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Preface

That the core of improving the quality of higher education is the level of
talents cultivation is widely acknowledged. And one of the key influencing
elements that affect the quality of higher education is Faculty Development,
which is a widely accepted idea common all around the world.

In China, the gross enrollment rate in higher education had reached
15% in 2002 since the enrollment expansion of universities started in 1999,
which achieved the higher education’s transformation from elite education
into the mass education. The gross enrollment rate in higher education had
been up by 26.5% in 2010 and enrolled students numbered 31, 050, 000.
The number of enrolled students will have reached 35, 500, 000 and the
gross enrollment rate will have reached 40% according to the requirement of
“The Plan for China's Educational Reform and the Development Outline
2010—2020” by 2020. The shift from the number expansion to the quality
improvement has been the most important topic in China’s higher education.

The encouraging thing is that the Ministry of Education and The
Ministry of Finance have decided that “The Project of Quality and Teaching
Reform of Undergraduate Course Teaching (Undergraduate Course Teaching
Project for short)” will continue to be implemented in order to promote the
level of talents cultivation and the quality of undergraduate course teaching.
“The Guidance to Implementing the Project of Quality of Undergraduates’
Course Teaching and Teaching Reform during the 12th 5-year Plan”, a
formal official document was distributed shortly afterwards on July 1st. The
press conference was held on July 27th. There were five major construction
contents in the document, one of which was the promotion of faculty’s
teaching ability.

The Northeast Normal University has been viewing the Faculty
Development as the basic foundation for the university’s development and
emphasizing on the idea of developing and growing together, as well as
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supporting and promoting course teaching, scientific research and social
service. The Northeast Normal University has been conducting course
teaching reform comprehensively and systematically since 2007. It has also
had the opportunity to implement free pre-service teacher’s education. It's
still under the background of the trend of higher education across the world
and the current status of higher educational reform in China as well as the
goal of further enhancing the quality of undergraduate talents cultivation.
The “2011 International Conference on Faculty Development” was
planned during the second half of 2010. The conference was guided by the
Higher Education Department of Ministry of Education and has gotten the
approval and financial aid from the International Cooperation and Exchange
Department of the Ministry of Education. The conference also received
active responses from Ocean University of China, Capital University of
Economics and Business, Nanjing Normal University, Jiangnan University
and Beijing Institute of Technology. Though the contributions’ time was
short, we have received 66 papers. The proceedings collected 44 papers due
to the limit of space. We would like to express our gratitude to all
contributors and do make an apology to those whose papers were not
collected in the proceedings.
‘ Finally, allow us to express our thanks to Professor Song Wenhong,
Professor Zhu Hong, Dr Li Guang, Wang Jian from the Teaching Affairs
Department, Doctorate students Yang Ning and Wang Jing for their help in
the work of the conference contributions, papers’ editing and
communication with the authors. Our thanks also goes to the leaders and

editors in the Northeast Normal University Press for their special support.

The sponsors of “2011 International Conference on Faculty Development”
Dong Yuqi
August 21, 2011
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Faculty Developers /Instructional Consultants
Developing Professional Expertise

By D. Lynn Sorenson (based on work by Sorenson
and L. Dee Fink; translated by JAI Hongyi)

What is the work of faculty/instructional consultants (or developers)?
It is working to help faculty members improve their teaching. In order to
support faculty in their teaching, consultants themselves need to gain a
strong foundation in pedagogical theory and practice. This article lays out a
conceptual framework to help instructional consultants self-assess their
expertise in pedagogy and to identify their own learning needs. This article
will be valuable for Chinese colleagues initiating faculty development at their
universities, especially if they will serve as consultants to their faculty
colleagues,

Instructional consultants are people who have specialized expertise that
enables them to assist others. Some special knowledge is needed by an
instructional consultant, and it may take two forms. The first form is
specific knowledge that allows a consultant to give a direct answer to a
faculty client’s question. A second form of knowledge is needed to deal with
more complex problems. This is conceptual knowledge, that is, the
analytical framework that allows consultants to (a) identify the source of a
client’s problem or question, and (b) identify what needs to be learned in
order to solve the problem or answer the question. For example, a teacher
may say, “My students don’t pay attention in class” (that is, many don’t
attend class, and a lot are sleeping in class), or “My students don’t seem to
be learning what they should.” These questions really are: “What is causing
this?” and “What can 1 do to help this situation—to help the students
participate and learn more?” In order to answer such questions, consultants
need: 1) models of teaching to help identify the causes of the problems, and
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2) knowledge of alternative responses that will enable the teacher to make
appropriate changes.

First, two models are presented here: one of the teaching/learning
situation and one of the act of teaching. Each of these models can be useful
as a conceptual framework for analyzing the problems of teachers. Second,
we then present some ideas and resources for identifying alternative

responses in the act of teaching.
The Teaching/Learning Situation

Whenever a teacher gets ready to teach, the situation involves three
major factors: the teacher, the learner and a subject. The relationships

between these three factors are illustrated in Figure 1.
Figure 1  The Teaching/Learning Situation

Learner

Area A represents the teacher’s knowledge about the subject. Since
teachers cannot convey all of their knowledge to students, they must
exercise restraint when selecting the scope and goals of the course.

Area B refers to the knowledge or relationship the teacher has, or can
have, with the learner. This knowledge can be helpful in building
motivation to learn and can sometimes be helpful in finding analogies to
explain the subject matter of the course.

Area C represents the prior knowledge or beliefs the learner brings to
the course. The extent of this knowledge varies from very little to very
much, depending on the subject and the student. Regardless, the teacher
needs to take into account what learners know, or what they believe they

know, before undertaking to expand that knowledge.
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Area D is the most important in this model. Here the teacher, the
learner, and the subject all come together; this is the course. The primary
goal is to enlarge the learner’s knowledge or understanding of the subject,

but the primary initiator of action is the teacher.
What the Teacher Brings to the Teaching/Learning Situation

The teacher is, of course, key to any teaching/learning situation. He/
she plans the course before it starts and has primary responsibility for
leading the students in their exploration of the subject during the course.

Figure 2 illustrates a useful way of thinking about what teachers bring
to the teaching/learning situation. Simply stated, everyone who teaches,
regardless of the subject or their abilities as teachers, brings four
dimensions to any teaching/learning situation; skills, decisions,
philosophies, and attitudes. These dimensions have a hierarchical
relationship to each other; that is, the higher dimensions are dependent on

the lower or more fundamental dimensions.

Figure 2: The Four Dimensions of Teaching

Skills

Decisions

Philosophies Attitudes

Skills in Teaching. All teaching situations involve certain skills, and all
teachers vary in the skill levels they bring to these situations. Common skills
that occur in the classroom include lecturing, leading discussions, asking
thought-provoking questions, revealing one’s own experiences, developing
rapport with students, etc. Common skills that occur outside the classroom
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include selecting texts, designing in-class activities for individuals and
groups, writing test questions, evaluating assignments, etc.

Instructional consultants should remember two important points about
teaching skills. First, any skill is, by definition, learnable; this means
any professor can develop or improve a particular teaching skill. (This is
good news! AND this is one kind of work that instructional consultants do—
helping professors develop or improve their skills. )

Second, not all courses require the same set of teaching skills,
Depending on the way a teacher designs a course and the teaching strategy
he/she decides to use, some skills will be very important and others less so.
For example, if a teacher uses a strategy like team-based or problem-based
learning, the teacher’s skill at formulating good group problems becomes
much more important than the ability to give good lectures. Thus
instructional consultants need to be knowledgeable about the particular skills
needed with different teaching strategies, and they need to be familiar with
the research that can help professors improve particular skills.

Decisions about the Design of the Course. Whether a course is
meaningful and powerful to students depends to a major extent on the
decisions the teacher makes—before the course even begins—about how the
course will unfold.

There are a number of key decisions that teachers must make when
planning and designing a course;

* What does the teacher want students to learn and to achieve? This
decision leads to the identification of course learning goals.

* How will the students learn or achieve that? This decision leads to
the identification of the learning activities and teaching strategies.

* How will the teacher—and the students—know how well they have
learned that? This decision leads to the identification of the feedback and
assessment procedures,

Underlying Factors: The Teacher's Philosophy and Attitudes.
Underlying the decisions teachers make are two factors that are unique and
specific to each individual: their philosophy and their attitudes.

A teacher’s philosophy refers to the values and beliefs professors have
about teaching and learning. These involve the following questions:
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* Values: What constitutes good learning? Good teaching?

* Beliefs: How do students learn—really? What kinds of teaching
make a difference in student learning—really?

Attitudes, on the other hand, refer to the feelings and images teachers
have—about the subject, about students, and about themselves. Do they
have a deep love of the subject? Do they enjoy interacting with students?
How do the teachers feel about themselves when they are teaching?

Instructional consultants need to become familiar with a variety of
carefully developed teaching philosophies. These can be learned from
conversations with colleagues who have developed their own philosophies
and/or from readings.

Many teaching and learning centers have developed guidelines for
assisting faculty members in becoming more conscious of and more clearly
articulating their teaching philosophies. Two examples include a website
prepared by Lee Haugen at Iowa State University Chttp: // www. celt.
iastate. edu/teaching/philosophy. html) and a website prepared by Nancy
Chism, then at Ohio State University (http: //spinner. cofc. edu/~cetl/
Essays/DevelopingaPhilosophyof Teaching. html? referrer=webcluster&.).

What the Learner Brings to the Situation

In the learning-centered approach to higher education, students are key
because they are the ones who do the learning. Hence, as Tagg (2003)
suggests, we should begin, not by focusing on the content, but by asking
who the learners are and how we propose that they learn.

Even when they appear similar, today’s students differ from one
another in their family backgrounds, life experiences, and academic
preparation. It is important to remember that:

1. Students are not equally prepared for a course.

2. Students learn at different rates.

3. Students learn in different ways (Terenzini & Pascarella, 1994).

4. Students bring different kinds and levels of motivations to a course.

5. Students sometimes bring erroneous assumptions and incorrect prior
knowledge to a course (Schneps, 1989).

How can college teachers enhance student learning—despite the above
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obstacles? One answer is through effective course design. As teachers, we
should avoid the mindset that “one size fits all”, especially when that “one
size” is the way we were taught as students. Not only are today’s students
not like each other nor like us at their age, this generation learns in different
ways and is motivated by different phenomena,

Two especially helpful strategies for engaging students in their learning
are small groups and technology. Using small groups effectively allows a
teacher to take advantage of social constructivism, a process wherein small
groups collaboratively construct knowledge together. Technology enables us
to put some course material into a format that today’s students both like and
understand more readily.

In addition to designing instruction differently, teachers can use specific
teaching strategies to get to know students better and to start courses in
ways that engage students more effectively. This can include short,
diagnostic questionnaires at the beginning of a course (Angelo & Cross,
1993) and discussions on the first day of class to get students to re-think
their learning goals and preferred learning strategies (Smith, 2008; Fink,
1999).

What do faculty/instructional developers need to know to help college
teachers become learner-centered/learning-centered? First, they need to
remember that faculty members are also different from one another and, in
some ways, different from the faculty developer/consultant. That means
the faculty developer must come to know faculty well—their hopes, their
dreams, their disappointments, their frustrations. Only then can the
developers hope to motivate their faculty to explore new perspectives that
can help them enhance their students’ learning.

Second, they need to become acquainted with a variety of resources—
books, periodicals, and local campus “experts” —that present ways to
better understand and engage students in creating their own learning. In the
U. S., three major compendia of strategies on better teaching include Davis
(2009), McKeachie and Svinicki (2010), and Nilson (2010). Becoming
familiar with these kinds of resources—and others—can build a repertoire of
ideas that the consultant can share with faculty members when the time is
right. This kind of dialogue between the developer and an individual faculty
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member can help college teachers discover more effective approaches to

dealing with their students and their classes.
The Nature of the Subject

A university consists of many disciplines, and there are some
fundamental differences in teaching these disciplines. For example,
engineering is a convergent subject; that is, in general, engineering faculty
are usually seeking the single, best answer to a problem. In contrast,
language and literature is a divergent subject; that is, faculty often value
multiple answers to problems such as three interpretations of a poem or of a
character in a novel. These disciplinary differences have led to different
teaching traditions in the West. For example, the sciences have a tradition
of supplementing lectures with laboratory experiences, whereas the
humanities rely much more on whole-group discussions followed by personal

essays.
Where They All Come Together: The Course

Thus far, we have examined the significance of the teacher, the learner
and the subject matter in the teaching/learning situation. As indicated in our
original diagram (Figure 1 above), the course is where all these factors all
come together. In the course the teacher determines how these factors come
together, through two major means: teacher—student interaction and the
design of the course experience. Instructional consultants need to learn
about both areas in order to help faculty learn how to succeed in each aspect.

Teachers’ Interactions with Students

In traditional courses, teachers interact with students in multiple ways:
lectures, discussions (whole class and small group), office hours, informal
meetings and course management systems. This interaction influences the
way students interact with and perceive other students and the subject
matter. Sometimes teachers’ interactions motivate and enable students to
learn in powerful ways, but sometimes they have the opposite effect.

One way of analyzing interactions is to organize them in the terms

shown in Table 1.



Table 1  Teacher— Student Interactions

Student’s Views of... [Each student needs to know... Teacher needs to...

* Show students that you genuinely
#* Am I important, valued
Themselves care about them as individuals, as well
in this course?
as in their role as learners.

% Can other students help
% Use small groups effectively.
i me learn?
Other Students *  Set ground rules for positive
¥ Can T help other .
student—student interactions,
students learn?

) %  Share your knowledge and the
* Is this teacher

The Teacher knowledgeable?

Trustworthy? Enjoyable?

experiences behind it.
¥ Be fair; do what you say you

will do.

%* Show how this subject is linked to
The Subject Matter | * Is it important, exciting? |larger issues that students value.

% Show how the subject is dynamic.

In essence, teachers need to be leaders in their interactions with
students. One way of defining leadership is “motivating and enabling others
to do something important well”. When a teacher uses the suggestions in
Table 1 to guide their interactions with students, they will be effective in
their leadership of students.

Designing the Course

Before a course begins, the teacher has to make multiple decisions
about how the course will unfold;

% What kinds of reading material will the students read: Chapters in a
textbook? Collected articles or chapters from various books? Material from
websites?

% Will the course use small groups? If so, how?

* WIill the students do reflective writing? If so, in what form—one-
minute papers, journaling, learning portfolios?

% What kind of assessment procedures will be used: two mid-terms and
a final? Projects? Writing? Weekly activities?
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