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The Faculty Focus is a publication for all instructors at the University of Central Florida.  This includes full- and part-time fac-
ulty and teaching assistants at all UCF campuses.  Its purpose is to provide an exchange of ideas on teaching and learning for
the university's community of teachers and scholars.  It is envisioned that this publication will inspire more dialogue among
faculty, whether in hallway discussions, departmental meetings, or in written articles.  Toward this latter goal, the Faculty Focus
will lead to an annual "Best Practices" edition where some of the ideas that were generated in the bi-semester editions will be
expanded and developed into full articles.  The annual edition will be peer-reviewed and disseminated regionally.  This repre-
sents an opportunity for faculty to reach their peers throughout the growing Central Florida community.  The Faculty Focus
invites you to contribute your ideas on teaching and learning in a short essay <see the guidelines for submission online at
www.fctl.ucf.edu/focus/guidelines.htm>.  Publication dates will be the middle of the first and last full months of each semes-
ter, and submission deadlines will be the Friday of the week prior.  MLA format is preferred.  Please send your submissions to
Eric Main, Editor, Faculty Focus, fctl@mail.ucf.edu.
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Introduction

The enormous growth of web-based
instruction has presented educators with

both opportunities and challenges.  Many
critics of online education identify the inter-
activity of the traditional classroom as a for-
midable challenge—and a vital, yet missing,
part of web-based instruction.   Three areas of
interaction are typically identified as mean-
ingful interaction in online and distance edu-
cation courses: (a) learner-content interac-
tion, (b) learner-instructor interaction, and (c)
learner-learner interaction (Moore &
Kearsley, 1996).

I have used my learning-centered strategy
Bring Your Own Bibliography (BYOB) most
often in the virtual learning environment
(VLE) and with graduate students to encom-
pass Moore and Kearsley's three areas of
meaningful interaction.  While Bring Your
Own Bibliography can be imple-
mented in VLE's with ease, it
can also be readily applied
and transferred in the
F2F classroom and in
undergraduate instruc-
tion.    Students, at all
levels, can benefit from
a "virtual" building of a
bibliography as BYOB
helps them to hone their
research and writing skills.    

The Procedure
How does BYOB work?  I provide a given
question or prompt for students to research

Bring Your Own Bibliography (BYOB)
Ruby Evans

and reflect upon.  I then require
students to write mini-papers or
scholarly reactionary comments.
Comments must be supported by
citations from the current litera-
ture.  As students provide their
individual comments and schol-
arly posts, a useful topical bibli-
ography with multiple source
citations is created.  The instruc-
tor can analyze, synthesize, edit

and redistribute the resulting topical bibliog-
raphy to the entire class by electronic cutting
and pasting.  The bibliography can also be
recycled for use as supplemental readings in
future semesters.  A modified version of
BYOB requires that students annotate the
bibliography.  

Goal 
The goal of BYOB is to encourage students
to act, interact and react through a merger of
(a) scholarly research, (b) scholarly writing,
inclusive of APA format, and (c) ongoing dia-
logue in a collaborative learning community.

Originality 
Through participation in a Bring Your Own
Bibliography activity, students are afforded
the opportunity to engage in: 

1. Active research:  Students must 
actively seek relevant sources. 

2. Evaluation and review of
published research litera-

ture: Students must
analyze sources
found for rele-
vance to given
assignment. 
3.  Scholarly writ-

ing through infor-
mal posts in the

online virtual learning
environment: Students

must write a response to the
given assignment and support their
position, based on research literature.  

Dr. Ruby Evans is Associate
Professor of Higher Education and
Policy Studies.  She also serves as
Coordinator of the Community
College Program at UCF, which
includes the Ed. D., and Extended
Content Masters of Arts degrees,
and the Graduate Certificate in
Community College instruction.  

This
teaching strategy, BYOB,

garnered a Bright Idea Award at
the 27th Annual Professional and

Organizational Development Network in
Higher Education Conference (POD

2002), held October 9-13, 2002,
in Atlanta, Georgia. 
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Hawaii International Conference on Education
January 7-10, 2003
Honolulu, Hawaii

www.hiceducation.org

Association of American Colleges and Universities
January 22-25, 2003
Seattle, Washington

www.aacu-edu.org/meetings/annual.cfm

NLII (National Learning Infrastructure Initiative)
January 26-28, 2003

New Orleans, Louisiana
www.educause.edu/nlii

Annual Conference on the First-Year Experience
February 21-25, 2003

Atlanta Georgia
www.sc.edu/fye/conferences/2003west/2003west.pdf

EDUCAUSE Midwest Regional Conference
March 25-26, 2003

Chicago Illinois
www.educause.edu/conference/mwrc/2003/program.asp

CUMREC 2003: Leveraging the Magic of Information and Technology
May 11-14, 2003
Orlando, Florida

www.cumrec.org/cumrec2003/program.asp

2003 AAHE Assessment conference: Richer and more coherent set of assessment practices
June 22-24, 2003

Washington State Convention and Trade Center
Seattle, Washington

www.aahe.org/assessment/2003

Eighth Annual AAHE Summer Academy
July 16-20, 2003
Snowbird, Utah

www.aahe.org/summeracademy

Teaching Related Conferences

I'm pleased to say that the first edition of the Faculty Focus was well received on campus. We received
many compliments on the format and content such as "I picked it up to browse through it and ended up

reading it from cover to cover - excellent articles", "I got several excellent ideas from the articles and imple-
mented two of them the next day in my class", and "thanks for the conference heads-up, I nearly missed the
submission deadline for a conference at which I wanted to present." Great feedback!

Alison Morrison-Shetlar, Director of the Faculty Center has joined UCF from Georgia Southern University
where she was an Associate Professor of Biology and Director of the Center for Excellence in Teaching.
Alison obtained her doctorate in Biomedical Sciences in 1984 at Dundee College of Technology and
Aberdeen University, and has continued to do research in science in England, Germany, Connecticut and

Georgia until joining UCF in July 2002.  For the last ten years, Alison has been involved in classroom research, particularly
studying the impact of large classroom teaching strategies and the use of technology on student learning.  She travels nation-
wide giving workshops and seminars on a variety of teaching and learning related issues.  For more information on the types
of research and workshops that she offers please see her website <www.fctl.ucf.edu/staff/morrison>.

A Note From The Director

It is known that students can learn more physics in classes
where they interact with faculty, collaborate with peers on

interesting tasks, and are actively involved with the material
they are learning.1 Research on learning and curriculum
development has resulted in instructional materials that cor-
rect many of the shortcomings of traditional physics instruc-
tion. Careful study of these research-based introductory cur-
ricula in small classes indicates that they can significantly
improve students' conceptual understanding and problem
solving skills. However, introductory physics instructors
with large classes who want to incorporate active learning
into their classrooms must typically choose between hands-
on activities in small class sections2 that supplement the lec-
ture (recitation or laboratory sections) and interactive lecture
activities3 for larger classes that do not permit hands-on
experiments and limit faculty interactions with individual
groups. 

Studio classes like SCALE-UP (Student-Centered Activities
for Large Enrollment University Physics) offer instructors

Dr. Jeffery M. Saul is a physics edu-
cation researcher and Assistant
Professor of Physics at UCF.  His
research and teaching focus on activ-
ity-based instruction with minimal
lecture in introductory physics and
physical science classes.  For more
information on his projects, go to
<www.physics.ucf.edu/~peg> or
email him at saul@physics.ucf.edu.

An Activity-based Curriculum for Large
Introductory Physics Classes
Jeff Saul

another choice by replacing the lecture/laboratory format
with 4-6 hours of activity-based instruction per week, typi-
cally in 2-hour blocks. Since the entire class is taught in the
same room with the same students and instructors in each
class, the laboratory and other activities can be arranged to
build on one another in sequence for greater learning impact
than when taught in a small section running parallel to the
lecture course. As with the research-based curricula
described above, the students work through the activities in
groups of 3-4 students each. However, both the activities and
the classroom have been modified for larger student/faculty
ratios of 25-33 to 1, which permits class sizes of 50-120 stu-
dents. Thus SCALE-UP makes it practical to offer activity-
based classes with integrated hands-on labs even at large uni-
versities like NC State and UCF where thousands of students
are enrolled in the introductory physics classes each year.
This type of class takes advantage of cooperative learning
techniques and helps students form learning communities
which can make education at large universities seem much
less impersonal, particularly for students taking mainly large
introductory classes in their freshman and sophomore years.

The main learning objective of the SCALE-UP courses is to
help students build a good functional understanding of
physics and develop problem-solving skills so that they can
use what they learn to solve problems in new contexts. This
objective can be broken into the following 6 measurable out-
comes.

Students should:
1. understand and be able to apply fundamental 

physics concepts. 
2. begin to develop expert-like problem solving skills.
3. be able to address and solve complex problems.
4. improve communication, interpersonal, questioning,

& teamwork skills.

FACULTY FOCUS

4. An interactive, and collaborative learning community: Each time a student posts to the discussion board, other stu-
dents and the instructor gain knowledge through information sharing or full bibliographic source citations.  

Scope and Impact 
Bring Your Own Bibliography has the potential to broaden the reading resources and knowledge base of students and faculty.
The bibliography, whether or not annotated, that results from these interactive and collaborative posts can be synthesized for
distribution, not only to the class, but to external audiences who may have an interest in the given topic area.

Transferability 
Bring Your Own Bibliography can be readily transferred to any level of instruction in which students are required to act, inter-
act, and react (in writing) on a given topic using sources from the literature.

Effectiveness (Time and Cost) 
21st century teaching and learning environments encourage the use of the Internet/web and electronic databases for source cita-
tions and references.  Bring Your Own Bibliography saves time for both students and instructors in web searches and web
quests for relevant source citations.  Each student collaboratively builds a substantive bibliography for a given topic or area of
discussion.  Student feedback indicates that the shared resources and sense of community is admirably contributive to a posi-
tive learning experience.

Reference
Moore, M. G. & Kearsley, G. (1996).  Distance education: A systems view.  Belmont, CA: Wadsworth.
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5. develop good laboratory skills including being able 
to design, carry out, and analyze an experiment.

6. use computers to look up information, take and 
analyze data, run simulations, and to develop 
mathematical models of physical situations.

In addition, we also wanted to reduce the high failure rate
(>25%) of introductory physics students and have students
perceive the SCALE-UP classes as a positive physics learn-
ing experience. 

For 3 years, the SCALE-UP team at NC State and UCF have
worked with both semesters of the calculus-based physics
sequence using specially designed multimedia classroom for
54 students at NC State and for 40 students at UCF to teach
the introductory physics course for engineering majors (see
Figures 1 & 2 <www.fctl.ucf.edu/focus>). This was an inter-
mediate step to the full-sized SCALE-UP classes (100 stu-
dents at NC State and 80 students at UCF) of which the NC
State classroom in figure 3 is the first. Both the laptops and
the round tables are key elements for working with large stu-
dent-to-faculty ratios. They both encourage student groups to
exchange information with one another letting the students
help each other when instructors are working with other
tables. In addition, the table arrangement aids in the distribu-
tion and collection of class materials while closing the lap-
tops removes them as a distraction during class discussions.

The curriculum materials include adaptations of research-
based/informed activities from the physics education litera-
ture to the SCALE-UP classroom as well as activities devel-
oped specifically for SCALE-UP. The
curriculum consists of short lab activ-
ities and problems, real-world group
problems, and longer lab activities.
Technology is used only when it
improves student learning or class-
room management. A SCALE-UP
instructor's manual with step-by-step
guide to activities and student materi-
als is available online.4

In 4 years of teaching SCALE-UP
classes, we have seen the following improvements compared
with students in the regular lecture classes:5

Improved performance (2-4x the normalized gain) 
on nationally-normed concept tests and conceptual 
exam problems, 
Better scores on common exam problems (SCALE-
UP students outperform their peers on at least two-
thirds of common exam problems), 
Significant gains on conceptual exam questions that 
target particularly robust student difficulties,
Student responses to exam problems and think-
aloud interviews show that SCALE-UP students 
demonstrate increased ability to address complex 
problems in new contexts by using an expert-like 

problem solving strategy, 
Observations of students working "on task"
practicing good teamwork and communication 
skills, 
Observations of students making coherent class pre-
sentations of their solutions to complex problems,
Students asking more and deeper questions on the 
course material during class,6
Most SCALE-UP classes performed at least one
laboratory activity where they designed and carried 
out an experiment to answer an open-ended ques-
tion,
The SCALE-UP students demonstrated better atten-
dance (> 85%) and 
The overall course failure rate7 was cut in half-even 
as we demanded higher performance and more work
from the students.

Females and minorities seem to especially benefit from this
new learning environment. Their respective failure rates
dropped to 1/3 and 1/4 of the rates in our traditional sections
of these courses. In focus groups, in interviews with visiting
faculty, and in department evaluations, SCALE-UP students
indicate they recognize they are doing more work than the
regular classes, but they feel it is worth it because they are
developing a deeper understanding of the course material.8
Over 70% of the students prefer SCALE-UP to traditional
lectures.

Word of SCALE-UP's success is spreading. SCALE-UP
classes in chemistry and physical science have been taught at

UCF and NC state. In
addition, over 20 faculty
and administrators from
other institutions have
come to visit the recently
completed UCF SCALE-
UP classroom. In addi-
tion, 11 other colleges
and universities includ-
ing MIT have committed
to adopting this approach
for introductory physics

classes and are expected to offer their own SCALE-UP class-
es by the end of the current academic year.9 Even though
most of the interest expressed so far has been in physics, it is
important to realize that the SCALE-UP approach to intro-
ductory courses of up to 120 students has the potential to rad-
ically change the way classes that make use of collaborative
learning and in-class activities as well as student use of
multi-media technology are taught at large colleges and uni-
versities.1

“The main learning objective of the
SCALE-UP courses is to help students

build a good functional understanding of
physics and develop problem-solving
skills so that they can use what they

learn to solve problems in new contexts.”

Kevin Haran, Instruc-
tor of Art (Drawing)
M.F.A., University of
Tennessee. Kevin
Haran has a B.F.A. in
Studio Art and a B.A.
degree in Art History
from the University
of Central Florida. He
earned an M.F.A.

degree in Painting/Drawing from the University of
Tennessee, Knoxville in 1991. Haran was Associate
Curator of Education at the Knoxville Museum of Art
and currently teaches studio art at the University of
Central Florida. He is also the Gallery Director at UCF
and Director of the Art Department outreach program
PAVE.

Suggested Reading from the Faculty Center
Library
Thinking about Teaching and Learning: Developing Habits
of Learning with First Year College and University Students
by Robert Leamnson

Leamnson supports claims by many college instructors that
teaching first year students is becoming more difficult
because students are less prepared.  Prior efforts at remedia-
tion and "transferring" skills, however, are not encouraging,
A more effective strategy, he insists, is to focus on the central
obstacle to student success-language use.  He believes most
of what is packaged as "new" pedagogical tools are simply
repackaged old teaching strategies now formalized and vali-
dated.  Technologies and techniques are generally peripheral
to core issues of interactive teaching which build upon dis-
course.  He urges instructors to clearly articulate their teach-
ing philosophy and their definition of learning, to restructure
their pedagogy around the language of their discourse, to
know their students well, to believe in their mission, and to
embrace the hard work of achieving long-term goals.
Leamnson situates his argument within the context of brain-
based learning and relies much on the work of Lev Vygotsky
and Neil Postman.  He believes most learning occurs-and
should occur-outside of the classroom, while classroom time
is best spent in activities which inspire the student to "strug-
gle with the discipline, both inside and outside the class-
room."  The instructor should use a variety of delivery meth-
ods, shifting from one to another as appropriate and to avoid
establishing routines.  He continues with a discussion of
technologies in education, writing as a teaching and learning
technology, the computer, the web, etc.  But no technology,

Winter Faculty Development Conference
Submissions for the Winter Conference are in. This year, teams of faculty have been encouraged to submit a sin-
gle proposal that will 1) impact several courses within a curriculum, 2) address interdisciplinarity across courses,
and/or 3) deal with the development of service learning. We hope that this new model will encourage significant
and sustainable curricular change.  The Winter Conference runs 10 - 12th December, 2002.

Summer Faculty Development Conference: Apr 28 - May 2
The Faculty Center for Teaching and Learning will provide a limited number of grants for faculty who are trans-
forming courses along the lines of linked courses, service learning, large classes, etc.  Faculty from all colleges
are invited to apply.  Please submit your RFP to fctl@mail.ucf.edu by February 7, 2003.  The RFP can be found
at the FCTL website <www.fctl.ucf.edu>.

Collaborative Learning & Studio Classroom, Spring Series:  Jan 24, Feb 7, Mar 7, Apr 4
The Faculty Center for Teaching and Learning is calling for submission of proposals by any UCF faculty who has
an interest in collaborative learning in any teaching environment or an interest in teaching a course in one of the
studio classrooms in the Classroom Building (CL1).  Faculty will participate in four workshops (total of 12 hours)
and receive support from staff in the Faculty Center and OIR as they develop new approaches and materials for
their classes.  Academic Affairs, the Faculty Center and OIR will provide grants for faculty who are transforming
their classes to take full advantage of the new collaborative learning with technology rooms in CL1.   Please sub-
mit your RFP to fctl@mail.ucf.edu by January 24, 2003.  The RFP can be found at the FCTL website
<www.fctl.ucf.edu>.

Faculty Center Funding Opportunities

he claims, can solve society's or education's problems.
Leamnson concludes with a call to focus on the humanity of
teaching, on critical self-assessment, on life-long learning,
and on finding the middle road.

Faculty Center Showcases
UCF Artist Kevin Haran

Come by the Faculty Center in CL1-207 to view some of
Kevin Haran's artwork.  Additionally, we extend an invitation
to all faculty artists to consider showing some of their work
at the center.

Dr. Saul’s References and Figures can be found at
<www.fctl.ucf.edu/focus>.

http://www.fctl.ucf.edu/focus/2002/Saul_article.pdf
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UCF Service Learning
WWee nneeeedd ttoo hheeaarr ffrroomm yyoouu.. Please notify Eric Main at the
Faculty Center if you are currently (or have recently) incor-
porated a service learning component in your course.  For
this request, you may interpret the idea of service learning
liberally.  The information will be directed to the Campus
Compact Grant Committee (UCF’s Service Learning initi-
atve).

Faculty Forum
At a recent conference on teaching and learning a faculty
member presented his research on how he started to help fac-
ulty at his institution become motivated to think about their
teaching practices. The first question he asked the faculty
was: Imagine a teaching and learning environment where you
could have anything you wanted. What would it look like?
The ideas and suggestions that were submitted started a dis-
cussion across campus about the role of teaching and learn-
ing, the diversity of students, their level of preparation, as
well as types of facilities and support services on campus. I
have asked the same question in this month's Faculty Forum
to initiate the same type of discussion among peers at UCF.
Take a moment to reflect on this question and then write your
thoughts on what you a great learning environment means to
you. You could win a digital camera for your ideas.
Go to <www.fctl.ucf.edu/forum>.

Faculty Forum October Winner
We had excellent submissions for last month's Faculty Forum
question, which was "What is your teaching philosophy and
how do you implement it?" It was hard for the committee to
decide on a winner. Congratulations go to Ruby Evans, the
winner of a digital camera, for her philosophy and implemen-
tation ideas. The participants have all been willing to have
their philosophies put into out "Best Practices" page at
<www.fctl.ucf.edu>, so if you are thinking about generating
your own teaching philosophy, you have some examples to
look at.

Faculty Center Initiatives

One of the Faculty Center's pedagogical initiatives centers on
the theme of interdisciplinarity.  We recognize that the kinds
of problems upon which higher education focuses its disci-
pline-specific and collective efforts arise from complex,
dynamic, and interdependent relationships between peoples
and between people and their environments.   And we recog-
nize that learners, as problem solvers, need deep and broad
understandings of interdependent systems and the ways
humans influence and negotiate complex systems. We there-
fore propose coordinated efforts between faculty and
between programs of study to effectively address these prob-
lems and to effectively teach future problem solvers.  The
Faculty Center will present many perspectives on this theme
in future publications, workshops, and course transformation
opportunities.  Working with other support units and univer-
sity administration, the Faculty Center will help facilitate the
Service Learning initiative as well as the preparation, organ-
ization, and registration for linking courses, formerly the
LINC program.  Your suggestions and participation are need-
ed.  Please contact us if you are interested.

Faculty participants in the Faculty Development Summer
Institute 2002 are reminded that their final reports of progress
on course/curricular innovations are due to be submitted not
later than Friday, January 10, 2003.  Please see the template
provided to you during the Institute, complete all sections
and submit an electronic copy to fctl@mail.ucf.edu.  Be sure
to include the names of all team members. Please contact our
office if any assistance is needed.

FYI:  TEACH Act Becomes Law

On November 2nd President Bush signed the Technology,
Education, and Copyright Harmonization Act (TEACH Act)
into law in H.R. 2215. The Act amends copyright law to
allow nonprofit educational institutions to use the Internet to
provide copyrighted material to registered students taking
part in "mediated instructional activities." Institutions utiliz-
ing TEACH are required to educate their communities on
U.S. Copyright Law, and install "reasonable" technological
protection measures to prevent the unauthorized retention
and redistribution of copyrighted material.

Copyright EDUCAUSE 11/12/02

The Center is offering faculty an opportunity to have their
teaching peer-observed. Simply contact the Center and let us
know when you would like someone to come to your class.
This is not an evaluation but rather an informal way to have
an external review of your teaching. We also offer videotap-
ing of the class if you wish. 

Classroom Observations

Interdisciplinarity

Final Reminder Summer Institute 2002
Reports

age of self-revelation as entertainment, students fed on Oprah
and Ricki see poorer versions of themselves and are
unmoved by the "whining" of captives and "clinically
depressed" Quaker converts. Students must develop cultural-
ly layered ways of looking and complicate their presentist
paradigms with those that are more consistent with early
American writers and readers.  At the same time, I must
maintain the limits of translation.  As critic Doris Sommer
writes, some texts should also remain opaque or untranslat-
able and engage us with their difference. 

To address the problem of translation, I develop web-based
assignments, drawing on the core values of feminist peda-
gogy and Women's Studies classrooms—intellectual risk-tak-
ing, student ownership of and responsibility for materials,
and the importance of collaboration among peers. In private,
small group discussion forums on WebCT, students respond
to role-playing prompts.  These prompts ask students to per-
form a sort of cultural translation, to inhabit the language of
early American women writers.  Some examples from my
lesson on Elizabeth House Trist's cryptic travel diary follow: 

Trist's travel diary breaks off just before she reaches 
Natchez.  Imagine that you do some literary 
sleuthing in archives and discover a missing page.  
What does it say?
Both Trist and Ashbridge were Quaker women who 
lived in the Philadelphia area and traveled quite a 
bit.  Ashbridge died nearly 30 years before Trist 
embarked, but Quakers believe in spiritual visions.  
Along the road, Ashbridge appears to Trist in a 
dream.  What do they discuss?  
Trist travels with a companion, Polly.  Who is she 
and, if she kept a diary, what would a page in it say?

In short sketches and monologues such as these, students
adopt the language, idioms and, consequently, try on and

practice the manners and mindsets of
early American women writers.  The
fiction of imaginary scenes enacted
in a virtual space overcomes initial
shyness and permits risk-taking (and
even hilarity and over-the-top fun)
that face-to-face meetings don't nec-
essarily enable.  Moreover, creative
responses demand a deeper level of
knowledge and preparedness.  By

occupying their roles and using their language, students must
play by many of the same rules as early American women
writers.  These linguistic and stylistic choices mirror the chal-
lenges that women authors faced as they conformed to and/or
resisted dominant cultural constructions of gender.   

As a scholar and a teacher of literature and Women's Studies,
I care deeply about the recovery of early American women's
lost words.  My students remind me that recovery occurs in a
contemporary space, and that I am, as they are, taking risks,
collaborating, and always translating.

Lisa Logan is Associate Professor of
English and, since August 2002,
Director of the Women's Studies
Program in CAS.  Her research inter-
ests include early American women's
popular fiction and personal narra-
tives of travel, captivity, domestic
abuse, and crime, and she has also
published and given workshops on
feminist pedagogy.  She teaches

courses in American Literature, Women's Literature,
Feminist Theory, and Women's Studies, all of which she
has adapted to the web.

Making it New:  Teaching Early American
Women on the Web
Lisa Logan

To most undergraduate English majors, early American
women's literature, my scholarly specialty, is a tough sell.

Most students will tell you that little of literary importance
was written before 1950 and that women's writing produced
before 1900 is certainly not "literature" and probably written
in "old or middle English."  Non-majors taking my courses to
fulfill a Women's Studies minor are surprised to learn that
17th- and 18th-century women wrote at all.   Each new
semester demands that I cut through preconceptions and even
terror of the unknown to what, how, and why early American
women wrote and why their work should matter to us today.
In navigating the scholar/student and early-/contemporary
American divides, my students and I enact a variety of bicul-
tural translation processes on a daily basis.  Curiously, and
happily, these texts, produced in a culture and a language at
once familiar and alien, seem to transform in the context of a
contemporary medium—the web.  

My students face the
challenge of translation.
What is this stuff?  How
are we supposed to ana-
lyze or interpret it, espe-
cially when it's all we
can do to understand its
literal meaning?
Because women were
wives and mothers first,
readers and writers second or third, and because they wrote
in a culture that was ambivalent toward and suspicious of
their public speech, much of their work survives in letters,
epitaphs, sampler verses, journals, diaries, household manu-
als, travelogues, captivity and slave narratives, and (Finally,
something we recognize!) novels. Students' presentist para-
digms about what counts as literature or art offer little assis-
tance with these seemingly artless artifacts.  

The problem of translation is not unique to my students.  I too
must generate strategies for translating women's writing into
contemporary terms.  It's a tricky line to walk: Steeped in the

“The fiction of imaginary scenes enacted in
a virtual space overcomes initial shyness
and permits risk-taking (and even hilarity

and over-the-top fun) that face-to-face
meetings don't necessarily enable.”
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Service learning is a union of academic study and service
to the community.  Because of my sincere belief in the

academic relevance of learning outside the classroom, I am
currently incorporating a "service
learning" component in my psycholo-
gy course, PSY3214: Research
Methods in Psychology.  In this class,
my students have an option to partic-
ipate in research studies for extra
credit.  In order to provide an alterna-
tive extra credit option, I allow serv-
ice learning to be substituted for
research participation.  I allow one
point extra credit for one hour of service learning and accept
up to 10 hours, just as I do for research participation.

The procedure for service learning is pretty simple.  First,
students find a non-profit organization and set up an arrange-
ment to volunteer.  I give a few announcements of volunteer
opportunities in class, but I am not a referral source.  Since
there are over 250 non-profit organizations in the tri-county
area that accept volunteers, it's easy for students to find vol-
unteer opportunities on their own.  In the past, students have
chosen to volunteer at area hospitals, the YMCA after-school
programs, public schools in the area, and nearby nursing
homes.  Specific organizations that have accepted volunteers
include the Orlando Regional Medical Center, the Coalition
for the Homeless, Orange County Corrections, East Side
Community Center, and the Orlando Police Department.  

After students make the arrangements, they tell me what they
will be doing.  As long as they will not be working for pay
and will be providing a service, I approve their service learn-
ing and give them a form they will use to document their
hours.  On the form I ask for the name of the organization
they will be working for, and the name and phone number of
the person who will be documenting their hours. I also ask
them to write journal entries to hand in at the end of the term

Service Learning:  A Union of Study and
Service
Cheryl Hamel
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when they turn in their form.  Through their journal entries
they describe their volunteer activities, report observations
and reflect on what they have learned. They end by stating
the value of service learning to them personally.  They can
find out more about the journal requirement by visiting my
Service Learning web page on my class web site
<http://wbi.ist.ucf.edu/hamel>.

Service learning provides an alternative to more traditional
forms of learning.  It makes psychology more relevant by
providing hands-on, real-world experience.  And because I
believe volunteering is everyone's civic duty, I am happy to
reward student volunteerism.  

Students are motivated to engage in service learning because
it gives them job experience, they have a chance to get extra
points, and most achieve a sense of self-fulfillment.  Journal
entries are usually very positive, as indicated in the following
example:  "I have always wanted to be a teacher in a foreign
language and volunteering at the middle school helped me
out in a lot of ways….  I found that patience is the key to
teaching.  This experience has not discouraged me from
teaching, but instead made me want to reach out to kids even
more."

In a Research Methods
class, voluntary participa-
tion in research studies
conducted by the
Department of Psychology
can be very enlightening.
However, I see the value
of service learning, too,
especially for those stu-

dents planning to seek employment in the social services
once they graduate. The experience gained through service
learning will look very good on a resume.

"Outstanding teaching is both a science and an art.  As
science, good teaching demands a mastery of one's

subject matter. As art, it requires passion for the con-
tent, enthusiasm for the process, and regard for the

students."

Dr. Frank E. Juge
Vice Provost for Academic Affairs

“Students are motivated to engage in
service learning because it gives them
job experience, they have a chance to
get extra points, and most achieve a

sense of self-fulfillment.”

competence in the several skill areas necessary for success in
the course. Some need remediation in basic language usage
and outlining, some lack the ability to conduct independent
research, and others have only minimal experience with com-
puters and the use of Power Point. So much time has to be
spent giving speeches in class that there is very little time left
for me to work individually with students who need extra
help in these areas. So I have developed a method for group-
ing students that allows them to share and learn from the
skills of others.

Innovation
My students form groups
to combine their skills in
several "functional" and
"personal" areas. This
reduces the time I need to
spend in remediation and
motivation and gives me
more time to spend teach-
ing the theory and application of communication. I have tried
several approaches to grouping but "skill-sharing" is by far
the most powerful method I have found. It takes about one-
hour of class time to form the groups and only periodic mon-
itoring after the first few weeks of class. Students soon devel-
op bonds with other students whose strengths complement
their deficiencies. This often evolves into "mutual admira-
tion" throughout the class. Some students develop a class-
wide reputation as "the expert" in a certain area. No one goes
through the class feeling left behind or permanently disad-
vantaged by a deficiency.

Implementation
To form Skill-Sharing Groups, I first assess self- perception
of skill in five "functional" areas (Generating Ideas, Research
and Citation, Writing and Outlining, Computer Applications,
and Power Point) and five "personal" areas (self-discipline,
creativity, punctuality, organization, and confidence).
Students fill out a simple questionnaire in which they rank
their skill in these areas from 1 (lowest) to 5 (highest). This
assessment is done during the first week of class.

I ask a student to compile the data into a class profile. Each
student's name appears on the profile with the self-assigned
rankings. This profile is published and distributed to every-
one in the class. I explain that during the third week of class,
after the first speech, we will form "support groups" so it is
important for everyone to get to know other students who
complement their skills. Once the groups are formed, I will
get a list of the members with their e-mail addresses. This
way I can communicate with them privately about their
progress, the need to confer with another group member on
problem areas, or concerns I have about the group. 

An ideal group is one in which all possible strengths and
weaknesses "cancel each other out." An ideal group will have
a 1 through 5 in all the functional and personal areas.
Because some students choose personality over performance,

rarely are groups ideal. But I will approve a group as long as
it includes sufficient skill diversity to achieve the goal.

Why don't I just assign students to groups? Research has
shown that students are more likely to accept ownership of a
process when given choice. In my own experience I know
that students are happier in groups they have chosen. I some-
times advise students on which group they should join if their
first speech indicates their self-perceptions are inaccurate. I
also reserve the right to move people to other groups as cir-
cumstances and their behavior dictate. 

In preparation for each speech, I high-
light the areas where group support is
most needed. I also encourage stu-
dents to share experience and advice
with the whole class. For example,
when I assign the first researched
speech, I ask the strong researchers to
lead a class activity in which they

brainstorm a topic, develop a research list, and evaluate the
credibility of sources. When we prepare for the Informative
Speech using Power Point as a visual aid, I ask the strong
Power Point users to help me teach the introduction to Power
Point. 

Assessment
The best part of skill-sharing is that the end products, their
speeches, are quality controlled by the group. Everyone in
the group can ask their "outline expert" to check their format
before they finalize it. Everyone can get a check on the com-
pleteness of their citations before I see them. Everyone can
call someone in the group for help with Power Point or find-
ing a novel topic or coming up with a powerful introduction.
And the group feels it has succeeded when everyone does a
great job. While I do not encourage competition between
groups (in fact, I try to discourage it) the end result is collec-
tive pride in the quality of speeches given by members of the
group. 

Conclusion
My next goal is to get students to form on-line groups using
Web-CT or E-Groups. This will make out-of-class-interac-
tion easier!

Faculty Library Contributions

The Faculty Center is in the process of adding to its
library collection and needs your help.  If you have
books or videos that you have found useful to your
teaching and would like to share those resources with
other teachers, please donate them to the Faculty
Center.  Also, many instructors receive complimenta-
ry desk copies throughout the year from publishers but
do not keep them.  If you believe the texts would
prove useful to someone else, give us a call and we
will pick them up.  We will accept any book donations,
but if we receive duplicate copies or texts not relevant
to our faculty, we will donate them to "Children
International," a non-profit group that seeks to help
children in dire poverty.  Thank you.

“This reduces the time I need to spend in
remediation and motivation and gives

me more time to spend teaching the the-
ory and application of communication.”

http://wbi.ist.ucf.edu/hamel
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templation, I submit to you what I consider to be the essen-
tial elements for smart, engaging, and purposeful instruction.

Passionate
Good teachers are passionate. They believe that what they are
teaching, and in essence, doing, are of paramount importance
to not only their own edification, but to the learning of oth-
ers. They believe that their love for their subject matter
imbues them with a sense of purpose, and that their love and
enthusiasm for their teaching about their subject matter can
be translated to others. 

Strong, dedicated, passionate teachers are the living embodi-
ments of their subject matters. We all remember teachers in
our lives who, somehow, seemed to be emblematic of their
discipline. They imbued their love for their discipline in
everything they did—from writing memos to lecturing on the
fine points of their subject matter—and they filled their class-
es with an enthusiasm for “learning for the sake of learning.”

Moreover, their joy and passion for instruction seemed to
infect others. You were excited about their subject matter
because they were. You felt the thrill of their exploration and
explanation of their interests because, somehow, they trans-
lated that sheer ecstasy for learning—even something you
might not have ever considered interesting—onto your being,
making you feel, somewhat, the same joy and enthusiasm
that they did for their own subject matter.

This joy—this sheer, unbridled, and unencumbered passion
for learning for the sake of learning—is what defines master-
ful teachers. You know that these folk—sometimes, rare and
far in-between—are not just going through the motions of

teaching, but are the “living embodi-
ments of their art” and the “passionate
leaders of their discipline.” They are
rare souls, often-unsung heroes, but
when encountered, they fill our souls
with a lifetime of precious and endur-
ing memories.

Compassionate
Good teachers are compassionate.

They realize instinctively that their students come before
their subject matter. They realize that what they know is not
what matters most; it is what their students know. Yes, they
have standards, and yes, they value knowledge, but what they
value more is understanding.

Compassionate teachers recognize that knowledge for
knowledge's sake is not a goal in and of itself, but simply a
means to ignore the realities of instruction. For what good is
teaching if teachers do not recognize “whom” they are teach-
ing? Yes, we can impress our students with what we know,
and we can assess their knowledge in a multitude of ways to
determine what they know, but what good is all this assess-
ment if we really do not know what our students are capable
of knowing? Good teachers recognize that every class and

What Makes a Good Teacher?
Passionate, Compassionate, and
Dispassionate
Jeff Kaplan

Jeffrey S. Kaplan, Ph.D. Associate
Professor of Educational Studies,
College of Education, and Senior
Faculty Fellow, Office of Academic
Affairs (2002-03). His research inter-
ests include curriculum-decision mak-
ing, reflective practice, and analysis
of critical issues in education.

Ihave been teaching all my life.  Or at least, from the age of
15.  I began at a summer camp as counselor-in-training,

and I have never really done any other work since. (Oh, yes,
I was an usher in a movie theatre once, but not for long. Just
as long as to memorize practically the entire original
Charleton Heston movie of Planet of the Apes, but that is
another story.)

No, my teaching career began at 15 years of age at a 4-H
summer sleep-away camp in Riverhead, New York, on the
northeastern shore of Long Island. There, I taught science
(not for any deep abiding love for science, but because they
had an opening for a science teacher, and I wanted to teach),
spent about 10 glorious summers (first as counselor, then unit
leader, then camp director), and there, across a crowded
campfire, I met my wife, another dedicated and passionate
teacher.

In the intervening years,
I have taught nearly
every grade level, and
sometimes, it seems
nearly every subject.
When I taught middle
school and high school, I
taught English, and
drama, but as schools are
wont to be, teachers usually tutor young people in everything
imaginable—as situations and circumstances warrant.

I have also had the privilege of observing teachers in action.
As both a public school and college education instructor, I
have visited schools and seen young and old alike, practicing
the art and craft of teaching, and have always remained
amazed at the dedication, effort, and time required to do this
job “just right.”

With this in mind, I have developed a “guide” for what
makes a good teacher. (We all have theories; please indulge
mine). It is by no means inclusive, and of course, added
ingredients for what makes good teaching can always be
added to the mix, but after now years of observation and con-

“Yes, they love their subject matter, and
yes, they feel for their students, but

above all, they recognize that they must
be impartial observers of their students'

performance.”

individual comes with their own set of unique problems, and
that their inconsistencies and contradictions make for inter-
esting, engaging, and above all, compassionate instruction.

For if students have concerns—about lectures, readings,
assignments—it is the instructor's job to make sure that these
questions are not only answered, but the reason for those
questions to be asked in the first place, are learned. No stu-
dent should feel that they are arbitrary students in a sea of
nameless faces. Instead, good teachers recognize the individ-
uality of their students—even in a sea of seemingly thou-
sands,—and these same good teachers, find ways to make the
seemingly impersonal seem most personal.

Moreover, good teachers recognize that often their students
are coming to their subject matter for, what seems to them,
the very first time. Even if they have had their discipline in
high school or earlier, good teachers recognize that these
very same students might have accidentally forgotten all they
knew. Knowing something for a test and remembering some-
thing about the same material years later are two disparate
phenomena. Good teachers know this. Bad teachers assume
too much.

Dispassionate
Above all, though, good teachers are dispassionate creatures.
Yes, they love their subject matter, and yes, they feel for their
students, but above all, they recognize that they must be
impartial observers of their students' performance.

They cannot play favorites, or do for one what they do not do
for another. Instead, they must recognize—like a judge on the
bench—that every student should be treated with the same
respect and accord as everyone is duly warranted. They must
recognize that teaching is really playing a delicate balance—
between passion and compassion—and that such practice
takes years of experience and intuition to perfect. 

Good teachers recognize that even seemingly good students
falter, and that no matter how difficult it might be to penalize
such students, that often, it is necessary. Although we would
like to reward all students equally, it, unfortunately, does not
follow through in practice, and that sometimes even our sup-
posed “best students” fail us, and the disappointment can be
real, significant, and heartbreaking.

This is not an easy task. There are always—no matter what
we teach or who we are—students we favor, and exceptions
we would love to make—but, we know, that often making
exceptions can lead to unfortunate consequences.

This does not mean that teachers should never make excep-
tions. It just means that, when they are made, proper justifi-
cation can be said.

Conclusion
Teaching—good, smart, compassionate instruction—takes a
lifetime to perfect. "Artistry in teaching involves three com-

ponents: a) pursuing educational aims of high worth, (b)
using creative ways to achieve these aims, and (c) pursuing
these aims with skill and dexterity." (Rubin, 1985) 

Knowing what to say and when to say it is an art in and of
itself. Sometimes a lifetime of great teaching can be erased
by a careless slip of the tongue or an inept or uninformed
consideration. That is why good teachers imbue their teach-
ing with a sense of purpose and style. They fill their class-
rooms with their own passion for learning, with their own
compassion for the instruction of others, and with their own
principled and modeled excellence for the pursuit of truth—
for all those they teach.

Such teachers are rare, but when encountered, their presence
lasts a lifetime.

Reference
Rubin, L. (1985). Artistry in teaching. New York: Random House.

Context

To group or not to group? Is that the question? It shouldn't
be. More than 50 years of research in group dynamics,

instructional communities, and collaborative learning has
shown that grouping students increases the amount of learn-
ing, improves retention of information, increases course
completion rates and insures a more positive attitude toward
subject matter. The real question is how to group students to
maximize these positive outcomes while minimizing the
"hassle" that teachers often associate with classroom groups.
In my speech classes I have developed a grouping scheme
that does both.

When students arrive in my required Fundamentals of
Speech class, they are operating at many different levels of

Skill Sharing:  A Power Tool for Learning in
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active. Currently, she is hoping to develop a speech com-
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templation, I submit to you what I consider to be the essen-
tial elements for smart, engaging, and purposeful instruction.

Passionate
Good teachers are passionate. They believe that what they are
teaching, and in essence, doing, are of paramount importance
to not only their own edification, but to the learning of oth-
ers. They believe that their love for their subject matter
imbues them with a sense of purpose, and that their love and
enthusiasm for their teaching about their subject matter can
be translated to others. 

Strong, dedicated, passionate teachers are the living embodi-
ments of their subject matters. We all remember teachers in
our lives who, somehow, seemed to be emblematic of their
discipline. They imbued their love for their discipline in
everything they did—from writing memos to lecturing on the
fine points of their subject matter—and they filled their class-
es with an enthusiasm for “learning for the sake of learning.”

Moreover, their joy and passion for instruction seemed to
infect others. You were excited about their subject matter
because they were. You felt the thrill of their exploration and
explanation of their interests because, somehow, they trans-
lated that sheer ecstasy for learning—even something you
might not have ever considered interesting—onto your being,
making you feel, somewhat, the same joy and enthusiasm
that they did for their own subject matter.

This joy—this sheer, unbridled, and unencumbered passion
for learning for the sake of learning—is what defines master-
ful teachers. You know that these folk—sometimes, rare and
far in-between—are not just going through the motions of

teaching, but are the “living embodi-
ments of their art” and the “passionate
leaders of their discipline.” They are
rare souls, often-unsung heroes, but
when encountered, they fill our souls
with a lifetime of precious and endur-
ing memories.

Compassionate
Good teachers are compassionate.

They realize instinctively that their students come before
their subject matter. They realize that what they know is not
what matters most; it is what their students know. Yes, they
have standards, and yes, they value knowledge, but what they
value more is understanding.

Compassionate teachers recognize that knowledge for
knowledge's sake is not a goal in and of itself, but simply a
means to ignore the realities of instruction. For what good is
teaching if teachers do not recognize “whom” they are teach-
ing? Yes, we can impress our students with what we know,
and we can assess their knowledge in a multitude of ways to
determine what they know, but what good is all this assess-
ment if we really do not know what our students are capable
of knowing? Good teachers recognize that every class and
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Ihave been teaching all my life.  Or at least, from the age of
15.  I began at a summer camp as counselor-in-training,

and I have never really done any other work since. (Oh, yes,
I was an usher in a movie theatre once, but not for long. Just
as long as to memorize practically the entire original
Charleton Heston movie of Planet of the Apes, but that is
another story.)

No, my teaching career began at 15 years of age at a 4-H
summer sleep-away camp in Riverhead, New York, on the
northeastern shore of Long Island. There, I taught science
(not for any deep abiding love for science, but because they
had an opening for a science teacher, and I wanted to teach),
spent about 10 glorious summers (first as counselor, then unit
leader, then camp director), and there, across a crowded
campfire, I met my wife, another dedicated and passionate
teacher.

In the intervening years,
I have taught nearly
every grade level, and
sometimes, it seems
nearly every subject.
When I taught middle
school and high school, I
taught English, and
drama, but as schools are
wont to be, teachers usually tutor young people in everything
imaginable—as situations and circumstances warrant.

I have also had the privilege of observing teachers in action.
As both a public school and college education instructor, I
have visited schools and seen young and old alike, practicing
the art and craft of teaching, and have always remained
amazed at the dedication, effort, and time required to do this
job “just right.”

With this in mind, I have developed a “guide” for what
makes a good teacher. (We all have theories; please indulge
mine). It is by no means inclusive, and of course, added
ingredients for what makes good teaching can always be
added to the mix, but after now years of observation and con-

“Yes, they love their subject matter, and
yes, they feel for their students, but

above all, they recognize that they must
be impartial observers of their students'

performance.”

individual comes with their own set of unique problems, and
that their inconsistencies and contradictions make for inter-
esting, engaging, and above all, compassionate instruction.

For if students have concerns—about lectures, readings,
assignments—it is the instructor's job to make sure that these
questions are not only answered, but the reason for those
questions to be asked in the first place, are learned. No stu-
dent should feel that they are arbitrary students in a sea of
nameless faces. Instead, good teachers recognize the individ-
uality of their students—even in a sea of seemingly thou-
sands,—and these same good teachers, find ways to make the
seemingly impersonal seem most personal.

Moreover, good teachers recognize that often their students
are coming to their subject matter for, what seems to them,
the very first time. Even if they have had their discipline in
high school or earlier, good teachers recognize that these
very same students might have accidentally forgotten all they
knew. Knowing something for a test and remembering some-
thing about the same material years later are two disparate
phenomena. Good teachers know this. Bad teachers assume
too much.

Dispassionate
Above all, though, good teachers are dispassionate creatures.
Yes, they love their subject matter, and yes, they feel for their
students, but above all, they recognize that they must be
impartial observers of their students' performance.

They cannot play favorites, or do for one what they do not do
for another. Instead, they must recognize—like a judge on the
bench—that every student should be treated with the same
respect and accord as everyone is duly warranted. They must
recognize that teaching is really playing a delicate balance—
between passion and compassion—and that such practice
takes years of experience and intuition to perfect. 

Good teachers recognize that even seemingly good students
falter, and that no matter how difficult it might be to penalize
such students, that often, it is necessary. Although we would
like to reward all students equally, it, unfortunately, does not
follow through in practice, and that sometimes even our sup-
posed “best students” fail us, and the disappointment can be
real, significant, and heartbreaking.

This is not an easy task. There are always—no matter what
we teach or who we are—students we favor, and exceptions
we would love to make—but, we know, that often making
exceptions can lead to unfortunate consequences.

This does not mean that teachers should never make excep-
tions. It just means that, when they are made, proper justifi-
cation can be said.

Conclusion
Teaching—good, smart, compassionate instruction—takes a
lifetime to perfect. "Artistry in teaching involves three com-

ponents: a) pursuing educational aims of high worth, (b)
using creative ways to achieve these aims, and (c) pursuing
these aims with skill and dexterity." (Rubin, 1985) 

Knowing what to say and when to say it is an art in and of
itself. Sometimes a lifetime of great teaching can be erased
by a careless slip of the tongue or an inept or uninformed
consideration. That is why good teachers imbue their teach-
ing with a sense of purpose and style. They fill their class-
rooms with their own passion for learning, with their own
compassion for the instruction of others, and with their own
principled and modeled excellence for the pursuit of truth—
for all those they teach.

Such teachers are rare, but when encountered, their presence
lasts a lifetime.
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To group or not to group? Is that the question? It shouldn't
be. More than 50 years of research in group dynamics,

instructional communities, and collaborative learning has
shown that grouping students increases the amount of learn-
ing, improves retention of information, increases course
completion rates and insures a more positive attitude toward
subject matter. The real question is how to group students to
maximize these positive outcomes while minimizing the
"hassle" that teachers often associate with classroom groups.
In my speech classes I have developed a grouping scheme
that does both.

When students arrive in my required Fundamentals of
Speech class, they are operating at many different levels of
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Service learning is a union of academic study and service
to the community.  Because of my sincere belief in the

academic relevance of learning outside the classroom, I am
currently incorporating a "service
learning" component in my psycholo-
gy course, PSY3214: Research
Methods in Psychology.  In this class,
my students have an option to partic-
ipate in research studies for extra
credit.  In order to provide an alterna-
tive extra credit option, I allow serv-
ice learning to be substituted for
research participation.  I allow one
point extra credit for one hour of service learning and accept
up to 10 hours, just as I do for research participation.

The procedure for service learning is pretty simple.  First,
students find a non-profit organization and set up an arrange-
ment to volunteer.  I give a few announcements of volunteer
opportunities in class, but I am not a referral source.  Since
there are over 250 non-profit organizations in the tri-county
area that accept volunteers, it's easy for students to find vol-
unteer opportunities on their own.  In the past, students have
chosen to volunteer at area hospitals, the YMCA after-school
programs, public schools in the area, and nearby nursing
homes.  Specific organizations that have accepted volunteers
include the Orlando Regional Medical Center, the Coalition
for the Homeless, Orange County Corrections, East Side
Community Center, and the Orlando Police Department.  

After students make the arrangements, they tell me what they
will be doing.  As long as they will not be working for pay
and will be providing a service, I approve their service learn-
ing and give them a form they will use to document their
hours.  On the form I ask for the name of the organization
they will be working for, and the name and phone number of
the person who will be documenting their hours. I also ask
them to write journal entries to hand in at the end of the term
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when they turn in their form.  Through their journal entries
they describe their volunteer activities, report observations
and reflect on what they have learned. They end by stating
the value of service learning to them personally.  They can
find out more about the journal requirement by visiting my
Service Learning web page on my class web site
<http://wbi.ist.ucf.edu/hamel>.

Service learning provides an alternative to more traditional
forms of learning.  It makes psychology more relevant by
providing hands-on, real-world experience.  And because I
believe volunteering is everyone's civic duty, I am happy to
reward student volunteerism.  

Students are motivated to engage in service learning because
it gives them job experience, they have a chance to get extra
points, and most achieve a sense of self-fulfillment.  Journal
entries are usually very positive, as indicated in the following
example:  "I have always wanted to be a teacher in a foreign
language and volunteering at the middle school helped me
out in a lot of ways….  I found that patience is the key to
teaching.  This experience has not discouraged me from
teaching, but instead made me want to reach out to kids even
more."

In a Research Methods
class, voluntary participa-
tion in research studies
conducted by the
Department of Psychology
can be very enlightening.
However, I see the value
of service learning, too,
especially for those stu-

dents planning to seek employment in the social services
once they graduate. The experience gained through service
learning will look very good on a resume.

"Outstanding teaching is both a science and an art.  As
science, good teaching demands a mastery of one's

subject matter. As art, it requires passion for the con-
tent, enthusiasm for the process, and regard for the

students."

Dr. Frank E. Juge
Vice Provost for Academic Affairs

“Students are motivated to engage in
service learning because it gives them
job experience, they have a chance to
get extra points, and most achieve a

sense of self-fulfillment.”

competence in the several skill areas necessary for success in
the course. Some need remediation in basic language usage
and outlining, some lack the ability to conduct independent
research, and others have only minimal experience with com-
puters and the use of Power Point. So much time has to be
spent giving speeches in class that there is very little time left
for me to work individually with students who need extra
help in these areas. So I have developed a method for group-
ing students that allows them to share and learn from the
skills of others.

Innovation
My students form groups
to combine their skills in
several "functional" and
"personal" areas. This
reduces the time I need to
spend in remediation and
motivation and gives me
more time to spend teach-
ing the theory and application of communication. I have tried
several approaches to grouping but "skill-sharing" is by far
the most powerful method I have found. It takes about one-
hour of class time to form the groups and only periodic mon-
itoring after the first few weeks of class. Students soon devel-
op bonds with other students whose strengths complement
their deficiencies. This often evolves into "mutual admira-
tion" throughout the class. Some students develop a class-
wide reputation as "the expert" in a certain area. No one goes
through the class feeling left behind or permanently disad-
vantaged by a deficiency.

Implementation
To form Skill-Sharing Groups, I first assess self- perception
of skill in five "functional" areas (Generating Ideas, Research
and Citation, Writing and Outlining, Computer Applications,
and Power Point) and five "personal" areas (self-discipline,
creativity, punctuality, organization, and confidence).
Students fill out a simple questionnaire in which they rank
their skill in these areas from 1 (lowest) to 5 (highest). This
assessment is done during the first week of class.

I ask a student to compile the data into a class profile. Each
student's name appears on the profile with the self-assigned
rankings. This profile is published and distributed to every-
one in the class. I explain that during the third week of class,
after the first speech, we will form "support groups" so it is
important for everyone to get to know other students who
complement their skills. Once the groups are formed, I will
get a list of the members with their e-mail addresses. This
way I can communicate with them privately about their
progress, the need to confer with another group member on
problem areas, or concerns I have about the group. 

An ideal group is one in which all possible strengths and
weaknesses "cancel each other out." An ideal group will have
a 1 through 5 in all the functional and personal areas.
Because some students choose personality over performance,

rarely are groups ideal. But I will approve a group as long as
it includes sufficient skill diversity to achieve the goal.

Why don't I just assign students to groups? Research has
shown that students are more likely to accept ownership of a
process when given choice. In my own experience I know
that students are happier in groups they have chosen. I some-
times advise students on which group they should join if their
first speech indicates their self-perceptions are inaccurate. I
also reserve the right to move people to other groups as cir-
cumstances and their behavior dictate. 

In preparation for each speech, I high-
light the areas where group support is
most needed. I also encourage stu-
dents to share experience and advice
with the whole class. For example,
when I assign the first researched
speech, I ask the strong researchers to
lead a class activity in which they

brainstorm a topic, develop a research list, and evaluate the
credibility of sources. When we prepare for the Informative
Speech using Power Point as a visual aid, I ask the strong
Power Point users to help me teach the introduction to Power
Point. 

Assessment
The best part of skill-sharing is that the end products, their
speeches, are quality controlled by the group. Everyone in
the group can ask their "outline expert" to check their format
before they finalize it. Everyone can get a check on the com-
pleteness of their citations before I see them. Everyone can
call someone in the group for help with Power Point or find-
ing a novel topic or coming up with a powerful introduction.
And the group feels it has succeeded when everyone does a
great job. While I do not encourage competition between
groups (in fact, I try to discourage it) the end result is collec-
tive pride in the quality of speeches given by members of the
group. 

Conclusion
My next goal is to get students to form on-line groups using
Web-CT or E-Groups. This will make out-of-class-interac-
tion easier!

Faculty Library Contributions

The Faculty Center is in the process of adding to its
library collection and needs your help.  If you have
books or videos that you have found useful to your
teaching and would like to share those resources with
other teachers, please donate them to the Faculty
Center.  Also, many instructors receive complimenta-
ry desk copies throughout the year from publishers but
do not keep them.  If you believe the texts would
prove useful to someone else, give us a call and we
will pick them up.  We will accept any book donations,
but if we receive duplicate copies or texts not relevant
to our faculty, we will donate them to "Children
International," a non-profit group that seeks to help
children in dire poverty.  Thank you.

“This reduces the time I need to spend in
remediation and motivation and gives

me more time to spend teaching the the-
ory and application of communication.”
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UCF Service Learning
WWee nneeeedd ttoo hheeaarr ffrroomm yyoouu.. Please notify Eric Main at the
Faculty Center if you are currently (or have recently) incor-
porated a service learning component in your course.  For
this request, you may interpret the idea of service learning
liberally.  The information will be directed to the Campus
Compact Grant Committee (UCF’s Service Learning initi-
atve).

Faculty Forum
At a recent conference on teaching and learning a faculty
member presented his research on how he started to help fac-
ulty at his institution become motivated to think about their
teaching practices. The first question he asked the faculty
was: Imagine a teaching and learning environment where you
could have anything you wanted. What would it look like?
The ideas and suggestions that were submitted started a dis-
cussion across campus about the role of teaching and learn-
ing, the diversity of students, their level of preparation, as
well as types of facilities and support services on campus. I
have asked the same question in this month's Faculty Forum
to initiate the same type of discussion among peers at UCF.
Take a moment to reflect on this question and then write your
thoughts on what you a great learning environment means to
you. You could win a digital camera for your ideas.
Go to <www.fctl.ucf.edu/forum>.

Faculty Forum October Winner
We had excellent submissions for last month's Faculty Forum
question, which was "What is your teaching philosophy and
how do you implement it?" It was hard for the committee to
decide on a winner. Congratulations go to Ruby Evans, the
winner of a digital camera, for her philosophy and implemen-
tation ideas. The participants have all been willing to have
their philosophies put into out "Best Practices" page at
<www.fctl.ucf.edu>, so if you are thinking about generating
your own teaching philosophy, you have some examples to
look at.

Faculty Center Initiatives

One of the Faculty Center's pedagogical initiatives centers on
the theme of interdisciplinarity.  We recognize that the kinds
of problems upon which higher education focuses its disci-
pline-specific and collective efforts arise from complex,
dynamic, and interdependent relationships between peoples
and between people and their environments.   And we recog-
nize that learners, as problem solvers, need deep and broad
understandings of interdependent systems and the ways
humans influence and negotiate complex systems. We there-
fore propose coordinated efforts between faculty and
between programs of study to effectively address these prob-
lems and to effectively teach future problem solvers.  The
Faculty Center will present many perspectives on this theme
in future publications, workshops, and course transformation
opportunities.  Working with other support units and univer-
sity administration, the Faculty Center will help facilitate the
Service Learning initiative as well as the preparation, organ-
ization, and registration for linking courses, formerly the
LINC program.  Your suggestions and participation are need-
ed.  Please contact us if you are interested.

Faculty participants in the Faculty Development Summer
Institute 2002 are reminded that their final reports of progress
on course/curricular innovations are due to be submitted not
later than Friday, January 10, 2003.  Please see the template
provided to you during the Institute, complete all sections
and submit an electronic copy to fctl@mail.ucf.edu.  Be sure
to include the names of all team members. Please contact our
office if any assistance is needed.

FYI:  TEACH Act Becomes Law

On November 2nd President Bush signed the Technology,
Education, and Copyright Harmonization Act (TEACH Act)
into law in H.R. 2215. The Act amends copyright law to
allow nonprofit educational institutions to use the Internet to
provide copyrighted material to registered students taking
part in "mediated instructional activities." Institutions utiliz-
ing TEACH are required to educate their communities on
U.S. Copyright Law, and install "reasonable" technological
protection measures to prevent the unauthorized retention
and redistribution of copyrighted material.

Copyright EDUCAUSE 11/12/02

The Center is offering faculty an opportunity to have their
teaching peer-observed. Simply contact the Center and let us
know when you would like someone to come to your class.
This is not an evaluation but rather an informal way to have
an external review of your teaching. We also offer videotap-
ing of the class if you wish. 

Classroom Observations

Interdisciplinarity

Final Reminder Summer Institute 2002
Reports

age of self-revelation as entertainment, students fed on Oprah
and Ricki see poorer versions of themselves and are
unmoved by the "whining" of captives and "clinically
depressed" Quaker converts. Students must develop cultural-
ly layered ways of looking and complicate their presentist
paradigms with those that are more consistent with early
American writers and readers.  At the same time, I must
maintain the limits of translation.  As critic Doris Sommer
writes, some texts should also remain opaque or untranslat-
able and engage us with their difference. 

To address the problem of translation, I develop web-based
assignments, drawing on the core values of feminist peda-
gogy and Women's Studies classrooms—intellectual risk-tak-
ing, student ownership of and responsibility for materials,
and the importance of collaboration among peers. In private,
small group discussion forums on WebCT, students respond
to role-playing prompts.  These prompts ask students to per-
form a sort of cultural translation, to inhabit the language of
early American women writers.  Some examples from my
lesson on Elizabeth House Trist's cryptic travel diary follow: 

Trist's travel diary breaks off just before she reaches 
Natchez.  Imagine that you do some literary 
sleuthing in archives and discover a missing page.  
What does it say?
Both Trist and Ashbridge were Quaker women who 
lived in the Philadelphia area and traveled quite a 
bit.  Ashbridge died nearly 30 years before Trist 
embarked, but Quakers believe in spiritual visions.  
Along the road, Ashbridge appears to Trist in a 
dream.  What do they discuss?  
Trist travels with a companion, Polly.  Who is she 
and, if she kept a diary, what would a page in it say?

In short sketches and monologues such as these, students
adopt the language, idioms and, consequently, try on and

practice the manners and mindsets of
early American women writers.  The
fiction of imaginary scenes enacted
in a virtual space overcomes initial
shyness and permits risk-taking (and
even hilarity and over-the-top fun)
that face-to-face meetings don't nec-
essarily enable.  Moreover, creative
responses demand a deeper level of
knowledge and preparedness.  By

occupying their roles and using their language, students must
play by many of the same rules as early American women
writers.  These linguistic and stylistic choices mirror the chal-
lenges that women authors faced as they conformed to and/or
resisted dominant cultural constructions of gender.   

As a scholar and a teacher of literature and Women's Studies,
I care deeply about the recovery of early American women's
lost words.  My students remind me that recovery occurs in a
contemporary space, and that I am, as they are, taking risks,
collaborating, and always translating.

Lisa Logan is Associate Professor of
English and, since August 2002,
Director of the Women's Studies
Program in CAS.  Her research inter-
ests include early American women's
popular fiction and personal narra-
tives of travel, captivity, domestic
abuse, and crime, and she has also
published and given workshops on
feminist pedagogy.  She teaches

courses in American Literature, Women's Literature,
Feminist Theory, and Women's Studies, all of which she
has adapted to the web.

Making it New:  Teaching Early American
Women on the Web
Lisa Logan

To most undergraduate English majors, early American
women's literature, my scholarly specialty, is a tough sell.

Most students will tell you that little of literary importance
was written before 1950 and that women's writing produced
before 1900 is certainly not "literature" and probably written
in "old or middle English."  Non-majors taking my courses to
fulfill a Women's Studies minor are surprised to learn that
17th- and 18th-century women wrote at all.   Each new
semester demands that I cut through preconceptions and even
terror of the unknown to what, how, and why early American
women wrote and why their work should matter to us today.
In navigating the scholar/student and early-/contemporary
American divides, my students and I enact a variety of bicul-
tural translation processes on a daily basis.  Curiously, and
happily, these texts, produced in a culture and a language at
once familiar and alien, seem to transform in the context of a
contemporary medium—the web.  

My students face the
challenge of translation.
What is this stuff?  How
are we supposed to ana-
lyze or interpret it, espe-
cially when it's all we
can do to understand its
literal meaning?
Because women were
wives and mothers first,
readers and writers second or third, and because they wrote
in a culture that was ambivalent toward and suspicious of
their public speech, much of their work survives in letters,
epitaphs, sampler verses, journals, diaries, household manu-
als, travelogues, captivity and slave narratives, and (Finally,
something we recognize!) novels. Students' presentist para-
digms about what counts as literature or art offer little assis-
tance with these seemingly artless artifacts.  

The problem of translation is not unique to my students.  I too
must generate strategies for translating women's writing into
contemporary terms.  It's a tricky line to walk: Steeped in the

“The fiction of imaginary scenes enacted in
a virtual space overcomes initial shyness
and permits risk-taking (and even hilarity

and over-the-top fun) that face-to-face
meetings don't necessarily enable.”

http://www.fctl.ucf.edu/forum
http://www.fctl.ucf.edu
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5. develop good laboratory skills including being able 
to design, carry out, and analyze an experiment.

6. use computers to look up information, take and 
analyze data, run simulations, and to develop 
mathematical models of physical situations.

In addition, we also wanted to reduce the high failure rate
(>25%) of introductory physics students and have students
perceive the SCALE-UP classes as a positive physics learn-
ing experience. 

For 3 years, the SCALE-UP team at NC State and UCF have
worked with both semesters of the calculus-based physics
sequence using specially designed multimedia classroom for
54 students at NC State and for 40 students at UCF to teach
the introductory physics course for engineering majors (see
Figures 1 & 2 <www.fctl.ucf.edu/focus>). This was an inter-
mediate step to the full-sized SCALE-UP classes (100 stu-
dents at NC State and 80 students at UCF) of which the NC
State classroom in figure 3 is the first. Both the laptops and
the round tables are key elements for working with large stu-
dent-to-faculty ratios. They both encourage student groups to
exchange information with one another letting the students
help each other when instructors are working with other
tables. In addition, the table arrangement aids in the distribu-
tion and collection of class materials while closing the lap-
tops removes them as a distraction during class discussions.

The curriculum materials include adaptations of research-
based/informed activities from the physics education litera-
ture to the SCALE-UP classroom as well as activities devel-
oped specifically for SCALE-UP. The
curriculum consists of short lab activ-
ities and problems, real-world group
problems, and longer lab activities.
Technology is used only when it
improves student learning or class-
room management. A SCALE-UP
instructor's manual with step-by-step
guide to activities and student materi-
als is available online.4

In 4 years of teaching SCALE-UP
classes, we have seen the following improvements compared
with students in the regular lecture classes:5

Improved performance (2-4x the normalized gain) 
on nationally-normed concept tests and conceptual 
exam problems, 
Better scores on common exam problems (SCALE-
UP students outperform their peers on at least two-
thirds of common exam problems), 
Significant gains on conceptual exam questions that 
target particularly robust student difficulties,
Student responses to exam problems and think-
aloud interviews show that SCALE-UP students 
demonstrate increased ability to address complex 
problems in new contexts by using an expert-like 

problem solving strategy, 
Observations of students working "on task"
practicing good teamwork and communication 
skills, 
Observations of students making coherent class pre-
sentations of their solutions to complex problems,
Students asking more and deeper questions on the 
course material during class,6
Most SCALE-UP classes performed at least one
laboratory activity where they designed and carried 
out an experiment to answer an open-ended ques-
tion,
The SCALE-UP students demonstrated better atten-
dance (> 85%) and 
The overall course failure rate7 was cut in half-even 
as we demanded higher performance and more work
from the students.

Females and minorities seem to especially benefit from this
new learning environment. Their respective failure rates
dropped to 1/3 and 1/4 of the rates in our traditional sections
of these courses. In focus groups, in interviews with visiting
faculty, and in department evaluations, SCALE-UP students
indicate they recognize they are doing more work than the
regular classes, but they feel it is worth it because they are
developing a deeper understanding of the course material.8
Over 70% of the students prefer SCALE-UP to traditional
lectures.

Word of SCALE-UP's success is spreading. SCALE-UP
classes in chemistry and physical science have been taught at

UCF and NC state. In
addition, over 20 faculty
and administrators from
other institutions have
come to visit the recently
completed UCF SCALE-
UP classroom. In addi-
tion, 11 other colleges
and universities includ-
ing MIT have committed
to adopting this approach
for introductory physics

classes and are expected to offer their own SCALE-UP class-
es by the end of the current academic year.9 Even though
most of the interest expressed so far has been in physics, it is
important to realize that the SCALE-UP approach to intro-
ductory courses of up to 120 students has the potential to rad-
ically change the way classes that make use of collaborative
learning and in-class activities as well as student use of
multi-media technology are taught at large colleges and uni-
versities.1

“The main learning objective of the
SCALE-UP courses is to help students

build a good functional understanding of
physics and develop problem-solving
skills so that they can use what they

learn to solve problems in new contexts.”

Kevin Haran, Instruc-
tor of Art (Drawing)
M.F.A., University of
Tennessee. Kevin
Haran has a B.F.A. in
Studio Art and a B.A.
degree in Art History
from the University
of Central Florida. He
earned an M.F.A.

degree in Painting/Drawing from the University of
Tennessee, Knoxville in 1991. Haran was Associate
Curator of Education at the Knoxville Museum of Art
and currently teaches studio art at the University of
Central Florida. He is also the Gallery Director at UCF
and Director of the Art Department outreach program
PAVE.

Suggested Reading from the Faculty Center
Library
Thinking about Teaching and Learning: Developing Habits
of Learning with First Year College and University Students
by Robert Leamnson

Leamnson supports claims by many college instructors that
teaching first year students is becoming more difficult
because students are less prepared.  Prior efforts at remedia-
tion and "transferring" skills, however, are not encouraging,
A more effective strategy, he insists, is to focus on the central
obstacle to student success-language use.  He believes most
of what is packaged as "new" pedagogical tools are simply
repackaged old teaching strategies now formalized and vali-
dated.  Technologies and techniques are generally peripheral
to core issues of interactive teaching which build upon dis-
course.  He urges instructors to clearly articulate their teach-
ing philosophy and their definition of learning, to restructure
their pedagogy around the language of their discourse, to
know their students well, to believe in their mission, and to
embrace the hard work of achieving long-term goals.
Leamnson situates his argument within the context of brain-
based learning and relies much on the work of Lev Vygotsky
and Neil Postman.  He believes most learning occurs-and
should occur-outside of the classroom, while classroom time
is best spent in activities which inspire the student to "strug-
gle with the discipline, both inside and outside the class-
room."  The instructor should use a variety of delivery meth-
ods, shifting from one to another as appropriate and to avoid
establishing routines.  He continues with a discussion of
technologies in education, writing as a teaching and learning
technology, the computer, the web, etc.  But no technology,

Winter Faculty Development Conference
Submissions for the Winter Conference are in. This year, teams of faculty have been encouraged to submit a sin-
gle proposal that will 1) impact several courses within a curriculum, 2) address interdisciplinarity across courses,
and/or 3) deal with the development of service learning. We hope that this new model will encourage significant
and sustainable curricular change.  The Winter Conference runs 10 - 12th December, 2002.

Summer Faculty Development Conference: Apr 28 - May 2
The Faculty Center for Teaching and Learning will provide a limited number of grants for faculty who are trans-
forming courses along the lines of linked courses, service learning, large classes, etc.  Faculty from all colleges
are invited to apply.  Please submit your RFP to fctl@mail.ucf.edu by February 7, 2003.  The RFP can be found
at the FCTL website <www.fctl.ucf.edu>.

Collaborative Learning & Studio Classroom, Spring Series:  Jan 24, Feb 7, Mar 7, Apr 4
The Faculty Center for Teaching and Learning is calling for submission of proposals by any UCF faculty who has
an interest in collaborative learning in any teaching environment or an interest in teaching a course in one of the
studio classrooms in the Classroom Building (CL1).  Faculty will participate in four workshops (total of 12 hours)
and receive support from staff in the Faculty Center and OIR as they develop new approaches and materials for
their classes.  Academic Affairs, the Faculty Center and OIR will provide grants for faculty who are transforming
their classes to take full advantage of the new collaborative learning with technology rooms in CL1.   Please sub-
mit your RFP to fctl@mail.ucf.edu by January 24, 2003.  The RFP can be found at the FCTL website
<www.fctl.ucf.edu>.

Faculty Center Funding Opportunities

he claims, can solve society's or education's problems.
Leamnson concludes with a call to focus on the humanity of
teaching, on critical self-assessment, on life-long learning,
and on finding the middle road.

Faculty Center Showcases
UCF Artist Kevin Haran

Come by the Faculty Center in CL1-207 to view some of
Kevin Haran's artwork.  Additionally, we extend an invitation
to all faculty artists to consider showing some of their work
at the center.

Dr. Saul’s References and Figures can be found at
<www.fctl.ucf.edu/focus>.

http://www.fctl.ucf.edu
http://www.fctl.ucf.edu
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Hawaii International Conference on Education
January 7-10, 2003
Honolulu, Hawaii

www.hiceducation.org

Association of American Colleges and Universities
January 22-25, 2003
Seattle, Washington

www.aacu-edu.org/meetings/annual.cfm

NLII (National Learning Infrastructure Initiative)
January 26-28, 2003

New Orleans, Louisiana
www.educause.edu/nlii

Annual Conference on the First-Year Experience
February 21-25, 2003

Atlanta Georgia
www.sc.edu/fye/conferences/2003west/2003west.pdf

EDUCAUSE Midwest Regional Conference
March 25-26, 2003

Chicago Illinois
www.educause.edu/conference/mwrc/2003/program.asp

CUMREC 2003: Leveraging the Magic of Information and Technology
May 11-14, 2003
Orlando, Florida

www.cumrec.org/cumrec2003/program.asp

2003 AAHE Assessment conference: Richer and more coherent set of assessment practices
June 22-24, 2003

Washington State Convention and Trade Center
Seattle, Washington

www.aahe.org/assessment/2003

Eighth Annual AAHE Summer Academy
July 16-20, 2003
Snowbird, Utah

www.aahe.org/summeracademy

Teaching Related Conferences

I'm pleased to say that the first edition of the Faculty Focus was well received on campus. We received
many compliments on the format and content such as "I picked it up to browse through it and ended up

reading it from cover to cover - excellent articles", "I got several excellent ideas from the articles and imple-
mented two of them the next day in my class", and "thanks for the conference heads-up, I nearly missed the
submission deadline for a conference at which I wanted to present." Great feedback!

Alison Morrison-Shetlar, Director of the Faculty Center has joined UCF from Georgia Southern University
where she was an Associate Professor of Biology and Director of the Center for Excellence in Teaching.
Alison obtained her doctorate in Biomedical Sciences in 1984 at Dundee College of Technology and
Aberdeen University, and has continued to do research in science in England, Germany, Connecticut and

Georgia until joining UCF in July 2002.  For the last ten years, Alison has been involved in classroom research, particularly
studying the impact of large classroom teaching strategies and the use of technology on student learning.  She travels nation-
wide giving workshops and seminars on a variety of teaching and learning related issues.  For more information on the types
of research and workshops that she offers please see her website <www.fctl.ucf.edu/staff/morrison>.

A Note From The Director

It is known that students can learn more physics in classes
where they interact with faculty, collaborate with peers on

interesting tasks, and are actively involved with the material
they are learning.1 Research on learning and curriculum
development has resulted in instructional materials that cor-
rect many of the shortcomings of traditional physics instruc-
tion. Careful study of these research-based introductory cur-
ricula in small classes indicates that they can significantly
improve students' conceptual understanding and problem
solving skills. However, introductory physics instructors
with large classes who want to incorporate active learning
into their classrooms must typically choose between hands-
on activities in small class sections2 that supplement the lec-
ture (recitation or laboratory sections) and interactive lecture
activities3 for larger classes that do not permit hands-on
experiments and limit faculty interactions with individual
groups. 

Studio classes like SCALE-UP (Student-Centered Activities
for Large Enrollment University Physics) offer instructors

Dr. Jeffery M. Saul is a physics edu-
cation researcher and Assistant
Professor of Physics at UCF.  His
research and teaching focus on activ-
ity-based instruction with minimal
lecture in introductory physics and
physical science classes.  For more
information on his projects, go to
<www.physics.ucf.edu/~peg> or
email him at saul@physics.ucf.edu.

An Activity-based Curriculum for Large
Introductory Physics Classes
Jeff Saul

another choice by replacing the lecture/laboratory format
with 4-6 hours of activity-based instruction per week, typi-
cally in 2-hour blocks. Since the entire class is taught in the
same room with the same students and instructors in each
class, the laboratory and other activities can be arranged to
build on one another in sequence for greater learning impact
than when taught in a small section running parallel to the
lecture course. As with the research-based curricula
described above, the students work through the activities in
groups of 3-4 students each. However, both the activities and
the classroom have been modified for larger student/faculty
ratios of 25-33 to 1, which permits class sizes of 50-120 stu-
dents. Thus SCALE-UP makes it practical to offer activity-
based classes with integrated hands-on labs even at large uni-
versities like NC State and UCF where thousands of students
are enrolled in the introductory physics classes each year.
This type of class takes advantage of cooperative learning
techniques and helps students form learning communities
which can make education at large universities seem much
less impersonal, particularly for students taking mainly large
introductory classes in their freshman and sophomore years.

The main learning objective of the SCALE-UP courses is to
help students build a good functional understanding of
physics and develop problem-solving skills so that they can
use what they learn to solve problems in new contexts. This
objective can be broken into the following 6 measurable out-
comes.

Students should:
1. understand and be able to apply fundamental 

physics concepts. 
2. begin to develop expert-like problem solving skills.
3. be able to address and solve complex problems.
4. improve communication, interpersonal, questioning,

& teamwork skills.

FACULTY FOCUS

4. An interactive, and collaborative learning community: Each time a student posts to the discussion board, other stu-
dents and the instructor gain knowledge through information sharing or full bibliographic source citations.  

Scope and Impact 
Bring Your Own Bibliography has the potential to broaden the reading resources and knowledge base of students and faculty.
The bibliography, whether or not annotated, that results from these interactive and collaborative posts can be synthesized for
distribution, not only to the class, but to external audiences who may have an interest in the given topic area.

Transferability 
Bring Your Own Bibliography can be readily transferred to any level of instruction in which students are required to act, inter-
act, and react (in writing) on a given topic using sources from the literature.

Effectiveness (Time and Cost) 
21st century teaching and learning environments encourage the use of the Internet/web and electronic databases for source cita-
tions and references.  Bring Your Own Bibliography saves time for both students and instructors in web searches and web
quests for relevant source citations.  Each student collaboratively builds a substantive bibliography for a given topic or area of
discussion.  Student feedback indicates that the shared resources and sense of community is admirably contributive to a posi-
tive learning experience.

Reference
Moore, M. G. & Kearsley, G. (1996).  Distance education: A systems view.  Belmont, CA: Wadsworth.

http://www.hiceducation.org
http://www.aacu-edu.org/meetings/annual.cfm
http://www.educause.edu/nlii
http://www.sc.edu/fye/conferences/2003west/2003west.pdf
http://www.educause.edu/conference/mwrc/2003/program.asp
http://www.cumrec.org/cumrec2003/program.asp
http://www.aahe.org/assessment/2003
http://www.aahe.org/summeracademy
http://www.fctl.ucf.edu/staff/morrison
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Introduction

The enormous growth of web-based
instruction has presented educators with

both opportunities and challenges.  Many
critics of online education identify the inter-
activity of the traditional classroom as a for-
midable challenge—and a vital, yet missing,
part of web-based instruction.   Three areas of
interaction are typically identified as mean-
ingful interaction in online and distance edu-
cation courses: (a) learner-content interac-
tion, (b) learner-instructor interaction, and (c)
learner-learner interaction (Moore &
Kearsley, 1996).

I have used my learning-centered strategy
Bring Your Own Bibliography (BYOB) most
often in the virtual learning environment
(VLE) and with graduate students to encom-
pass Moore and Kearsley's three areas of
meaningful interaction.  While Bring Your
Own Bibliography can be imple-
mented in VLE's with ease, it
can also be readily applied
and transferred in the
F2F classroom and in
undergraduate instruc-
tion.    Students, at all
levels, can benefit from
a "virtual" building of a
bibliography as BYOB
helps them to hone their
research and writing skills.    

The Procedure
How does BYOB work?  I provide a given
question or prompt for students to research

Bring Your Own Bibliography (BYOB)
Ruby Evans

and reflect upon.  I then require
students to write mini-papers or
scholarly reactionary comments.
Comments must be supported by
citations from the current litera-
ture.  As students provide their
individual comments and schol-
arly posts, a useful topical bibli-
ography with multiple source
citations is created.  The instruc-
tor can analyze, synthesize, edit

and redistribute the resulting topical bibliog-
raphy to the entire class by electronic cutting
and pasting.  The bibliography can also be
recycled for use as supplemental readings in
future semesters.  A modified version of
BYOB requires that students annotate the
bibliography.  

Goal 
The goal of BYOB is to encourage students
to act, interact and react through a merger of
(a) scholarly research, (b) scholarly writing,
inclusive of APA format, and (c) ongoing dia-
logue in a collaborative learning community.

Originality 
Through participation in a Bring Your Own
Bibliography activity, students are afforded
the opportunity to engage in: 

1. Active research:  Students must 
actively seek relevant sources. 

2. Evaluation and review of
published research litera-

ture: Students must
analyze sources
found for rele-
vance to given
assignment. 
3.  Scholarly writ-

ing through infor-
mal posts in the

online virtual learning
environment: Students

must write a response to the
given assignment and support their
position, based on research literature.  

Dr. Ruby Evans is Associate
Professor of Higher Education and
Policy Studies.  She also serves as
Coordinator of the Community
College Program at UCF, which
includes the Ed. D., and Extended
Content Masters of Arts degrees,
and the Graduate Certificate in
Community College instruction.  

This
teaching strategy, BYOB,

garnered a Bright Idea Award at
the 27th Annual Professional and

Organizational Development Network in
Higher Education Conference (POD

2002), held October 9-13, 2002,
in Atlanta, Georgia. 
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