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Nicole.Mazzarella@wheaton.edu

Many of us have stepped away from the
lectern to integrate active learning

techniques in the classroom. Our repertories
of active learning strategies include discus-
sions, group work, presentations and experi-
ments, yet many of us do not include the
activity that has advanced our mastery of our
disciplines: teaching. Too often active learn-
ing strategies that attempt to replicate this
do not call upon the student to truly teach.
For example, students giving in-class presen-
tations consider less how to teach the mate-
rial to their fellow students and more how to
appeal to the person awarding the grade.

In an attempt to change the audience
from myself to students’ peers, I introduced
“Grammar Learning Stations” in my fresh-
man composition class. On the days I use
the stations, students come prepared to
teach their fellow students a one-on-one
grammar lesson that I review only for accu-
racy. Students rotate among stations where
the teaching students advertise their lessons
by hanging signs on their desks (from sim-
ply writing “Commas” to illustrating
“Subject-verb agreement” with two fighting
stick figures). Midway through the class, the
students switch roles and those who have
visited the learning stations set up their sta-
tions and become the teachers.Their enthu-
siasm on these days surpasses all of my prior
attempts to interest students in grammar.
During one class, I heard a student com-
ment as he jogged across the room, “Wait
for me! I haven’t learned semicolons yet.”

This activity changed the audience from
the expert who evaluates their work to their
peers who may lack expertise. It forces stu-
dents to consider how to communicate the
material to their peers rather than merely

parroting language they think I want to
hear. Often students challenge one another
if they do not understand the lesson. One
student wrote in her reflection about the
activity, “I think the fact that these lessons
were interactive and one-on-one really
helped to give all the needed attention to
the student. This way the student could ask
without feeling held back (a problem I usu-
ally have.)”

Similar to our experiences as educators,
my students reported that they learned by
preparing and teaching their lessons. One
wrote, “I do think some of the most effective
parts of this were studying and teaching the
lesson. I had to know exactly what I was
talking about in order to get others to
understand the same ideas.” Another said:
“In teaching and preparing for the lesson, I
became more aware of how much I actually
use expletive construction in my writing,
and I was actually able to fix some of them
in my argument essay.” And finally, “I
learned a lot about the subject I was teach-
ing. In fact, I probably learned more about
my own subject than any other because I
taught it so many times.”

I have learned from this activity as well.
Students will mirror our active learning if
we demystify the teaching process for them
and empower them to approach the activi-
ty with the mindset of educators. To
accomplish these objectives, I recommend
telling your educational stories. By explain-
ing to students how we learn when we pre-
pare to teach, we validate the learning expe-
rience for students who doubt they can
learn from this activity. This discussion can
also prompt reflection on life-long learning.
Second, I recommend empowering students
to teach by revealing your teaching methods.
The success of students teaching students
relies on students’ belief in their ability to
teach their peers. By discussing how we pre-

pare to teach, we also model for students
how we learn material. Finally, I believe that
we must become reflective teachers and
learners. Teachers improve not only from
experience but also from reflecting on why
certain lessons yield greater results than oth-
ers. Students spend the final five minutes of
class writing reflections on their role as
teachers and as learners. They consider
which stations clarified information and
which confused them. More importantly,
they consider why.They then reflect on how
they would change their lessons after expo-
sure to their fellow students’ techniques.
Finally, they critique the class activity,
demonstrating that I too continue to learn.

The grammar learning stations resulted
in enhanced motivation to learn grammar,
better attitudes toward grammar, and fewer
grammatical errors in their final essays. In
the process, students also gained insight
into the process of learning and teaching.
At one learning station, a student posed a
question that his teaching student could
not answer. Rather than looking to me, the
student flipped through his grammar
handbook to find the answer. “Teachers are
always learning,” he quipped to the stu-
dent. Yes, we are.
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Sometimes we (or our colleagues) don’t
always deliver material in ways that

expedite note-taking. We may not be able
to take class time for a session on note-
taking but all of us can probably find time
to distribute a handout that students
might find helpful. Consider this one, a
slightly condensed and modified version
of material that appears in the reference
below. These are research-based recom-
mendations.

The Dos and Don’ts
of Taking Notes
Should I recopy my notes after class?

No, because recopying requires little or
no thinking. Your time could be better
spent writing questions and answers about
the material in your notes.

Should I tape record the lecture?
Generally, no. Re-listening takes a lot

of time and in most cases, other, less time
consuming, ways of reviewing and orga-
nizing the material are just as effective.
The only possible exception here might
involve students for whom English is not
the primary language.

Should I try to listen and not write when the
instructor is discussing something I don’t
understand?

No, the best advice is to keep taking
notes. Leave blank spaces if you are miss-
ing content and question marks to indicate
that you are just copying something down
but don’t really understand what it means.
Most instructors would happily entertain
a question whenever something is unclear.
If you don’t ask then, when you review
your notes, see if another student can help
you understand this material or ask your
instructor to re-explain it to you then.

What should I do if the professor talks so fast,
I can’t get everything written down?

Are you trying to write down everything
the professor says word for word? Try not
to do that — paraphrase, listen for the most
important things the professor says, and
leave blank spaces to indicate that you have

missed some material you thought was
important. Check the notes of a classmate
and see if they got the material down.

What should I do if my mind is always wan-
dering while the professor is talking? 

Sit in the front of the room. Being close
to the professor helps students pay atten-
tion. Ask a question. If your mind wan-
ders, make it a short side trip. Get back to
what’s happening in class quickly. Try pay-
ing really close attention to those parts of
the lecture that are most important. When
does the instructor convey the most
important material? Make sure that you
are paying attention then.

How do I deal with an instructor who con-
stantly wanders off the topic?

If the instructor is not well organized,
see if the textbook can help. Does it struc-
ture the material so that it makes sense
and logically hangs together? In situations
like these, it really helps to work with
other students. Form a small study group
and spend time organizing notes from
class. What does everyone think the most
important ideas were? How does one idea
relate to another?

Sometimes the instructor uses words I don’t
know how to spell. What should I do?

Write the words as they sound. Follow
the word with the notation “sp?” which
should signal you when reviewing that you
need to find out from a fellow classmate,
the text or a dictionary how to spell a word.

Adapted from: Dembo, M. H.
Motivation and Learning Strategies for
College Success: A Self-Management
Approach. Mahwah, NJ: Lawrence
Erlbaum, 2000, pp. 176-77.
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A Helpful Handout for Students

Correction: In an article on giving stu-
dents the first word that appeared in
our October issue, we misspelled the
author’s name in the byline. Apologies
to Barbara Mezeske.



By Reine Dugas Bouton
Southeastern Louisiana University
Rbouton@selu.edu

I’ve been teaching Transitional English
for almost 10 years now, and I’ve been

through almost as many textbooks. My col-
leagues (who teach the same course) and I
have changed books and publishers; we’ve
custom built a book. We’ve tried readers
and handbooks; we’ve used workbooks.
Maybe we change so much to keep fresh,
but I think it’s more about being unhappy
with the options. If we found a textbook we
loved, we’d continue using it, right?

Apparently, we haven’t and so, this year,
I’m taking the plunge. I’m going bookless.
And I have to admit the prospect has been
a bit daunting. A textbook provides more
security and structure than I realized.

I knew I could create succinct, interest-
ing materials for my students, but I was
concerned about cost. Who would pay —

the department or the student? I opted to
sidestep the cost issue and avoid burying
myself in mounds of photocopies. Online
was the way to go. Fortunately, my univer-
sity has a program in place for online cours-
es called Blackboard. This program allows
me to post documents as well as
PowerPoint presentations so that my stu-
dents can easily access them.They can print
out the documents using the school’s com-
puters or their own.

Now the process of creating appropriate
materials was upon me, and that meant
rummaging through my paper files and
computer disks to find any and all activities
or information that had worked in the past
and that might be a starting place. Once I
knew what I had to work with, and it was
much less than I’d imagined, unfortunately,
I began the arduous, and at times fun, task
of creating all of the handouts, presenta-
tions, and activities that my students would
need to have an enlightening, fulfilling

semester. Or so I’d hoped.
As opposed to those long chapters filled

with dull exercises that we hardly ever did
anyway, I created simple handouts — usu-
ally a page — with the information I had
found most useful to my students over the
years. I formatted the material with bullet-
ed points, and usually added a funny bit of
colored clip art in the corner or at the bot-
tom. I made several PowerPoint presenta-
tions, which the students always seemed to
enjoy. Some would take notes while others,
those more prepared, brought their printed
out PowerPoint notes and highlighted as I
went along.

Another change I made was to incor-
porate my students’ writing as materials
for the entire class. Previously, I had used
writing workshops that featured student
essays during only the last few weeks of
school. This year, however, student papers
and activities were posted to Blackboard
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Going Bookless — A Liberating Experience
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Three marketing educators decided to
revisit a study they first published in

1988. Their goal then and in this replicat-
ed study was to construct a profile of mas-
ter teachers in the marketing field. They
used the same methodology in both stud-
ies. They asked 301 marketing department
chairs to identify their two best teachers
and distributed a questionnaire to them.
The results in the first study are based on
the responses of 351 faculty; 287 complet-
ed the survey in the second study.

The first question in both studies was
this: “In general, what about your teaching
sets you apart from an ‘average’ instruc-
tor?” Responses from the 1988 study and
the 2003 study were “fundamentally” the
same. “Highly effective teachers of mar-
keting continue to acknowledge the
importance of strong communication
skills (enthusiasm, humor, voice projec-
tions), a real-world perspective (discussing
current events, linking theory to practice),
caring/empathy (listening, individual sen-

sitivity), and an involvement orientation
(requiring students to participate in the
learning process).” (p. 73)

In both studies, respondents were also
asked to “indicate what techniques,
approaches, and/or methods they employ
to enhance student learning and overall
course effectiveness when lecturing.” (p.
74) And here there was a significant
change. In the recent study 34 percent of
the comments described an interactive
style of lecturing that involved question-
ing, group work, and movement around
the world. That percentage was up from
20 percent in the earlier study. However, in
a subsequent question on strategies used to
involve students in class, the most com-
mon method in 1988 was using questions,
which appeared in 36 percent of the
responses. It was still the most common
method in 2003, appearing in 37 percent
of the responses. So, although more facul-
ty are using interactive lectures, their strat-
egy for soliciting student involvement

remains the same —  this despite the fact
that the last 15 years have seen a dramatic
increase in the range of active learning
options now available to faculty.

A statistically significant increase
appeared in the number of faculty now
reporting that they give students compre-
hensive and detailed syllabi. And teachers
in the second study reported placing much
greater emphasis on exams that required
“critical, integrative thinking” (p. 77)
instead of rote memorization and regurgi-
tation of content details.

These researchers close by challenging
readers to use the results of the study to
conduct a “teaching audit” whereby indi-
vidual practices are compared to and with
those of these master teachers.

Reference: Smart, D. T., Kelley, C. A.,
and Conant, J. S. (2003). Master the art of
teaching: Pursuing excellence in a new
millennium. Journal of Marketing
Education, 25 (1), 71-78.

Distinguishing Qualities of Master Teachers Endure



By Daniel J. Klionsky
University of Michigan
E-mail: klionsky@umich.edu

Poor Dr. Dan. His career as a scientist
has not gone as he would have liked.

Dr. Dan was appointed as an assistant pro-
fessor at, well, a not terribly impressive
place. But he had a job and was anxious to
launch his research career. Surprisingly, Dr.
Dan had not received any formal training in
doing science. He had observed others
around him doing experiments and had
been a teaching assistant in a lab course, but
that was the extent of his training.

Dr. Dan was assigned a reasonable, and,
he felt, doable, research project by his
department chair. But when he started, Dr.
Dan did not propose a specific question or
set about to test a hypothesis. Instead, he
decided to jump right in and do an experi-
ment. After all, he had seen many people,
including his previous mentor, a well-
known scientist, regularly doing experi-
ments without questions or hypotheses.

Being basically bright, Dr. Dan did fig-
ure out early on that he was not sure what
kind of experiments he should be running.
So, he consulted some colleagues and
looked at some of the classic texts in the
field and came up with a protocol which
he promptly implemented. Much to his
dismay, it failed. Not deterred, Dr. Dan

recognized that experiments don’t always
work the first time and that sometimes
they fail for trivial reasons. So Dr. Dan
repeated the experiment using the same
protocol. It went better this time, but the
results were still far from what he had
hoped. Once again he turned to his col-
leagues. To his frustration, they seemed
reluctant to discuss research, and then to
his amazement he discovered that a num-
ber of them were also having problems
with their experiments. But they did not
seem particularly dismayed by this fact.
They suggested that he carry on and not
get discouraged so easily. And that is
exactly what he did. Dr. Dan repeated his
experiment, sometimes making very slight
changes in his protocols. But the results
were no more satisfactory than before.

Then Dr. Dan attended a seminar by a
prominent visiting scientist. Over lunch
this expert admitted that he too had had
problems like those Dr. Dan was experi-
encing. Believe it or not, part of the prob-
lem turned out to simply be his poor
handwriting. He had trouble following his
own notes, so he put all of his protocols on
the computer. Dr. Dan started to get very
excited and asked if this truly had
improved his experiments. The senior sci-
entist was not sure but felt as if there were
beneficial effects. Dr. Dan raced back to
his lab, put his cherished protocol on the

computer, printed it out and repeated the
experiment. And still it did not work.

But Dr. Dan is tenacious — he’s still
working on this same project, using the same
old protocol, meeting with very limited suc-
cess. Not having any goals for the project, he
just carries out his experiments somewhat
aimlessly and does not even try to objective-
ly assess whether or not they are working.
But then again, his colleagues are all doing
the same thing. Dr. Dan has come to accept
this approach to science as being the norm.

Does Dr. Dan’s story seem absurd?
Would any university worth its salt allow
this type of behavior to go on? After all,
what self-respecting researcher would start
a project without having a specific, well-
defined goal? What researcher would
repeat the same protocol over and over if it
was not working? Who would really think
that simply putting that protocol onto the
computer would result in a major change in
its effectiveness? Would any of us carry out
our experiments without having estab-
lished controls and a means of assessing the
outcome? As researchers, none of us would
follow such an outlandish approach. Why
is it then that as teachers this is precisely
what too many of us do? If we are ever
going to make meaningful changes in our
pedagogical approach, we need to apply the
scientific method to the way we teach, not
just the way we do research.
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Why the Scientific Method Matters: A Cautionary Tale

from the start and used as the focus of
many class discussions. Not only did
doing this make the work more relevant
to the students, but the level of account-
ability also moved up a notch.

Some unexpected problems have
emerged. For instance, on the second day
of class, I finished 30 minutes early. I was
shocked! I have been teaching long
enough to know how much can be covered
during a class session. Only weeks earlier,
I was feeling pretty proud of myself for
shaping this course into its essential ele-
ments. I had cut to the chase in a grand

fashion. So, I soon learned that using no
book meant preparing for classes a bit dif-
ferently, and always having backup work
so I never had to stand in front of a class
30 minutes before it was over and try to
look like I planned it that way.

Others hurdles have involved the tech-
nology. A couple of my students would
have gladly marched over to the bookstore
to pay $60 for a book that would never
crash, malfunction, or jam on them again.
Students who waited until the night
before to print out documents to bring to
class were often flummoxed by technical
problems. Some have old computers at
home that won’t allow them to view my
artsy, animated PowerPoint presentations.

There were other problems as well, but
after a few weeks we overcame them.

In the end, going bookless has been a
liberating experience for me as well as the
students. We have the freedom to switch
gears without worrying about a textbook,
students saved their money, and I have
been able to focus on what the students
need to learn and nothing extraneous. I
enjoy being in total control to choose what
and how to teach — and now I can easily
make changes from one semester to the
next without totally revamping my syl-
labus or plowing through more textbooks.
Going bookless may not be possible in
every course but it may be in yours. If it is,
I recommend you consider it.

BOOKLESS
FROM PAGE 3



By Hal Blythe and Charlie Sweet
Eastern Kentucky University
Charlie.Sweet@eku.edu; Hal.Blythe@
eku.edu

An article in the May 2003 issue of The
Teaching Professor that highlights six

ways teachers can learn from coaches got
us thinking. The two of us have now been
teaching a combined 64 years in college,
and we’ve spent half that time serving as
coaches in soccer, swimming, basketball,
and baseball on the youth and high school
levels. From our experience we’ve identi-
fied five more ways coaches provide a
model for good college instruction.

Coaches establish a connection
between each practice session and the
whole season. We start our season by
announcing a set of goals for our players
— some general and some lofty. To
achieve these goals, we set up a progressive
series of practices. To build strong pitching
arms, we start pitchers “long tossing” at a
distance of 100 feet for 10 minutes. By
mid-season the distance is up to 150 feet
and the time to 15 minutes. By the time
regionals roll around, the pitcher is prac-
ticing at 200+ feet for 25 minutes.

For each course we teach we also start
by handing out a set of goals, and each
period we offer hints and tips that help
students achieve these lofty goals. During
one class we might workshop a student
story, assess that writer’s handling of the
elements of characterization, and conclude
with a creative exercise in which students
begin a fictional bio on that story’s main
character. It’s a practice session that moves
students forward in their development as
writers.

Coaches break down large areas of
instruction into manageable skill points.
To teach a player to be an effective pitch-
er, for instance, we don’t just send him out
to the mound with a ball. Wind-up pitch-
ing consists of five units, so we start by
showing the player how to take a rocker
step, and we make him practice it over and
over until his balance is perfect, his arms
and legs moving in precision. Practice

doesn’t make perfect, as all coaches know;
perfect practice makes perfect.

Likewise, in teaching composition we
don’t place a student in front of a comput-
er and say, “Give me 500 words on some-
thing you learned last summer.” Instead,
we break down all essays into a process of
invention, writing, and revision. We
emphasize that most essays have an intro-
duction, body, and a conclusion. And those
introductions have three or four parts: a
hook, a thesis, sometimes a key definition,
and a purpose. Besides breaking down the
writing process, we work with them on
dividing the subject into manageable
pieces — not the entire summer but when
the family visited Hartland Pond.

Coaches adjust to game conditions,
changing strategies mid-game, if need
be. In basketball, for instance, if the other
team is scoring against our man-to-man
defense, we may switch to a 1-3-1 zone or
employ a box and chaser to dog a hot scor-
er. Teachers must be just as flexible, and
willing to change their “game plan” when
conditions dictate. Rather than being tied
to plowing through that lecture or chang-
ing at precisely 15 past the hour to learn-
ing groups, the effective instructor recog-
nizes when a student makes a salient and
interesting point that will take the class
into a lively, but unplanned discussion.
That teacher adjusts “on the fly,” not sacri-
ficing the overall goal of the session, but
responding whenever curiosity is suddenly
piqued.

Coaches personalize goals and
instruction, intervening one-on-one
when they notice players with problems.
If our point guard suddenly develops
“brick-itis” — her balls clang from the rim
rather than swishing through the net — we
don’t write her off. We watch tape with her,
note that her guiding hand is rolling over
the top of the basketball, and then devise a
repetitive drill that develops positive mus-
cle memory.

In creative writing we also notice bad
habits — a writer who falls into the narra-
tive rut of telling rather than showing
character — and we switch to a tutorial,

going over the story with the student so as
to highlight the less-than-effective
method. After showing the student five or
six other ways to develop character, then
we have the student try them out.

Coaches not only create, but model
good learning behaviors. They realize
that they can have great influence on their
team not only through their instructive
words on techniques, conditioning, and
strategy, but also through their actions.
They serve as role models. They arrive on
time for practices and games, keep them-
selves in top condition, and treat the play-
ers fairly, respectfully, and consistently,
especially when delivering constructive
feedback. Teachers also function as role
models for the students they teach, and
here they should perform exactly as good
coaches do: arrive on time, well prepared
and ready to teach, and always mindful
that they are “coaching” human beings.
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Five More Ways Sports Coaches Model Good Instruction
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What information should find its way
onto a faculty web page? Much like

what should be included on the syllabus
question, there’s not one, definitive, right
answer. But it’s useful when that answer is
informed by more than one’s own rumina-
tions or quick review of a few pages con-
structed by colleagues.

Two psychology faculty members con-
ducted an online survey that began with a
review of 25 randomly selected faculty
web pages. An analysis of those pages
identified 30 potential content areas. Then
a group of 102 students from 27 different
states, representing a variety of academic
disciplines and a group of 84 faculty also
from different institutions and fields were
asked to identify which of those 30 items
they considered ideal and essential.

The majority of students and faculty
agreed on 14 items that should be
included on faculty web pages: e-mail

address, office hours, telephone num-
ber, course syllabi, a list of courses
offered, a list of research interests, a
description of educational background,
links both within and outside of the
institution, a description of profession-
al experience, a list of publications, aca-
demic advising information, a list of
professional memberships, and a pic-
ture of the faculty member.

More interesting than the items them-
selves was the fact that only one-third of
these elements existed on the majority of
faculty web pages that they surveyed: e-
mail address, telephone number, list of
courses offered, educational background,
and links within the institution. And only
11 percent of the web pages contained all
five of these items.

Also of interest was the disconnect
between what students and faculty consid-
ered essential information. For example,

academic rank — 76 percent of the web
pages contained it  and 65 percent of the
faculty respondents indicated it was essen-
tial, but only 28 percent of the students
saw it as a desired feature. For example,
lecture notes — only 5 percent of the web
pages contained them and only 31 percent
of faculty respondents thought they
should be included, but 73 percent of the
students wanted them on the web pages.

These facts support this conclusion: if
you have a faculty web page, you might
profitably survey your students to see if it
contains information they find useful, and
if you don’t, you might want to survey
them before you start constructing one.

Reference: Palmiter, D., Jr., and Renjilian,
D. (2003). Improving your psychology
faculty home page: Results of a student-
faculty online survey. Teaching of
Psychology, 30 (2), 163-166.
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Self-regulated learning is simply about
students becoming masters of their

own learning, according to one of the fore-
most researchers in the field. Barry
Zimmerman, who has worked in this area
since the early ’80s, points out that means
self-regulated learning is not about mental
ability or academic performance skill.

Although there are many definitions that
disagree on the details, Zimmerman believes
that all who work in this area would agree
that “students are self-regulated to the degree
that they are metacognitively, motivationally,
and behaviorally active participants in their
own learning processes. These students self-
generate thoughts, feelings, and actions to
attain their learning goals.” (p. 5)

Despite their differences, most defini-
tions share other features as well. For exam-
ple, most incorporate the idea of feedback.
Students who self-regulate use what they
learn about how they are learning to adjust
and otherwise revise their approaches to
learning and their understandings of them-
selves as learners. Also, most definitions

include some assessment of how and why
students choose to use a particular learning
process, strategy, or response. And finally,
most definitions recognize that efforts to
self-regulate require additional time and
effort, and unless the results are attractive,
students may not be motivated to self-reg-
ulate. For example, if students rewrite notes
from a lecture class so that they emphasize
key points, that practice will improve a stu-
dent’s understanding of the material. The
question is whether better understanding or
higher exam scores will motivate students
to make this additional effort?

Five underlying issues get to the specifics
of how self-regulated learning works.
Zimmerman frames them as questions: “1)
What motivates students to self-regulate
during learning? 2) Through what process
or procedure do students become self-reac-
tive or self-aware? 3) What are the key pro-
cesses or responses that self-regulated stu-
dents use to attain their academic goals? 4)
How does the social and physical environ-
ment affect student self-regulated learning?

5) How does a learner acquire the capacity
to self-regulate when learning?” (p. 8)

Zimmerman points out that those who
study self-regulated learning believe “that
learning is not something that happens to
students; it is something that happens by
students.” (p. 33)

Ed.’s nte: This material on self-regulated
learning comes from a new second edition of
a book that we highlighted years ago.
Zimmerman’s chapter (reference below)
opens this edited collection. It is a carefully
crafted, succinct summary of a very rich area
of work that has many implications for prac-
tice. The whole book covers an important
and relevant aspect of learning and one so
absent in many of today’s college students.

Zimmerman, B. J. Theories of self-reg-
ulated learning and academic achievement:
An overview and analysis. In B. J.
Zimmerman and D. H. Schunk, eds., Self-
Regulated Learning and Academic
Achievement. 2nd edition. Mahwah, NJ:
Lawrence Erlbaum, 2001.
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