CCLE about:
e teaching?

e specific techniques? (Did you try anything new in your classroom this semester? If yes,
why did you choose to try it? How did it work? Will you try it again?)

o diversity?

e teaching-as-research?

e teamwork?

e yourself?

e what did you learn from others?
¢ what did you learn about others?

Q3. How well do you feel connected with other teaching and learning opportunities on campus
(Delta, non-Delta, within and outside of your department)?

Q4. What, if anything, do you think you will do (or do differently) as a result of this
experience?

Q5. Are there ways that we could make this program better in the future?
Q6. What do you wish the program offered or did that it did not?

Q7. As you finish this semester in CCLE, what questions or issues do you still have that you
hope we can help you address in the future?

Q8. What else would you like to write about that wasn’t asked?
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Journal article: “A New Starting Point for Faculty
Development in Higher Education: Creating a
Collaborative Learning Environment”
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Laedtke, M., & Squire, L. (1997). A new starting point for
faculty development in higher education: Creating a collabo-
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A New Starting Point for
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Higher Education: Creating a
Collaborative Learning
Environment

Katherine Sanders
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Karen Dettinger

Catherine Hajnal

Mary Laedtke

Lynn Squire

University of Wisconsin-Madison

Traditional faculty development approaches often focus on teach-
ing faculty skills to use in their classrooms. In order to have a deeper
cultural impact, we have found it useful to start the conversation at a
different point than teaching skills; that is, to have faculty learn how
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people learn by experiencing a learning environment that is substan-
tively different than their previous classroom experiences. Our pro-
gram, Creating a Collaborative Learning Environment (CCLE), has
been successful in helping faculty from diverse disciplines at a major
research institution to work together to learn about learning and
redesign teaching.

‘What do we need to do to encourage, facilitate, and support learning
in our classrooms? One starting point is to help faculty imagine and
experience a non-traditional classroom environment. At the Univer-
sity of Wisconsin (UW-Madison), we have designed a faculty devel-
opment program that creates a collaborative learning environment for
faculty. We help them learn about learning and reflect on their beliefs
about learning and learners by guiding them through a set of activities
designed to help them rediscover and articulate how people learn. We
feel that this program sends a consistent message to faculty about
experiential, collaborative learning by “practicing what it preaches.”
We don’t hold it out as “the answer,” but we do find that it does well
what it has been designed to do.

We offer faculty volunteers information resources and a struc-
tured set of activities to help them learn about learning and to reflect
deeply on their teaching while collaborating with colleagues from
across disciplines. Our program has been named by the faculty pat-
ticipants, “Creating a Collaborative Learning Environment” (CCLE).
It has served over 85 faculty volunteers from 34 departments as diverse
as Mechanical Engineering, Atmospheric and Oceanic Sciences, His-
tory of Science, Urban Planning, Nursing, Math, Law, and African
Languages.

In this paper, we discuss the program background, mission, theo-
retical foundation, structure, activities (with an emphasis on the first
year of participation), and its effects on faculty views of the teacher’s
role. We describe these changing views as a progression of insights
that faculty tell us they discover through their participation in CCLE.
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Background

The theoretical approach and applied structure of CCLE were
developed in an Industrial Engineering dissertation (Sanders, 1993)
that studied faculty in the College of Engineering. Faculty volunteers
changed their attitudes towards teaching, increased their motivation
for teaching, and changed their classroom behaviors as a result of
participating in an experimental collaborative program. A comparison
group of faculty who attended only teaching workshops changed
neither their attitudes nor their classroom behaviors. Following the
dissertation study, the small group of enthusiastic faculty participants
submitted a proposal to the Dean requesting that existing grant monies
earmarked for undergraduate education improvement be used to con-
tinue the program college-wide. He approved their proposal and the
pilot progtam was created in the College of Engineering, lasting from
September 1993 through August 1995.

After a successful two-year pilot program serving over 40 engi-
neering faculty, CCLE was awarded a three-year grant from the
Department of Education Fund for the Improvement of Post-Secon-
dary Education (FIPSE) to expand its services across a number of
colleges at UW-Madison. The program is currently housed in the
Wisconsin Center for Education Research and serves faculty from
Engineering, Letters & Science, and Agricultural & Life Sciences.

Faculty volunteers and their enthusiasm for program continuation
have been the driving force behind CCLE'’s success. From its incep-
tion, CCLE was designed to be a collaborative approach to the
redesign of faculty work built on a grassroots, faculty-driven effort. It
was never a program that was instituted in a hierarchical manner.
Instead, administrative support was provided as a response to a need

expressed by faculty. In combination with CCLE'’s structured activi-

ties and built-in evaluation processes, these unique origins have
proven to be important factors in the program’s success.

In this paper, we describe the structure of the program, with
emphasis on the activities in Stage 1: Facilitated Learning Teams, in
which faculty spend considerable time learning about learning and
experiencing a special type of collegial collaboration. We feel that this
beginning is the crucial step for getting faculty on the “same page” in
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continuing discussions. Finally, we summarize one of the major
themes faculty describe to us as they move through the program: the
changing view of the teacher’s role.

Program Mission

Creating a Collaborative Learning Environment (CCLE) is a
process that centers on the construction of knowledge in faculty teams.
CCLE provides a support structure for group work, exposure to
general educational information, and preparation for practitioner ac-
tion in the classtoom. Volunteers are asked to make a commitment to
attend team meetings; to share their experiences in teaching and
learning; to cooperate with other faculty; to consider new ideas,
perspectives, and techniques; and eventually to be a resource for other
faculty participants.

CCLE provides an ongoing learning experience for intense reflec-
tion, group knowledge construction, and, in the advanced stages,
guided practice and continued exploration for participants. Thus, there
is a higher probability that faculty will sustain and continue innovation
in teaching and course development.

CCLE is not a quick fix to higher education reform, nor is it a
“teaching technique™ program. As one of the faculty advisors fre-
quently says, “CCLE does not give you a list of ten pet tricks for
teaching.” What CCLE provides is a set of structured activities and a
regular time period for faculty dialogue and reflection on learning and
teaching. CCLE also helps faculty cteate their own systematic frame-
work for examining learning and teaching so that relationships and
interdependencies can be examined at a deep level.

While CCLE does not posit that there is “one right answer” to
improve learning and teaching, thete are a number of underlying
assumptions in the program’s philosophy. We assume that faculty
participants have considerable exposure to and experience with the
traditional teaching and evaluation methods of lecture, homework
assignments, and midterm and final examinations. CCLE is structured
to introduce faculty participants to alternative approaches to teaching
by creating a nontraditional expetience for them as learners. We hope
to stimulate thought about the appropriateness and value of collabo-
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rative and cooperative approaches to teaching and learning; and for
those faculty already expetienced in these methods, we hope to
provide an oppottunity for further reflection, extension, and applica-
tion to new settings.

Theoretical Foundation

Our approach to faculty development is based on theory from
diverse disciplines. The foundation is built upon theory and research
in: (1) the characteristics of learning organizations (Argyris, 1989;
Brown & Sommerlad, 1992), (2) job design and enrichment theories
(Herzberg, 1970; Hackman, Oldham, Janson & Purdy, 1975), (3)
organizational desigh and employee ownership structures (Lawler,
1986), (4) action research models of professional development
(Zuber-Skerritt, 1991; Schratz, 1993), (5) action research practices in
teacher education (Zeichner, 1993; Altrichter & Posch, 1989), (6)
action research applications in educational reform (Kemmis, 1991),
(7) and peer review structures in higher education (Hutchings, 1996;
Quinlan, 1996).

Action research is a phrase used to describe research done by
practitioners to improve their own work. In this case, the action
researcher we refer to s the classroom teacher. Based on Lewin’s work
(1947a, 1947b), action research consists of a spiral of experimentation
activities: analysis, conceptualization, planning, implementing
change, re-analysis, re-conceptualization and re-planning, etc. The
intent is to generate social knowledge by causing change and then
studying its effects on social dynamics (Marrow, 1969).

A common theme across these disciplines is the salience of
designing professional development experiences that are meaningful
and stimulating to the employee. Thus, jobs are redesigned or experi-
ments are performed by the employees themselves, the people doing
the work, in order to make the work more effective and satisfying. In
the context of higher education, the “work” we refer to is teaching,
and the people performing the work are the faculty themselves. When
designing a development program from this type of theoretical foun-
dation, faculty are assisted in their efforts to develop themselves as
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teachers while they are involved in changing and reflecting on their
own teaching.

The goal of CCLE is higher education reform from the inside; that
is, by faculty practitioners. This goal is shared by some education
reform efforts in K-12. For example, Ken Zeichner has created a
professional development action research program for K-12 teachers
and preservice teacher education students (Zeichner, 1996; Zeichner
& Liston, 1996). In such approaches, practitioners (teachers) are given
the charge of redesigning pedagogy and curriculum to improve student
learning. They are provided with opportunities to gather and interpret
information and then given the power to make their own decisions and
act on them. Thus, organizational change moves from the bottom (.e.,
the classroom level) up through the curricular and administrative
levels.

In addition to the cross-disciplinary foundations that underlie
CCLE activities, we find that our approach to program development
is also key to our success. CCLE staff continually solicit in-depth
structured feedback from faculty participants to learn what parts of the
program are most effective, which need adjustment, and what needs
to be created. This input is used in program development so that CCLE
continually evolves to meet participants’ needs.

Program Structure and Objectives

The combination of learning activities that make up CCLE’s
structure are many times likened by faculty to a “class.” This profes-

~sional development “class” is broken up into two distinctly different

expetiences—Stage 1: Facilitated Learning Teams and Stage 2: Ad-
vanced Teams.

The two stages of CCLE each have different emphases (see
Figures 1 & 2). Stage 1 consists of patticipation in two semesters of a
cross-disciplinary team experience that increases awareness of the
need for change and provides possibilities for changes in teaching by
studying and discussing learning in-depth. Faculty have the opportu-
nity for reflection, learning, and reinterpreting theory and practice for
their own practical use. Additionally, faculty discuss and practice
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collaborative skills, such as achieving consensus and working con-
structively toward a team goal.

Stage 2 provides a framework for planned and recutsive class-
room experimentation. In this stage, faculty may choose to be involved
in a Classroom Experimentation Team where they are grouped for
action in the classroom using peer mentoring, observation, and forma-
tive feedback. Or, they may elect to participate in an Advanced
Leamning Team to study in-depth any topic of the group’s choosing.
Advanced Leaming Teams differ fundamentally from Classtoom
Experimentation Teams in that they focus on a group project, similar
to Stage 1 Facilitated Teams. Classroom Experimentation Teams
provide a forum for faculty to advance their own personal goals with
assistance from their colleagues. ,

The structure of CCLE allows faculty to rotate in and out of Stage
2 teams indefinitely as their interests and schedules permit. The only
requirement for entering either type of Stage 2 group is successful
completion of a Stage 1 Facilitated Team. That is, you cannot become
part of a Stage 2 group without completing one academic year working
in a team that is engaged in deep discussion and exploration to learn
about learning. We have found that the majority of faculty who do not
have a “successful” Stage 1 experience do not have the collaboration
skills, language usage, understanding of the learning process, or
comfort with the group process required to function successfully in
the less structured environments of Advanced Teams.

In this paper we concentrate in-depth on the activities of Stage 1.
This is not to say that the advanced stages are unimportant; in fact, we
have found them to be a very effective ways of supporting faculty as
they implement and assess changes and continue to explore new
concepts. However, we believe that one of the major reasons CCLE
has been successful in attracting and retaining faculty participation at
a major research institution without use of release time, stipends, or
any other extrinsic reward is because the Facilitated Learning Team
helps faculty invent a fresh view of leamning and collaboration. It is
not uncommon for faculty in advanced stages of the program to tell
us that they “miss their original team.”
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Emphasis: indepth study of learning
and collaboration skills

Meeting Frequency: 1.5 hours
weekly for one academic year

Activities: group project, the
construction of a diagram of the learning
process

Gol

FIGURE 1: Program Structure-Stage 1

Facilitated Learning Teams

e*o

Outcomes:

*ability to read education literature and
discuss with colleagues using a common
language

*ability to collaborate in a group and defer
10 group’s best interests

*ability to critique and evaluate teaching
based on assumptions about learning
*ability to implement classroom changes
*awareness of the need for multiple
approaches to student assessment
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FIGURE 2:

Program Structure-Stage 2

Classroom Experimentation
Teams

Emphasis: planned implementation of
pedagogical or course change

Meeting Frequency: 1 hour a week for
one or two semesters

Activities: planning/assessing individual changes
and mentoring colleagues

Advanced Learning Teams

Emphasis: indepth study of a topic of the group’s
choice

Meeting Frequency: 1 hour a week for one
academic year

Activities: focused group project of their
choosing
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Recruitment of Participants

Now that CCLE has established a presence on campus, our
approach to recruiting participants has changed. In order to garner
support and interest in the first two years of the pilot program, the
CCLE Director made a personal visit and brief presentation at the first
department meeting in each of the nine departments in the College of
Engineering. She was accompanied by a faculty participant from the
first CCLE team who shared his thoughts about participation. Partici-
pation has always been purely voluntary, and there were never any
external rewards provided, such as release time or stipends. In addition
to the departmental meeting visit, each faculty member received a flier
that contained a description of the program and registration form. The
fliers were sent out several weeks before the beginning of the Fall
semester, and teams were formed based on scheduling availability.

The program expansion has required a change in recruiting meth-
ods. Participation remains strictly voluntary, and we continue to rely
heavily on fliers which are sent out to every faculty member in the
Physical Sciences Division and the Teaching Academy (see Appen-
dix: Recruitment Flier). However, because of the large number of
departments, CCLE staff and participants are no longer able to visit
each department meeting. As a result, the intimacy of the personal
testimonials from the CCLE staff and faculty participants has been
lost. In place of the departmental visits, we rely on the critical mass of
participants who support and advocate patticipation in the program at
their own department meetings. We ask them to talk with their friends
about CCLE. Recently, because of these informal channels of com-
munication, the Schools of Nursing, Business and Veterinary Medi-
cine have asked us to advertise to their faculty. As we become
established, we are increasingly able to rely on our reputation as a
stimulating, rewarding, and fun faculty development experience.

CCLE Stage 1 Participant Outcomes

We have emphasized the importance of a successful Stage 1
experience. From our perspective, success means that at the end of an
academic year in a Stage 1 CCLE Facilitated Learning Team, faculty
will have had an experience that augments and enriches their previous

126

A New Starting Point for Faculty Development in Higher Education

understandings of learning and teaching and helps them to expand

their:

 willingness and abilities to re-examine continually and articulate
beliefs about the process by which people learn.

* abilities to collaborate in a group and defer to the group’s best
interests when reaching consensus.

* interest in exploring education literature and discussing it with
colleagues based on a common language and basic understanding
of the learning process.

o abilities to critique and evaluate teaching techniques based on
underlying assumptions about learning to determine whether a
technique is appropriate for use or modification in their own
classroom and/or discipline.

e ability to select and implement changes in the classroom (peda-
gogy and content) while envisioning possible/probable outcomes
for a diverse student body.

» awareness of the value of multiple and diverse approaches for the
assessment of student learning and evaluation of classroom prac-
tices. -

The goal of CCLE is to help faculty to question critically their
own teaching and that of others so they can make informed choices
about how to increase the potential for learning in their classrooms
and throughout the curriculum. CCLE does not explicitly advocate
any one approach or content over another, but it does model a collabo-
rative learning environment that encourages diversity and multiple
ways of knowing. However, CCLE does not review or emphasize
“traditional” pedagogical approaches or techniques. We assume that
university-level faculty have been exposed to such approaches (e.g.,
lecture) and that many of them are experts in traditional methods.
Faculty who express interest in learning about traditional techniques,
or any techniques in-depth, are refetred to other campus resources.
CCLE attempts to open doors to perspectives and approaches that
faculty may not have been exposed to before and to create a collegial
environment of explotation and excitement.
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CCLE Stage 1 Program Activities

Stage 1 requires two semesters of weekly participation in a Facili-
tated Team (see Stage 1 Activities in Table 1). It begins with two,
one-and-one-half-hour sessions in which participants read and discuss
learning and teaching theories. Faculty also discuss teamwork skills
that apply to their own CCLE team and perhaps also to student teams
in their classrooms. Following the discussions, faculty patticipants
begin attending weekly one-and-one-half-hour team meetings. The
teams of seven to eight faculty members are facilitated by a CCLE
staff member. CCLE provides the facilitator, a collaborative task that
requires the involvement of all team members, and a structured
process that allows teamwork skills and learning to evolve. It is
important that the task chosen for teamwork illustrates connections
between organizational and individual contributions to teaching im-
provement.

In the first three weeks of team meetings, each team creates its
own ground rules for meetings and defines a group problem statement
describing a specific reason for improving undergraduate education.
This problem statement serves as a rationale for the group’s collabo-
rative work. One team problem statement was:

Our educational system does not encourage or enable students to (a)
synthesize knowledge, (b) solve problems creatively, and (c) think
critically. Consequently, many of our students do not acquire owner-
ship of knowledge, expand their views of the world, or alter the way in
which they think about it. (“A Team,™ 1994)

In contrast, another team’s problem statement was,

UW students deserve an experience that motivates them to learn, love
learning, and engage and challenge their world. ("Tota Team,” 1996)

Youmight notice that the second problem statement was not stated
as a negative statement. The Iota team was our first group comprised
completely of Letters & Science faculty (no engineering faculty). This
group was very diverse, with members from the sciences, math,
history, languages, and law. The greater number of faculty from the
social sciences and humanities affected their intetpretations of a
“problem statement.” Although it is a common phrase in engineering,
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TABLE 1
CCLE Stage 1: Facilitated Team Activity Overview
Topic Description Purpose
Introductions/Start- | Team introductions Meet colleagues and reach
up Groundrule setting agreement on how the group will
function
Activity A Read and discuss assigned | Exposure to general information on
Teamwork and materials collaboration, leaming styles,
Education Overview teaching approaches
Activity B: Generate consensus First collaborative task, establishes
Team Problem statement on problem in some common language and
Statement higher education themes, provides group focus for
future discussions and activities
Activity C: In pairs, create team Larger collaborative task, gives
Problem Context causefeffect diagram using  |overview of factors contributing to
Diagram problem statement problems in higher education, shows

possibilities for impacting problem

NOTE: Almost always, a deep understanding of how people learn and the attributes
that affect leaming can impact the problem statement. CCLE concentrates on
learning so that faculty can create teaching approaches and curricula to address a
multitude of current and future challenges.

Activity D: Individuall create a drawing  { Requires personal reflection and
Individual Leaming | of how peiole leam and what |deeper thought about how people
Diagrams might help/hinder learning | make meaning; requires use of
personal experiences and some
synthesis of background information;
creates basis for team diagram
Activity E: Using individual drawings, | Major activity of the program,
Collaborative create a consensus requires team to create visually and
Leaming Diagram | depiction to show how verbally, develop and explore new
people learn and what might |ideas, articulate their deepening
helg/hinder leaming understandings of learning; requires
development of language and new
concepts
Activity F: Show and discuss team’s | Provides forum to see the work and
Fall Semester work to date with CCLE meet other faculty teams, opportunity
Meeting participants (Stages 1 and 2} |to give feedback to faculty advisors

and staff
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TABLE 1, Continued
Activity G: Using the leaming diagram, |Helps synthesize new
Collaborative collaboratively design a understandings of leaming, allows
Course Module course module of their choice | group to apply knowledge in overall
Design course planning and dlass session

it

Activity H: Discuss team's work with Shares team's work with others,
Spring Semester | other CCLE groups provides closure, opportunity for
Meeting feedback, and planning for the future

their feedback to us was that from their perspective it was not a
comfortable way to look at the world. This team wished to state their
“problem” as a positive statement of intent, thus their phrase took a
somewhat different form. Regardless, if a team can come to consensus
on a statement that serves as a rallying point or common goal, we find
itsufficient for our purposes. The discussion of and resulting statement
of the goal are important. They create a common purpose for the team
to move toward; and the facilitator can then refocus the team's
discussions around this common point in the future.

From that point, we have found it useful to have faculty construct
an overview of the system influencing the processes of teaching and
learning. This exercise helps to focus later discussions about the
effects of pedagogy and curriculum. We feel that faculty must under-
stand the organizational contexts of the department, college, and
university before redefining their specific roles and practices within
those contexts.

During much of the remainder of Stage 1, the team constructs a
diagram to represent the process of learning. The team members draw
upon theitr own experiences as learners as well as the information they
discussed during the introductory education workshops. In other
words, faculty collaborate in a group learning experience to integrate
their own experiences as learners with education theory and represent
this as a consensus group project. Faculty are not only creating and
internalizing learning content by making their own connections and
interpretations, but they are also learning through experience how to
work collaboratively in a team.
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Stage 1 concludes by explicitly tying the learning process to the
teaching process. Faculty identify the elements of their team’s learning
process diagtam that are most essential for learning to take place.
These are the key points they will keep in mind as they transition to
the role of the teacher. The team “graduates” Stage 1 by using what
they have learned to design a section of a hypothetical course. The
course section can be anything of the group’s choosing that all team
members have interest in and can contribute to. (The mote diverse the
team members’ disciplines, the more creative they must be in choosing
a course topic.)

In addition to patticipating in a facilitated team, faculty members
are also observed in the classroom by CCLE staff and provided with
periodic formative feedback. This feedback is used only as a basis for
discourse about teaching goals, not for evaluative purposes, and is
completely confidential. The conversation during the feedback ses-
sion allows faculty to hear perspectives on their classtroom activities
that are different from that of their peers or students. It also allows the
CCLE staff to get to know each of the faculty participants on a
one-to-one basis.

Why do we begin with the topic of learning instead of beginning
with conversations of teaching? We have found that when we focus
attention on learning, we help commonalities across disciplines to
emerge. Additionally, unless participants are able to make effective
connections between learning experiences, conversations about vari-
ous teaching methods will be scattershot. We feel that in order for
faculty to have deep conversations about teaching, they must first be
able to explain for themselves why some teaching methods may work
better than others given certain constraints and why all methods are
not equally effective for all students. This understanding lays the
foundation for faculty to develop their own approaches to teaching,
appropriate assessment techniques, and evaluation methods.

To design a truly collaborative leaming experience, the central
task must be difficult enough to require the creativity of an entire
group, yet rely on a combination of personal reflection and experience
that can be contrasted and combined with theory and literature. Eve-
ryone must be able to contribute, and there must be more than one
possible answer. In fact, when working with faculty, we emphasize an
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exercise that requires individuality and multiple interpretations. Given
that university faculty are typically professionals who have been
educated to act as very independent “experts,” we find that they resist
standardization, are analytically rigorous, and can be very creative.
We try to design activities that capitalize on those strengths.

Faculty tell us that drawing the learning process as a group has
proven to be the most challenging, motivating, and engaging learning
experience in CCLE. Faculty typically enter CCLE with a great deal
of experience in addressing the classroom from the teacher’s point of
view, but most have never explicitly examined the learning process.
Even though they are all experienced learners, their CCLE experience
is the first time they must focus on learning from the learner’s
perspective. Many of them tell us that their CCLE experience helps
them identify with their students” perspectives in a new way. It helps
them remember what it is like to be a student, which frees them to see
their role as teacher in a new light.

Although the focus of CCLE is on providing a structure for
personal reflection and group collaborative learning, we supplement
this teamwork experience by introducing outside resources. Journal
articles and study results, guest speakers, and workshops stimulate
participants and introduce them to specific teaching issues. Outside
readings on topics such as student retention in science and engineering
education (Seymour & Hewitt, 1994), gender issues in learning and
teaching (Clinchy, 1988), and assessment and evaluation techniques
(Angelo & Cross, 1993; Cross, 1987) are given to facuity participants
at appropriate times during their Facilitated Learning Team and Ad-
vanced Team participation. While the program is not centeted on
outside readings, CCLE staff use them to supplement the team learn-
ing experience. Our aim is to intetject new ideas as teams become
more open to divergent views and perspectives and more curious about
education reform outside their disciplines. In the more diverse teams,
team members themselves raise some of the issues we previously used
research articles to provoke. For example, gender issues in learning
and teaching are now emerging naturally when women faculty are
present. In the first two years of the pilot program in engineering, often
the only woman present was the facilitator. Now we can use the
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literature to augment and reinforce real life experiences instead of
using it to introduce them.

Models of teaching and learning are introduced, but they are not
the keys to success in this program. We do choose models we feel are
most connected to practice, but these are not the vehicles for the initial
“ah hah!” or the introspection. Faculty must prove to themselves that
there ate patterns and interdependencies within learning and, ulti-

mately, teaching. When they do so, they tell us they are truly con-
vinced:

[CCLE] really changes almost everything. It certainly changes, as I've
said, the way I see what I do. It changes the way I see what I want to
do in terms of teaching. It changes the way I see what classes I think
our department ought to be teaching, what classes I think we ought to
be developing, what classes I think we ought to be getting rid of. So,
in that sense, I think involvement in the program itself, and raising my
own consciousness in teaching and learning, I think in a sense— almost
everything is different now.

In our experience, if faculty attempt to rush directly into changing
specific teaching techniques without an initial examination of their
underlying assumptions about learners and learning, they are likely to
make minor changes. They tend to ignore the larger issues of curricu-
lum reform or the meaning of alternative pedagogies. Perhaps it’s
because it is easy to reject what we do not fully understand or what
we feel does not pertain to us. However, when faculty have well-
formed connections and associations to build on they can more easily
enrich, deepen and ultimately transform their understandings and
classroom practices.

Effects on Faculty Attitudes and Practices

We evaluate the effectiveness of CCLE by studying faculty re-
sponses and looking for patterns and common themes within and
across teams. Our intent is to understand the participants® experiences
so that the program can be responsive and reflexive to faculty mem-
bers’ needs as learners. Faculty are interviewed at the beginning of
their participation in CCLE and again at the end of each semester.
Interviews are fully transcribed, interpreted, and analyzed by CCLE
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