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Faculty Focus Guide/Self-Assessment

SOLO AND DISCIPLINE/NEIGHBOR-DISCIPLINE GROUP

Facets of College Readiness and Curricular Trouble Spots in My Course(s)
This workshop is intended to help all of us embed college success strategies into our courses. Some of you may already do this in all of your courses, and for some of you these pedagogical concepts are entirely new.  The goal of this workshop is to move everyone closer to a fully integrated curriculum, whereby all the facets of college readiness are being reinforced and developed in students as much as possible throughout a student’s career at Lane.  Our development activities focus on concrete, incremental integration, with students’ evolving needs in mind.

This worksheet will serve as a focus guide for you over these two days.  Write down some concrete points in your curriculum, areas that you would like to focus on and change during the workshop and in the following year.  

SOLO:
1. What are the curricular “trouble spots”  and persistent areas of student struggle that you would like to focus on in these two days and and in this coming year? 

2.  What facets of college readiness do you think these trouble spots relate to? (Refer to Conley’s “Facets of College Readiness”)
3. What are two key junctures in your course, places where you often “lose students”?  These could refer to times or key content areas.  What facets of college readiness come to mind with these junctures?

4.  Take a moment to look over the syllabi that you brought with you, including the learning outcomes for your courses.  If you could choose just one to improve, which would it be?

GROUP: Share your answers at your tables. What are the overlaps in problem areas in your courses? Did you identify similar gaps in college readiness? What changes might you make to anticipate these gaps?
5. Themes of This Workshop:  Guided by the Facets of College Readiness, our workshop curriculum involves the following themes:
a. Student motivation and resilience; developing a stronger understanding of what motivates some students to succeed while others flounder) (Academic Behaviors)
b. Using the case method to improve critical thinking and collaboration (Key Cognitive Strategies)

c. Making college customs explicit (“College Knowledge”)

d. Student self-management (increasing “Quadrant II” activities) (Academic Behaviors)
e. Using knowledge surveys to improve students’ metacognition and self-efficacy (Academic Behaviors, Key Cognitive Strategies)
f. Raising our consciousness about good practices for undergraduate teaching and learning (Key Content Knowledge, Key Cognitive Strategies)
g. Using the nine events of instruction to take advantage of 17 opportunities for developing college success skills. (Key Content Knowledge, Key Cognitive Strategies, Academic Behaviors, Contextual Skills and Awareness)
h. Improving metacognition, wise choices and self-management by integrating the college success On Course principles into your course. (Academic Behaviors)

i. Creating concrete, incremental activities to improve students’ academic behaviors and study skills (Contextual Skills and Awareness)

SOLO AND INTERDISCIPLINARY GROUP WORK

JIGSAW ACTIVITY: Psychosocial Theories of Motivation (“Academic Behaviors”)
1. This is an interdisciplinary group activity.  Begin where you are at your tables.   Create as many RAINBOW Home Groups of THREE (1 Red 2 Blue 3 Yellow) as you can at your table.  Invite other singles and twos to come to your table if there is room, or join another table in need of Home Groups of THREE..  Add a fourth member if the numbers don’t add up correctly.  There can be two groups at a single table, but be sure to identify your home group members before you go off into your expert groups.

2. Sitting in your home groups, decide which among you will read the RED, YELLOW OR BLUE group selections (1, 2, 3).  

3. SOLO READ/THINK: Then begin reading the excerpt on p. 6.   A note-taking column is on the right. As you’re reading, be sure to mark down key Terms and key concepts as they come to you in your reading.  You may also notice that these theoretical concepts are illustrated in the On Course text you’ve read; make note of resonances there as you read.  Finally, as thoughts occur to you about your own teaching and these ideas, please mark them down.  It’s important to take notes so that you can develop the expertise in these concepts to then “teach” the concepts to your home group.  You have 15 minutes to read and take notes on your selection.

4. When time is up, create single-color expert groups at the tables.  There should be 13 Rainbow groups, and 6 or 7 single-color tables.  Once you are at your tables, be sure that you all read the same selection—Red, Blue,Yellow (1,2,3) so that you will be talking about the same text.

5. EXPERT GROUP SHARE AND LEARN: In your expert groups, select someone to begin.  Moving clockwise, each group member takes a minute or so to share what they learned:  the key terms, key concepts, connections to On Course themes and activities, and related pedagogical experiences.  

6. Look for overlaps and matches  in your learning when they occur, and make note of them to reinforce your own learning.  Your goal in this stage of the activity is to increase your expertise with active listening as well as recounting your own reading.  At the next step, you will be teaching the concepts you learned to the rest of your Rainbow Group.

7. TEACH: Return to your original Rainbow Group of 3 (or 4 if you had an extra group member).  In the order of the article (Red, Blue, Yellow, 1,2,3), take time to “teach” the key terms and concepts to your group.  Listening members should take notes and look for resonances with their own section.

8. INFUSION OPPORTUNITY: 

Using what you learned in the article, brainstorm a list of possible student support structures that might prompt student development in the areas of motivation, self-efficacy, self-determination, grit, resilience and self-discipline.  Chapters 2 and 4 of On Course offer some activities for use or adaptation.

9. WHOLE GROUP DISCUSSION: 

What is the pedagogical value of the jigsaw reading exercise?  Of the article/quotes?  How do these studies on motivation help you think about curricular trouble spots?  
Workshop Reading for Jigsaw Model (One of the On Course learning structures)
Taken from: “Psychosocial Theories to Inform a New Generation of Student Support Structures for Learning Mathematics” by Carlton J. Fong and Rose Asera.  The Carnegie Foundation for the Advancement of Teaching. Problem Solution Exploration Papers http://www.carnegiefoundation.org/elibrary/psychosocial-theories-inform-new-generation-student-support-structures-learning-mathematics
NOTE: Long quotes taken directly from the paper

	LONG QUOTES TO READ FROM THE ARTICLE (READ ACCORDING TO YOUR GROUP)
	YOUR NOTES

	RED GROUP 1: TOPIC OF MOTIVATION AND SELF-EFFICACY

The objective of this paper is to explore theories from psychology that could inform a new generation of student support structures committed to increasing student motivation and academic success (2).

Building on Bandura’s (1977) theories of self-efficacy, motivation is derived from four sources of information: mastery experiences, vicarious experiences, verbal (social) persuasion, and physiological and emotional states. These four modalities are then mediated by cognitive processes that appraise and attribute information to inform beliefs of self-efficacy (2)

Enactive mastery experiences. Mastery experiences are successes that bolster self-efficacy as learners overcome obstacles through perseverant effort, and these direct experiences are understood to be the most influential and authentic source of efficacy information. Through mastery experiences, learners gain the confidence to persevere in the face of adversity and setbacks. Enacting these experiences requires cognitive and behavioral self-regulative tools that organize the demands of a task and the necessary skills for execution. Moreover, these strategies must be applied consistently and persistently in order to instill a stable sense of control within the learner.

Factors involved in effective mastery experiences are task difficulty, contextual factors, effort expenditure, self-monitoring, and attainment trajectories. First, the perceived difficulty of the task must not be too easy. Redundant success is not as effective as success on challenging tasks, which ultimately raise beliefs in one’s capabilities. Second, contextual factors, particularly those that reflect non-ability of the learner can lower self-efficacy as success can be attributed to external assistance, the adequacy of resources, or other circumstances, instead of personal attributions. Third, the amount of effort a learner exerts on a task requires an ability to regulate and control the level of effort to maintain performance motivation (3).

Vicarious experiences. Modeling serves as another way to raise levels of self-efficacy as learners vicariously judge their own competencies through the success of others. Learners appraise their own capabilities by social comparison and group norms. One aspect that increases the effectiveness of vicarious experiences is perceived similarity between model and learner. Seeing people who are recognized as similar to one’s self succeed will raise perceived efficacy. If someone similar to the learner is capable, the learner can come to believe that she or he is capable of learning as well. However, models can be more than social standards; they can also provide guidance and motivation for self-development by instilling encouragement and confidence during difficult tasks, ultimately becoming mentors to the learners (3). 

Verbal persuasion. Social persuasion can strengthen or weaken a learner’s beliefs of selfefficacy. If positive feedback is in realistic bounds, learners can mobilize greater effort and try harder to succeed. Thus, self-affirming beliefs from an outside source can boost development of skills and perceived self-efficacy. Alternately, criticism can have a very negative effect on learners, lowering their sense of self-efficacy and aspirations. In general, in order to be effective, evaluative feedback requires a knowledgeable and credible source as well as a level of appraisal that is moderately beyond what learners can do; thus, verbal persuasion needs to be authentic and appropriate for the learner (3).

Physiological and affective states. The last source of self-efficacy is the somatic information found in physiological and emotional states. One’s physical status, stress levels, emotional proclivities, and interpretations or misinterpretations of bodily states can alter efficacy beliefs. And more importantly, the physical or affective response is not the sole cause that can affect a sense of self-efficacy, but it is the cognitive interpretation of these bodily and emotional states that regulates self-efficacy (3).
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	BLUE GROUP 2: TOPIC OF ATTRIBUTION AND SELF-DETERMINATION

Historically, the idea of motivation has undergone drastic shifts in the last century. Following the Cognitive Revolution in the 1970s, motivational theory moved from a behaviorist approach to more social and cognitive approaches, incorporating how one cognitively appraises the self and the environment in understanding motivational processes (5).

Attribution Theory. In 1972, Weiner described a then-recent development called attribution theory that brought to light the functional significance in cognitive processes amid the behaviorist movement in psychology. Investigating the perception of causality, attribution theorists studied how people judged why a particular incident occurred and how these attributions guided subsequent behavior. Specifically in education, Weiner highlighted the important implications of causal biases when interpreting successes or failures in student achievement. He reported that individuals high in achievement motivation perceived effort as an important determinant of success, and conversely, that individuals low in achievement motivation believe that how hard they tried only weakly influenced the outcome (5).

Moreover, attribution theorists explained how high achievement individuals, when compared to their low achievement peers, were more likely to (1) initiate achievement activities, (2) work with greater intensity, (3) persist longer in the face of adversity, and (4) choose more challenging tasks. First, if a learner attributes success to internal causes such as high ability and effort, there is more personal investment when succeeding in tasks and greater feelings of pride. Thus, the heightened reward attributed by personal factors increases the likelihood of initiating achievement activities. Second, high achievement individuals, when faced with failure, attribute it to a lack of effort. Since effort is an unstable attribute—being in one’s control—they are motivated to continue in striving towards an unattained goal with great intensity and persistence. Lastly, attempting more difficult tasks increases the sense of attributed worth to ability and effort (5-6). 

Self-Determination Theory. In the 1980s, Ryan and Deci described motivation in regards to three fundamental human needs: the need for competence, autonomy, and relatedness. When these three psychological needs are met, the individual is “self-determined” (Ryan & Deci, 2000). Competence—similar to expectancy from Expectancy-Value theory—is how likely one is to succeed presently. Autonomy is how much the individual is in control of a task via the option of choice. Lastly, relatedness is the sense of security, relationship, and authentic connection to others. In Self-Determination theory, motivation occurs when external factors are perceived to increase these three conditions (6). Blackwell, Trzesniewski and Dweck (2007) expanded this work by studying students’ theories of intelligence as predictors of achievement across the transition through junior high school. They found that students who viewed intelligence as malleable—capable of incremental change—also tended to hold stronger learning goals. Further, their data showed that students with incremental views of intelligence were less likely to experience the downward coursework grade trajectories that are typical as students move through their junior high years (7).

Goal-Orientation Theory. Interestingly, Dweck (1986) also linked her research in student views of intelligence with goal orientation approaches. The goal orientation theory describes motivation as the goals an individual chooses to pursue and the methods used to pursue those goals. She showed how those with an incremental view of intelligence tend to have different goal orientations than those with an entity or fixed view of intelligence. Those individuals who had a malleable view of intelligence were more likely to have a mastery goal orientation, or to have learning goals in which learners seek competence or mastery of a new topic. In contrast, individuals with a fixed view of intelligence were more likely to have performance-approach goals, in which individuals seek to gain favorable judgments or avoid negative judgments regarding their performance (7).

Individuals are categorized in terms of goal orientation based on three factors: mastery, performance-approach, and performance-avoidant. Individuals with a mastery goal orientation seek challenging tasks and value learning (intrinsic). Highly performance-approach oriented individuals seek tasks that allow them to demonstrate the skills they already possess (extrinsic), and the highly performance-avoidant tend to avoid tasks where they may fail and can appear incompetent (8).
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	YELLOW GROUP 3: TOPIC OF GRIT, RESILENCE AND SELF-DISCIPLINE

A related field to motivation is the capacity to persevere in the face of challenges and obstacles. A few of these constructs are grit (Duckworth et al., 2007), resilience, (e.g. Masten, 1990), and self-discipline (e.g. Duckworth, 2009) (10). 

Grit refers to perseverance and passion for long-term goals, often involving strenuously working through challenges and maintaining high levels of interest and effort in the face of failure, adversity and plateaus in the learning process (Duckworth et al., 2007). Grit emphasizes longterm stamina as gritty individuals pursue a given aim over years even in the absence of positive  feedback. Using a self-report questionnaire (the Grit scale), the researchers found that gritty children work harder and longer than their less gritty peers, and thus, perform better (10-11).

Duckworth et al. (2007) also showed that grit was more related to success outcomes such as higher GPAs despite lower SAT scores, higher first summer retention at Westpoint, higher levels of education and fewer career changes than traditional used measures such as IQ. They argued that achievement is a product of talent and effort, with effort defined as a function of intensity, direction, and duration of striving towards a goal—essentially, grit. With the metaphor of a marathon, the gritty individual has stamina to keep persisting at a goal and staying on course (11).

A related construct to grit, resilience is defined as “good outcomes in spite of serious threats to adaptation or development” (Masten, 2001, p. 228). Resilience requires two major kinds of judgments, the threat side and the quality side of the inference. First, one must address the threats or hazards that are causing the individual to be resilient against. These are often associated with risk factors such as low socioeconomic status. Second, one must assess the quality of the adaptation or developmental outcome, the result of the resilience (11).

Interestingly, research reveals that resilience arises from ordinary human adaptive processes including metacognition, regulation of emotion and behavior, mentor relationships, and motivation for learning and engaging in the environment (Masten, 2001). In early studies of resilience, there was a misplaced emphasis on extraordinary or exceptional qualities that comprise resilient individuals, neglecting the smaller global factors such as connections with others and the community, cognitive and self-regulation skills, positive views of self, and motivation to be effective that were really at work. Dr. Ginsburg (2006) has studied resilience in children and identified the seven “C”s for instilling resilience in students: competence is knowing how to handle a situation; confidence is belief in one’s own abilities; connection is developing close ties and a sense of belonging; character is a solid set of values; contribution is the understanding of personal contributions as a source of purpose and motivation; coping is how to effectively handle stress; and control is awareness of the ability to bounce back. Through these features of resilience, students can develop the ability to negotiate their own challenges and to become more capable (11).

Lastly, self-discipline is the capacity to manage thoughts and emotions and to plan the appropriate behavior to reach one’s goals. Duckworth (2009) argued that self-discipline predicts a wide range of positive outcomes such as higher SAT scores, emotional coping skills, happiness, and a better handling of stress. Cultivating self-discipline requires helping students understand how to achieve their goals by teaching them how to appropriately marshal willpower, uphold standards, and delay gratification. Duckworth states that self-discipline is essential to sustaining motivation in pursuit of one’s goals: “When we teach children how to regulate their attention, emotions, and behavior [self-discipline], we empower them to pursue goals that are most important to them” (p. 536) (12).

Grit, resilience, and self-discipline all describe the power of perseverance in the face of struggle or setback. Understanding these constructs can shed light on how students can stay motivated and learn how to endure through failure, staying the course toward their personal and academic goals. If we understand that these characteristics are malleable, they can be viewed as not only as resources to be incorporated in educational settings, but also as possible outcomes of education (12).
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SOLO AND INTERDISCIPLINARY GROUP ACTIVITY

Directions: Read the case study below. Then answer the questions that follow, first SOLO and then sharing with your table group.  

The Case of the Unsuccessful Student/Create a Case Study (“Academic Behaviors”)
by Anne B. McGrail

Marlena Cortez, a history instructor at Emerald Valley CC,  sat in the cafeteria drinking a latte.  She had just enough time to drink her coffee before her 10 am class.  Today’s lecture was on Marie Antoinette and the French Revolution. This was the topic of her thesis from graduate school; she’d been giving the same talk about the gender politics of Antoinette’s role since she first started teaching in 1993, and she looked forward to discussing it with her best students.  Hurriedly, she picked up her drink and gathered up her papers on her way out of the cafeteria. She bumped into Eliza Haynes, a freshman student who had shown some early promise in class but had missed the last several classes.

“Hi, Eliza.  Are you coming to class today?” she said, trying to keep her voice neutral. Marlena was always a bit impatient and disappointed by these eager first-year students. They show up the first day of class, she thought, eager to get in, promising they’ll work hard if you let them add the class, and then for whatever reason they seem to just disappear.  They ought to know better, she thought. In the end they just waste my time. I should stop being a softee and letting them in.

“Oh, hi, Ms. Corless,” said Eliza, a little embarrassed. “I’m sorry I missed class on Monday. I have to take care of my mother and she was sick.”

Marlena winced a bit at Eliza’s mispronouncing her name. “Well, actually I haven’t seen you in more than a week, Eliza. We’ve moved on to the French Revolution at this point, and you entirely missed the Glorious Revolution of 1688.  You know we have a mid-term project due on Friday.”

“Oh, we do? Well, ok. I’ll definitely get it in to you. I really want to get an A in your class. I can definitely make up last week.”

“Well, maybe you can get the notes from a fellow student,” said Marlena.  “Stay after class today and we can talk about your grade.”

Rushing to class, Marlena took out her dog-eared notes about Marie Antoinette, placed them on the dais and launched her discussion of gender politics and the French Revolution.  Gizelle, Samantha and Roger, who always sat in the front row, nodded eagerly as she convinced them of her thesis.  Near the door, Marlena’s other “A” students, John and Arturo, laughed on cue at the history lecture, asked pointed questions about their instructor’s theoretical underpinnings, and generally dominated the brief question-and-answer time at the end of class.  While several quiet students took careful notes, many others in the room seemed a bit confused or overwhelmed, and some furtively texted their friends under the cover of notebooks and bookbags.  

At the end of class, Marlena felt both exhilarated and exhausted.  As always, her thesis generated controversy among her brightest students, and her jokes had gone over well. Overall, it was a good class, she thought to herself as she turned to leave for her office hour.  Bumping  into her colleague Siaboan Fen, who was walking into the near-empty classroom, she remembered Eliza Haynes, and noted that in fact she had never come to class.  

“Well, she’ll certainly not be getting an A in my class,” she said to Siaboan. 

“Who are you talking about?” asked Siaboan, smiling.
“Just a first-year student from class,” she said, half to herself.  “I’m really disappointed that she couldn’t pull it together.  And now, lying to me about making up the work.  She obviously had no intention of coming to class or of doing the work.” She turned to Siaboan, who was setting up a diorama and turned on the smart board.  “I wish these students would grow up and take some responsibility for their college careers. I have a strict attendance policy, stated clearly on my syllabus. And if she doesn’t turn in her mid-term, she’ll likely fail the class. And it will be her own doing, not mine.”

“I know what you mean, Marlena,” smiled Siaboan.  “But you have to expect that these students are still learning how to be in college. I usually spend a whole class just orienting my students so they know what to expect for the term.”

“I go over the syllabus carefully on the first day of class, and I warned Marlena that she was in her first year and this was an advanced class….”

Back in the cafeteria, Eliza still sat with her latte, frozen at the table, panicked and unable to decide what to do. She didn’t know anyone’s name in the class to get notes from.  She hadn’t done the reading for Marlena’s class because she was up all night working on her research paper for Writing 123. What she had said to Marlena was true: her mother was sick and she did have to take care of her. But the real reason she didn’t come to class last week was something else:  on Monday, she had felt left behind and bewildered during class, unclear about the lecture, and so then Wednesday came and she didn’t come  and then after she missed a day it was easy to miss another one. And then, when she tried to catch up with the reading, Ms. Cortez was already on another topic in the syllabus.  Some of the other kids in the class obviously were smarter than she was, because she often didn’t know what Ms. Cortez was talking about.  And the smart students always dominated the class with their questions, so Eliza felt stupid.  Asking what “historical materialism” meant when the other kids were challenging Ms. Cortez’s interpretation of it was too humiliating.  “How am I going to write the mid-term project for Friday when I don’t even know what we’ve been doing for the past week? “ she asked herself.  “If I don’t do well in this class, I may lose my financial aid. I don’t know what to do!”
After sitting for 20 minutes thinking about all of this, Eliza looked at the clock: “Now it’s too late to come to class,” she said to herself. “I’ll go to Ms. Cortez’s office hour and ask her about the project.”  With this decision made, she relaxed a bit and ordered another coffee. After a while a fellow student came by and they got to talking. Then she texted her mother and got the grocery list. When she next looked at the clock, it was 12:20.  “Oops! I better run!” she said to her friend. “I’ve got to figure out how I can pull my butt out of the fire in my history class.”

When she arrived at Marlena’s office, there were three students she recognized from her class leaning on the doorway, and Eliza could hear Ms. Cortez’s voice and laughter coming from the office. “Darn it,” thought Eliza. “I missed my window.  She’s talking to the smart students from class. Now I’ll never get to talk to her.”  Unsure of what to do, she stood down the hall until the other students left.  When she saw Marlena walking the other way down the hall, she chased after her.

“Ms Cortez? Can I talk to you?” she asked.

“Oh, Eliza. I wondered what had happened to you. Well, you know you’ve now missed 5 classes, and according to my attendance policy your grade goes down by a letter grade.”

“I know. I really screwed up. I’m sorry. But I’m here now. Can I talk to you about my mid-term project. I’m really lost and I am not sure how to begin.”

“Well, that’s what my office hours are for, Eliza.  I have another appointment that I have to get to now, and then a class after that. Talk to one of your fellow students about your project. I don’t have time at this point.”

“Ok,” said Eliza. “I’ll see you Friday, and I’ll have my project done!”

“I hope so,” said Marlena distractedly, catching the elevator up.

Case Analysis Worksheet (Interdisciplinary Groups)

SOLO: Before discussing your answers, take a moment to jot down answers to the following questions:

1. What are some of the key themes and issues that arise for you from reading this case?



2. What do you know about Marlena Cortez’s pedagogy from reading this case?  What assumptions does she make about her students?  What does Siaboan Fen’s entrance and words suggest to you about her pedagogy?



3. In what ways does Eliza take personal responsibility for her success in this case?  What skills does she still need to work on?



4. How might Eliza have made better choices?



5. What do you think that Marlena Cortez could have done differently to help Eliza succeed?


6. This case is necessarily brief. What would you like to know about Emerald Valley CC and its role in Eliza’s success? What else would you like to know about this history class?



7. Do you identify in any way with Eliza Haynes? How?



8. Do you identify in any way with Marlena Cortez? How?



9. Given what you learned from reading and discussing this case, what change(s) might you make in your own course and pedagogy and practice—from major overhauls to minor tweaks—to help Eliza become a successful student?

10. Take five minutes and finish the story, creating a feasible conclusion.

INTERDISCIPLINARY GROUP:  Share one of your answers with your fellow group members for discussion. Then  each group member should take a moment to read aloud their case endings.  

What did you learn from this case study? Was the case activity valuable for developing your understanding of students’ experience? Of faculty’s?

SANDBOX ACTIVITY (BEGIN IN CLASS IF TIME) 

Write a case to use in your own class—work SOLO or in DISCIPLINE/NEIGHBOR-DISCIPLINE GROUPS.  USE THE RESOURCE BELOW TO HELP GUIDE YOUR CASE DEVELOPMENT

CASE WRITING RESOURCE: 

What Makes a Good Case? and Steps to Writing a Case

The following is excerpted from Clyde Freeman Herreid’s article, “What Makes a Good Case?” 

http://ublib.buffalo.edu/libraries/projects/cases/teaching/good-case.html

[ . . . . ] 

What makes a good case? Rather than begging the question or ignoring it altogether, I propose that we look at research that has been done in one of the citadels of case study instruction, Harvard University. John Bennett and Balaji Chakravarthy wrote an article for the 1978 Harvard Business School Bulletin presenting the results of detailed interviews and questionnaires of faculty and students. Later, Dorothy Robyn of the Kennedy School of Government wrote a note on "What makes a good case" (N15-86-673). I have mixed and matched their conclusions and amended them for our purposes:

1.
A good case tells a story. It must have an interesting plot that relates to the experiences of the audience. It must have a beginning, a middle, and an end. The end may not exist yet; it will be what the students need to supply once the case is discussed. 

2.
A good case focuses on an interest-arousing issue. Malcolm McNair has written, "For the case to be a real living thing and for the student to forget that it's artificial, there must be drama, there must be suspense.....a case must have an issue."

3.
A good case is set in the past five years. To appear real the story must have the trappings of a current problem. This is not to denigrate classical or historical cases, but unless a case deals with current issues and the student feels the problem is important, some of its power is lost. If a student has just seen the problem mentioned in the media, so much the better. Thus, a case on human cloning will awaken the students' interest before one on the Copernican revolution. Even a case on cold fusion is old news today and lacks the luster it did in the chaotic days of the original report.

4.
A good case creates empathy with the central characters. We should create empathy not only to make the story line more engaging but because the personal attributes of the characters will influence the way a decision might be made. Certain decisions are beyond the scope of the characters' personalities and powers. It may be unrealistic for us to expect President Clinton to declare human cloning illegal all over the world by fiat, or for him not to comment about the NASA "Life on Mars" episode.

5.
A good case includes quotations. There is no better way to understand a situation and to gain empathy for the characters than to hear them speak in their own voices. Quotations add life and drama to any case. Quotations from documents and letters should be used as well. Quotations provide realism.

6.
A good case is relevant to the reader. Cases should be chosen that involve situations that the students know or are likely to face. This improves the empathy factor and makes the case clearly something worth studying. Thus, for a graduate student in science, a case involving people arguing about authorship of a paper is of greater interest than sand flies in Uganda.

7.
A good case must have pedagogic utility. Only an educator would use this jargon, but the point is valid. What function will the case serve? What does it do for the course and the student? What is the point of the story in the education of the student and is there a better way to do it?

8.
A good case is conflict provoking. Robyn argues, "Most cases are fundamentally about something controversial," if not, what is there to talk about? She goes on, "Is this an issue about which reasonable people could disagree?" If so, you have the beginning of a good case.

9.
A good case is decision forcing. Not all cases have to be dilemmas that need to be solved, but there is an urgency and a seriousness that is involved with such cases. We can easily second guess the owners of the shipping lines about the Valdez oil spill in retrospect, but at the time many of their decisions may have seemed quite reasonable. In dilemma or decision cases, students can not duck the issue, they must face problems head on. Without a dilemma in the case, a student can sit back and tsk tsk the way that a case unfolded. When they are forced to take a position, they are thrust into the action of the case.

10.
A good case has generality. What good is a case that is so specific that one can use it only as a curiosity? Cases must be of more use than a minor or local problem; they must have general applicability. If one writes a case about the cold fusion affair, there must be more to it than to state that Pons and Fleischmann made a mistake or that particular chemical reactions are not going to solve the world's energy problems.

11.
A good case is short. It is simply a matter of attention. It is easier to hold someone's attention for brief moments than long ones. Cases must be long enough to introduce the facts of the case but not so long as to bore the reader or to make the analysis tedious. If one must introduce complexity, let it be done in stages. First, give some data and then a series of questions and perhaps a decision point before more information is introduced. After all, that is the way life plays out...little bits at a time.

The following is excerpted from Clyde Freeman Herreid’s site on creating cases:

http://ublib.buffalo.edu/libraries/projects/cases/teaching/betty.html
[. . . . ]

So let's suppose I decide to write a case study, what steps can I take to get the job done?

 1. First, you have to decide on a topic. If you already have a story line that intrigues you, this isn't a problem, but let's suppose that that isn't the situation. The next best option is to think of one or more topics that are important to your course. Is there any conflict, controversy, news item, or personal experience that is associated with the topic? If so, all the better. Ask yourself: Can the topic be linked to any contemporary problem such as global warming, environmental disaster, social issues? This is the hook (interest-provoking item) into the case.

   2. Review and research the topic and the hook into the material so that you can see further connections and possibilities.

   3. Rapidly write down all the possible principles that you might teach using this topic in your class. Don't evaluate these ideas at this time; you are brainstorming. But remember that when you start writing you are going to try and slip as many of these delicacies into your dish as possible.

   4. Make a list of all the possible characters (fictional or real) who could be affected by this topic or incident. Do any of these people have problems to be solved?

   5. Write a draft of a case from the viewpoint of a person caught in the thick of the case problem. If there is a crisis looming, so much the better. The case can be written in a straightforward narrative, although techniques used by short story writers (e.g., flashback and dialogue) are welcome. If you are writing for PBL courses, then the story line must be broken into two or three parts. In PBL, the students receive a page or two of the opening, then they need to  do research before receiving subsequent pages.

   6. As you write these sections look for opportunities to introduce terms or concepts that are important to your course. Not all of these must have been covered previously. You want the students to research these items as part of their preparation for the class.

   7. After you have a draft, go through the case again and list the major and minor topics that are likely to come up in a discussion of the case. Hopefully, you will be surprised at the number of topics that you have slipped in, some that you originally had not planned.

   8. After you have a reasonable version of the case, write a series of discussion questions to include at the end of each section. These study questions will assist your students to recognize the important issues embedded in the case.

With some revision here and there, your case is finished.

QUICK INFUSION I: COLLEGE CUSTOMS 

Discipline/Neighbor Discipline Group Activity 

Helping Students Feel “at Home” with College Customs: Explicit Instruction in Essential  Information for Students’ Smooth Progress Through the Institution

In both Conley’s work and in Laura Hope’s survey of college success courses, a key component of students’ success lies in their ability to access and make timely use of critical college information.  Many of us include this information in our syllabi, and may direct students to websites or workshops.  The goal of this brief exercise is to create a classroom activity where students can internalize some of the “customs and manners” of successful college students.

Skip Downing has listed 22 College Customs that wise students need to learn to be successful.  Turn to pages 24-27 of On Course to complete this activity.

Directions:

SOLO: Take 10 minutes to read and annotate Downing’s list of college customs.  Whenever possible, make note of Lane-specific differences, and amend the list with key customs in your discipline.  Note those customs that you feel you yourself need to learn more about (e.g., do you know what students’ gen ed requirements are?)


SHARE:  At your tables, go around and briefly comment on the list: did you make changes, additions? What customs did you really need to know more about?

Next, take out a Curricular Infusion Template, and title it “College Customs”.   At your table, develop an in-class activity that would efficiently and effectively develop students’ understanding of these customs.  You may want a single in-class activity (e.g., jigsaw, solo/pair/share, jeopardy, etc.), a homework activity, extra-credit, etc.  

Share your best idea with the larger group and turn in your curricular infusion sheet to Anne.

QUICK INFUSION II
SOLO  AND DISCIPLINE/NEIGHBOR-DISCIPLINE GROUPS
Helping Students Use Quadrant II to Manage Time and Succeed in Your Class 

	
	URGENT
	NON-URGENT

	IMPORTANT
	Quadrant 1


	Quadrant 2

	NOT IMPORTANT 
	Quadrant 3


	Quadrant 4


SOLO: Take out the syllabus you would like to work with for this infusion.  Read through the calendar and list all the activities that students will have to complete in your class each week to be successful.  Be as concrete and specific as possible (e.g., read for 2 hours three times a week, get to the library twice during week 8, etc.).  If you can, map out an approximate time allotment for each activity. This list will provide the basis for an in-class (or take-home, if time won’t allow) course planning activity early in the term.  (This list is itself a Quadrant 2 activity.)

On Course curriculum: this exercise is just one small chunk from Chapter 4 of On Course, adapted from Covey’s time management system. If you have time during the term, you can develop the exercise more fully, to raise students’ consciousness about their own life roles, commitments and values, and to place their work in your class within that context.  But even this small exercise of graphically organizing the tasks for your class can provide students with a reminder of how much time they will really need to do well in your class. 

SHARE:  Discuss your task-lists with your table mates, adding to your list as you think of activities you may have forgotten.  Feel free to devise new ways to encourage students’ thinking about Quadrant II and time management. 

Use This Infusion Fall Term!

Early in the term, distribute the list to your students and ask students to carry their calendars with them to class each day. For the activity, arrange students in pairs or threes (if in-class) and ask them to take out their calendars and start penciling in all the activities you list, adding to them when they see fit.  (All new students will have calendars this year, but you can supply Xeroxed sheets for those who don’t have a calendar.) Be sure to note that your list doesn’t only include actual homework, but some of the activities necessary to complete the homework (e.g., “get to the library” “get to a computer with online access” etc.)   Note that in order to keep all of their homework and classwork and travel outside the important/urgent quadrant, they will need to prioritize their work.  

SANDBOX RESOURCE: 
Making Concrete, Incremental Changes to Your Courses Using College Success Principles, Themes, Vocabulary and Strategies 

Set-up and Supplies: You will need your notebook and a copy of the Course Infusion Template (from Anne).

Instructions: 

1. SOLO: Below are twenty core themes and ideas from the College Success curriculum using Downing’s On Course curriculum. Take a look again at one of your syllabi/calendars for your own discipline-area course and read through the 20 topics below with your course outcomes and experiences with students in mind.  

2. As you read, jot down anything that comes to you about how you might tweak your course, add an assignment, reading, discussion etc., to make a concrete, incremental (“doable”) change to your curriculum.  

3. SHARE: When you are finished look around the room, discuss your ideas with your partner or group members: Why did this topic engage  you most? How can you take this theme and infuse it into your course?

4. SOLO: Using the Course Infusion Template, take 10 minutes to take what you learned from discussion with your colleagues and make notes for an integrated assignment.  Use the rest of the Sandbox time to draft an assignment. 

	Theme/Topic from College Success
	Your Notes

	1. Wise Choice Process: Infusing the Wise Choice process into your course, especially for a larger project that will take intentional focus on the part of the student to complete successfully.

2. Adopting the Creator Role: Helping students adopt a “creator role” mentality when approaching difficult tasks and challenges directly related to your course material.
3. Change the Inner Conversation: Helping students to change their “inner conversation” so that they will be able to successfully complete a project in your class. This might involve your explicitly describing or leading students to describe what the specifics of such conversations might be in your class (e.g., things related to math anxiety or writer’s block, etc.)

4. Relating Your Course To Students’ Life Planning and Dreams: Designing an assignment that relates the course content, objectives or outcomes of your class to a students’ larger life plan and dreams.

5. Covey’s Time Management System: Relating your course content and successful completion of course work to Stephen Covey’s time management system.  Developing in-class activities and out-of-class assignments that help students work purposefully toward completion of their work in your class.

6. Self-Discipline and Your Course: Anticipating the issues of self-discipline involved in your course and addressing them through discussions in-class, assignments in and out of class, longer-term support within the class, etc.

7. Helping Students Employ Interdependence: Developing assignments that support and cultivate mutually supportive student-student and student-instructor relationships (interdependence).

8. Encourage Active Listening: Developing assignments that intentionally draw on students’ active listening skills.

9. Help Students Stay On Course: Developing mid-course student self-assessments to help them learn where they stand in the class; creating developmental assessments to help communicate to students when they are “off course.”  Develop a set of activities, assessments, discussions, opportunities involved in early mid-course adjustments so that you and your students can become more successful.

10. Help Students Recognize Outdated Scripts: Helping students to recognize when they are using “outdated scripts” in your course. This involves intentionally naming or asking students to name those scripts that can predict students’ failure in your course. Then assignments, discussions, readings, etc., that help students to rewrite the scripts that are specific to your course content (e.g., to their abilities in math, or writing, etc., or their ability to take on longer projects, approach a big test with confidence, etc.)

11. Your Course and Students’ Preferred Learning Styles: Develop assignments, readings, discussions, etc., during the term that intentionally lead students through approaches that are keyed to their preferred learning styles. Also, helping students whose learning styles are not best suited to the course content in your class—developing strategies with these students in mind.

12. Support Students’ Course Corrections: Helping students make course corrections. Developing or redesigning aspects of your course that make course corrections possible for students who are at risk of failing.

13. Help Students Develop Self-Respect:  developing discussions, assignments, or course vocabulary that relates self-respect to key aspects of your course, discipline or related goals. (e.g., how avoiding plagiarism relates to self-respect, conversations about responsibility within your course and self-respect, etc.)

14. Help Students Develop and Use Emotional Intelligence: Developing assignments, readings, discussions, journal work, groupwork and teaching group behavior that inculcates facets of emotional intelligence.  Creating an environment where emotional intelligence can develop and where it is actively cultivated and acknowledged through assignments or through the process of completing assignments (including activities such as planning, study-groups, class discussion, office hour visits, online course chats in moodle, etc.)

15. Integrate Social and Emotional Behaviors Into Course: Development of effective study strategies that anticipate and integrate social and emotional behaviors, attitudes, habits and habits of mind with course content, integrating and weaving the two together so that each supports the other.

16. Stress Management and Your Course: Creating discussion topics, study strategies, assignments and assessments that actively acknowledge and address stress management as a key to successful completion of your course.

17. Help Students “Break the College Code” and Learn Discipline-Specific Strategies for Learning: Creating course-specific assignments, readings, discussion topics, and lessons that help students to understand College Customs related to your discipline; develop effective reading, effective note taking, and effective writing related to your discipline.

18. Develop Students’ Understanding and Appreciation for “Flow”: Helping students to recognize and cultivate “flow” when working in your course content area. Helping them to achieve an optimal engagement with the material.

19. Help Students Recognize the Importance of Attitude to their Success in Your Class: Recognizing the role of attitude for student success in your class. Developing activities that anticipate and help students identify self-defeating attitudes in your class when they arise. Creating responses within the course to these attitude breakdowns.

20. Help Students Develop Habits for Success and Satisfaction in Your Class: Helping students with self-assessments of their habits with respect to your class. Developing assignments, discussions, assessments, readings, activities, online and offline activities that help students to develop healthy work habits and habits of mind in your class.


	


Course Infusion Template: 

Infusing College Success Strategies into Discipline-Area Courses

Use this template as the basis for submitting your infusions and integrated assignments for sharing with First Year Experience faculty on the moodle site.  Electronic copies are deeply appreciated (post to the moodle site or send to mcgraila@lanecc.edu)

1. Faculty Name(s):

2. Discipline(s):

3. Course your infusion is intended for:

4. Adaptability: Could this infusion work in another discipline or course?  If so, do you have any suggestion for adaptation (e.g., readings, classroom equipment, etc.)

5. PURPOSE:

6. Course-level learning outcome:

7. The college-success principle, facet of college readiness, or motivational principle you are intending to impact or develop in your students:

8. Supplies and Set-up: (include teacher-preparation time, student preparation time and/or reading materials, classroom and technology requirements, etc.)

9. Directions: Be as specific as you can be.  (e.g., how much classtime will you need, give a step-by-step list of instructions, make note of things to avoid or anticipate if necessary.)

10. Assessment: How will you know that this exercise has been effective?

Instructional Design Inventory and Discussion (Discipline and Neighbor-Discipline Groups)

Instructions: First read over the list here from “Seven Principles of Good practice in undergraduate education”
  and then assess your own practice using the questions below as a guide.
Good undergraduate curricular design….

   1. encourages contact between students and faculty,

   2. develops reciprocity and cooperation among students,

   3. encourages active learning,

   4. gives prompt feedback,

   5. emphasizes time on task,

   6. communicates high expectations, and

   7. respects diverse talents and ways of learning. 

“While each practice can stand alone on its own, when all are present their effects multiply. Together they employ six powerful forces in education: activity, expectations, cooperation, interaction, diversity, and responsibility.”

Questions for Curriculum-Design Faculty Inventory and Exchange:

SOLO: In your notebook, review the list of practices above and note how it aligns with your own work in class and out (e.g., grading, office hours, homework design etc.).  

1.  In what ways does your course design encourage contact between the students and the instructor?

      2.  How does the learning environment foster reciprocity and cooperation among students?

      3.  In what ways is active involvement of the students facilitated throughout the course?

      4.  How are students given prompt feedback for learning activities?

      5.  Is your course organized so that students and the  instructor use their time efficiently and effectively while focusing on the learning objectives?

      6.  How does your course design communicate high expectations?

       7.  How is your learning environment structured to accommodate diverse talents and ways of learning?

PAIR SHARE: In your discipline or neighbor discipline groups, discuss your answers to the inventory and share with the larger group.  

1. How might curricular infusion put pressure on assignments and curriculum that you have already developed?

2. What are your hesitations about creating infusions and changing your curricular design?

3. What problems with your students’ achievement do you most hope to solve with a new design or solution?

4. Are there practices that you find difficult to integrate into your class? What are the constraints on your own course-design and development?  As you reflect on making changes in your course, what do you see as the most persistent challenges to your course design? 

Knowledge Surveys: Improving Course Design and Student Self-Efficacy 
(Facet of College Readiness: Self-monitoring and Metacognitive Ability)

KNOWLEDGE SURVEYS DEFINED: 
A survey consists of course learning objectives framed as questions that test mastery of particular objectives. Students address the questions, not by providing actual answers, but instead by responding to a three-point rating of one’s own confidence to respond with competence to each query. Knowledge surveys differ from pre-test—post-test evaluations because tests, by their nature, can address only a limited sampling of a course.

SOLO: 

1.  Create a skeletal outline of your learning outcomes for the course and break each learning outcome into the components that students have to know to achieve that outcome.

Take the list of learning outcomes/objectives from a class you teach and brainstorm a list of actual questions that might appear on tests and quizzes or assignments throughout your class; these questions should translate into concrete illustrations of your learning outcomes.  In other words, to create a knowledge-survey for a student audience, you need to translate the abstract and general outcomes of your course to concrete things that you expect students to demonstrate to pass your class.  If you don’t use quizzes or tests to assess, you can still use a knowledge survey: simply create a list of criteria by which other artifacts (papers, projects, presentations) are judged to determine students’ learning. 

Create a draft “Knowledge Survey” that you could give your students. If you can work in disciplinary groups, you might come upon some common survey questions and then fill out the survey with customized questions from the content of your class. If working alone or in interdisciplinary groups, you might help each other work through Bloom’s taxonomy to come up with useful question stems that would translate your learning outcomes into questions that students can assess their own ability to answer.

KNOWLEDGE SURVEYS ARE COMPREHENSIVE: For the best impact, knowledge surveys should be comprehensive: they should cover all the knowledge, skills and abilities for the entire course. In this way, it will act as a learning guide for the course.  

Choose a single learning outcome or unit and break it down into its component parts

BENEFIT TO STUDENTS: When a student can see their progress in understanding concepts explicitly, they will have a better sense of the impact of their own efforts. This supports the literature on motivation and self-efficacy and also the literature on the goal-directed learning style of adult learners. The payoff for students continues throughout the term.  Try repeating the survey at the middle or later in the term. 

Moodle’s questionnaire software provides a good repository for knowledge surveys, although you can also use surveymonkey.com 

Bloom’s Taxonomy: Try to use all of the domains in your questions so that students are stretched to learn how much they know on higher-order skills as well as basic facts.

Remembering/Knowledge: can the student recall or remember the information? 

Verbs to try: define, duplicate, list, memorize, recall, repeat, reproduce, state

Knowledge Survey Question example: “List three characteristics of a weight-bearing beam.”

Understanding/Comprehension: can the student explain ideas or concepts? 

Verbs to try: classify, describe, discuss, explain, identify, locate, recognize, report, select, translate, paraphrase

Knowledge Survey Question example: “On a topographical map, locate the highest point in New Hampshire.”

Applying: can the student use the information in a new way? 

Verbs to try: choose, demonstrate, dramatize, employ, illustrate, interpret, operate, schedule, sketch, solve, use, write.

Knowledge Survey Question example: “Employ what you know about metric equivalents to rewrite a Betty Crocker recipe using the metric system.”

Analyzing: can the student distinguish between the different parts? 

Verbs to try: appraise, compare, contrast, criticize, differentiate, discriminate, distinguish, examine, experiment, question, test

Knowledge Survey Question example: “Distinguish between the hero and the trickster figure in a sample story.”

Evaluating/Synthesizing: can the student justify a stand or decision? 

Verbs to try: appraise, argue, defend, judge, select, support, value, evaluate

Knowledge Survey Question example: “Use what you know about the constitution to defend or deny the establishment of a Muslim community center near Ground Zero in New York City.”

Creating: can the student create new product or point of view?

Verbs to try: assemble, construct, create, design, develop, formulate, write.

Knowledge Survey Question example: “Design a four-color poster for the Hult Center’s new symphony season.”

Responses available to students for answering questions on knowledge survey:

1. I do not understand the question. I am not familiar with the terminology, or I am not conident that I can answer the question well enough for grading purposes at this time.

2. I understand the question and am confident that I could answer at least 50% of it correctly, or b) I know precisely where to find the necessary information and could provide an answer for grading in less than 20 minutes.

3. I am confident that I can answer the question sufficiently well-enough for grading at this time.

QUICK ASSIGNMENT AND INFUSION IV 
Mid-Term Course Correction Re-Energizer
(loosely adapted from Regina Popper, Faculty, English, St. Louis Community College (MO) rpopper@stlcc.edu, posted on the On Course website http://oncourseworkshop.com/Motivation020.htm )

[. . . . ]  I needed an activity that would give . . . students a chance to re-energize themselves for the “last lap.” I developed an assignment that would give my students an opportunity to delve deep into what could motivate them to continue working hard and achieve success. 
PURPOSE: 

To re-energize student motivation to achieve an academic goal 
To help students discover their own personal steps to achieve an academic goal 
To inspire more responsible student behavior and class participation

SUPPLIES/SET UP:
	[image: image1.png]



	Handout A: “Steps to Achieve a Goal” (appended below)
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	Colored paper half sheets for a “New Changes” Reminder/Bookmark (optional) 


DESIGNING WITH MID-TERM CORRECTION POSSIBILITY IN MIND:  One of the keys to this assignment is to set your course up so that students who are struggling at the mid-term still have a chance to catch up or improve, or at least self-assess.  The 11-week term is hard in this respect, so you may wish to do this assignment earlier than mid-term—maybe as early as Week 3 or 4.  The 32-day commitment assignment can also be a good intervention before the mid-term.

DIRECTIONS:
1. Explain that midterm (or week 3 or 4 or 5) is the time of the term when many students lose sight of their academic goals, lose motivation, and stop taking actions necessary for college success. Offer specific examples from behaviors of past students. Suggest to students that now would be a good time for them to take a look at a key goal they have for college this semester, reminding themselves of their personal motivation for succeeding. 

2. Distribute Handout A: “Steps to Achieve a Goal.” Have students fill in the blanks. 

3.  Distribute the colored half sheets and then, based on question # 7 of Handout A (Steps), have students complete a “New Changes Reminder/Bookmark” that they can keep in their textbook or post at home for frequent review. 

4.  If possible, allow class time for large- or small-group discussion, especially about ways to change negative tendencies. Students will realize they are not alone in facing challenges and will benefit from each other’s action steps or tips for change 
HANDOUT  A: Steps to Achieve a Goal 

1. MY ROLE in this class: Student 

2. MY MAIN GOAL for this class: 

3. How this class fits into my larger college and career goals:

4. The actions or steps I must take to achieve my goal for this class are… 

5. The positive qualities I will need to take these actions or steps toward my goal are… 

6. As a student, I have several of these qualities that will help me reach my goal.   As a student, I am…. 

7. I have several tendencies that could interfere with reaching my goal.  As a student, I sometimes (or often) tend to… 

8. Because I want to abolish my negative tendencies, I plan to make the following changes:  (You’ll also write these on your “New Changes” Reminder/Bookmark.) 

9. Because I am committed to achieving this goal, I will set a time or deadline to achieve each necessary action or step in #3.  (Write the due date or “start now” alongside each action or step above.) 

IN CLASS AND THROUGHOUT THE CRITICAL PERIOD:

Ask students to put their “New Changes” bookmark in their text or their date book. If you have time, take 5 minutes or so at the start of each week to get students to talk in groups about how their “new changes” is working out.  Remind them to seek you out during your office hours or make an appointment to reassess their progress in your class.

QUICK ASSIGNMENT AND INFUSION IV: 

SOLO/ INTERDISCIPLINARY GROUPS

How to infuse the DAPPS rule and the 32-day commitment activities into your discipline-area courses. 

Below is an integrated assignment from Anne McGrail’s Writing 121 class that asks students to use the DAPPS rule for changing behavior to intentionally learn a skill that they struggle with.  Since learning is change, I ask students to find a single small thing they’d like to learn and commit to mastering this one thing over the course of 32 days. 
[INSTRUCTOR NOTE: This activity could be done in-class with students on the day that essays are handed back; walking through the assignment as a class or in small groups (peer review groups perhaps) can generate more enthusiasm and a sense of common purpose than a solo assignment.  You could divide students up into different sections from your rubric (if you use one) or into groups working on specific aspects of the essay (thesis, organization, etc) that you emphasize. Groups could meet briefly once a week to talk about how they’re coming with their 32-day commitment to improve this skill.]

DIRECTIONS: 

SOLO: Read over the assignment, making notes that would make the assignment more relevant for your discipline.

GROUPS: Discuss the changes you made to the assignment and how this could apply to your course(s).

__________________

Prep Time: 5 minutes

Class Time: 30-45 minutes

Equipment: Students’ graded Essay #1 (or equivalent). Copies of the 32-day commitment sheet from CG100 Assignment #4.

Procedure:

Writing Well is Everyone’s Right [What is “true” in your discipline?]
Many students think that writing is a skill that you’re either born with or you’re not.  In this class, I like to think of writing the way I think of sports—everyone can be good at it, whether or not they become world-class writers. Like any athlete’s work, improvement for writers comes with finding your own strengths and weaknesses and systematically building on your strengths and addressing your weaknesses. Just like sports, writing takes practice. 
Writing Well Takes Commitment

This is where the DAPPS rule can be applied to improve your writing.  If you are just waiting to “become a good writer,” you may never get there without taking purposeful actions.  To “become a good writer” you need to take on the challenging short-term goal of doing well enough in this writing class to continue to the next level, and the next, etc.  To reach that short-term goal, you need some Next Actions that follow the DAPPS rule to get you there.  (NOTE: Even if “becoming a good writer” isn’t one of your long-term goals, most long-term goals as a student will include doing well in this class and being able to write well in all your classes.)
Commit to Small Improvements

Look at the Grading Rubric for Essay #1.  Find the criteria that you had the most trouble with for this essay.  Read what your instructor said (and go to the Flow Chart for Revising Your Own Essay) and talk to your instructor about what specific things you can do between now and Essay #2 that will help you improve on this aspect of your essay writing.  So, for example, if you had a low score on “Paragraph Quality,” make a list of 3 things that you can do to improve the quality of your paragraphs in the coming 32 days.  Here’s a list of several possible things to do:


· work on improving topic sentences;

· deepen your critical thinking by logically linking all sentences in your paragraphs to a key move in your thesis;

· improve transitions;

· link to the thesis;

· provide adequate details and illustrations;

· provide correct documentation;

· sum up your paragraph and provide a smooth transition to the next paragraph;

· work on sentence variety and vocabulary.

Take Concrete Actions to Improve Your Writing

Next, use Assignment 4 from your College Success class to guide you through the steps of commitment (there’s a copy at the end of this assignment).  For the next 32 days, take time each day to practice one of the three things you have promised yourself you will do to improve your writing.  Remember that this work will fit right into your efforts for drafting, revising and peer-reviewing Essay #2, so include any work you do intentionally during this coming month on your skill.
Reflect On Your Learning

As part of Essay #2, you will write a short reflective piece on your writing process—from brainstorming to drafting, peer-review, and revision.  Include your DAPPS improvement process in your reflection.  Repeat this process with Essay #2.

College Success: On Course
(From Mary Parthemer’s CG100 class)

Assignment 4

Name:  ______________________________

Date:  ___________

Developing Self-Discipline by Taking Purposeful Actions

	Write your selected daily action on the 32-Day Commitment form and then write your thoughts and feelings as you begin your 32-day commitment. Are you feeling confident, anxious, scared, excited? How will the action you’ve selected, when performed consistently, help you reach your goal? What challenges might you experience in keeping your commitment? How will you overcome these challenges? What is your prediction about whether or not you will succeed in keeping your 32-Day Commitment?  Be specific and complete in your responses. Write at least two paragraphs. 


32-Day Commitment: Because I am committed to learning ________________, each day for the next 32 days I will take the following action: ___________________________________
	
	Y/N
	Note what helps, what gets in the way, things to remember
	
	
	Y/N
	Note what helps, what gets in the way, things to remember

	Day 1
	
	
	
	Day 17
	
	

	Day 2
	
	
	
	Day 18
	
	

	Day 3
	
	
	
	Day 19
	
	

	Day 4
	
	
	
	Day 20
	
	

	Day 5
	
	
	
	Day 21
	
	

	Day 6
	
	
	
	Day 22
	
	

	Day 7
	
	
	
	Day 23
	
	

	Day 8
	
	
	
	Day 24
	
	

	Day 9
	
	
	
	Day 25
	
	

	Day 10
	
	
	
	Day 26
	
	

	Day 11
	
	
	
	Day 27
	
	

	Day 12
	
	
	
	Day 28
	
	

	Day 13
	
	
	
	Day 29
	
	

	Day 14
	
	
	
	Day 30
	
	

	Day 15
	
	
	
	Day 31
	
	

	Day 16
	
	
	
	Day 32
	
	


QUICK ASSIGNMENT/INFUSION V: 

Journaling Exercise for Writing Class: Adapting the Choices of Successful Students/ On Course principles for discipline-specific skills and abililties. 

SOLO and DISCIPLINE/NEIGHBOR-DISCIPLINE PAIRS/3s

DIRECTIONS: Below is a questionnaire that I have used in my writing class. Note that Downing’s eight On Course principles are reflected in these questions. SOLO: Read over these journal prompts with your own discipline or course goals in mind.  Make changes that reflect your own goals for your students.  SHARE your changes with your partners and groups.

1. Personal responsibility: When you think about your writing process, it's important to consider the role that your own work habits play in improving your writing. Think of the things that you can do this term to improve your own writing and write them down here.

2. Believe in yourself: One of the most important things you can do as a writer is to believe in yourself, and to trust that you have something valuable to say. Think about your strengths as a writer again, and write about what you feel most proud about in your writing.

3. Self-motivation: Think about things that you can do this term to get yourself motivated to write and revise. Often times you may be tempted to do all the other things in your life--and online the temptations of Facebook etc. will really be strong. Write down what you will do to keep motivated to write and improve your writing.

4. Emotional intelligence: When we write, many emotions may come up: fear of failure, fear of not knowing the "right" answer, boredom, anger at oneself or others--among many others. Think about the emotions that sometimes come up for you when you write. Write about what you might want to do this term to help you get past any emotions that get in your way.
5. Self-management: What are your beliefs and attitudes about yourself as a writer? Are these beliefs useful for helping you to improve? What might you do to support yourself this term in gaining self-awareness about your attitudes toward writing?

6. Interdependence: Since this is a class that relies on peer-reviewing of our papers, it's important to think about how you will help others with their writing and use the feedback you get from your peers. How do you feel about sharing your writing with others?

7. Lifelong learning: Of all the skills you might learn in college, writing is one that will draw on the greatest number of interrelated skills: you need to know basics like grammar and mechanics, and you also need to know organization and development, and also critical thinking. Think about the skill you would like to take to the next level in this class--and then imagine what you would like to do with this same skill after this class is over.

8. Self-awareness: When you think about your approach to writing, what comes to mind as your biggest strength and biggest weakness? Write these down, and then write about how you will use your strength to overcome your weakness.
QUICK ASSIGNMENT/INFUSION VI

Learning Strategies: Reading (“Academic Behaviors”): Helping Students Read More Effectively to Succeed in Your Class

Home Discipline/Neighbor Discipline Group Activity

Directions:

SOLO: Review pages 57-62 in your On Course  textbook.  As you read, customize Downing’s advice as much as possible by making notes about how you might create more specific and detailed instructions for your own students about the particular textbooks that you use in class (or any reading work they might do).   

What are the curricular trouble spots that recur in students’ reading in your course? What strategies can you make explicit to your students? How can time management and motivational strategies play a role here?  How might a knowledge survey help with students’ reading comprehension over the course (note that Downing’s reading exercise is a modified knowledge survey)?

SHARE:  At your tables, discuss your adaptations of Downing’s advice and share your additions and concerns.  Discuss your curricular trouble spots—are there overlaps?  What changes can you make in your curriculum to help students with reading? 

Brainstorm a list of active and collaborative activities that you could encourage students to do either at home or in class to help with reading comprehension and retention.  Share with the larger group.

� By Arthur W. Chickering and Zelda F. Gamson From The American Association for Higher Education Bulletin, March 1987 Reprinted with permission. � HYPERLINK "http://honolulu.hawaii.edu/intranet/committees/FacDevCom/guidebk/teachtip/7princip.htm" �http://honolulu.hawaii.edu/intranet/committees/FacDevCom/guidebk/teachtip/7princip.htm�


� from: The Knowledge Survey: A Tool for All Reasons, Nuhfer, E.B. and Knipp, D.  To Improve the Academy 2003 21:50-78. 


� For example, if you expect students to write papers based on careful reading of texts, you can ask questions at various levels of Bloom’s taxonomy about the texts themselves and then also ask questions that relate to writing skills extending from the texts.  EXAMPLE: “Define Mary Louise Pratt’s term “The Contact Zone.” (“Remembering”).  And “Write a thesis that integrates your experience of the cafeteria with Mary Louise Pratt’s concept of the ‘contact zone.’” (“Creating”)
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