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The shared mission of universities and colleges always has been teaching and learning.  Those who 'know' or 'know how' help those who do not 'know' or 'know how' learn. This relationship, in formal educational settings, has remained remarkably static for well over a century, even in the face of today’s more diverse student body, rapid and dramatic innovations in technology and a dynamic knowledge base. Although current educational rhetoric, in catalogs and promotional materials, touts inquiry, investigation, and discovery as the heart of the teaching/learning enterprise, our instructional delivery systems often do not support these values. 
The common structure of higher-education (sequential classes, lectures, note taking and multiple choice testing) was designed to transmit a known body of information and to engender an ability to restate, rather than create new learning, and students entering college have significant educational experience that has socialized them to this format. This kind of education, where students listen, transcribe, memorize, and repeat, may have been well suited to the development of graduates to work in an industrial and factory-based economy, but although our educational systems reward these attitudes and behaviors, they are at odds with the skills and pre-dispositions needed for a knowledge-based society.  Today’s economic drivers and access to opportunity in business often demand more complex skills to ensure success.  

There is a paradox in our search for the ‘new learning-focused university’ as we seem to be re-discovering a kind of teaching/learning dynamic that is quite common in more traditional societies, a fact that has been pointed out by several observers of “new pedagogies” (e.g. Seely-Brown and Duguid
).  As Peter Ewell
 notes, learning in more traditional societies (and our own history) is “…based on a notion of apprenticeship in which the learner is engaged in actual practice under the guidance of a “master” who sets the parameters of the work and provides ongoing feedback…What we now almost automatically think of as “teaching” in both college and school settings is actually only a few hundred years old, a product of a changing society that required near-universal literacy and the discipline needed to fuel a growing industrial society.  It didn’t then, nor does it now, conform to the ways people really learn.”

Nevertheless, faculty in higher education still spend most of their instructional time in classrooms or labs, either lecturing or facilitating discussions. Largely untapped are other potential avenues for student learning and strategies to engender the kinds of thinking and skills that our graduates need to face the complexities of today's society.   

This delivery system may have persisted into the present because it is familiar and easy, and is supported by a well-established set of organizational structures and rewards that make change difficult, even if the desire to change is present.  Education reformer, John Abbott,
   states that some of the basics of education continue to be important --e.g., literacy, an understanding and use of quantitative material and an ability to communicate. However, students currently need such other important skills, attitudes and expertise as "[c]reativity, enterprise, purposefulness, a good sense of community responsibility and collaborative work" as well as "the ability to conceptualize and solve problems that entails abstraction (the manipulation of thoughts and patterns), systems thinking (interrelated thinking), experimentation, and collaboration."
 To gain these skills, undergraduates must become active participants in their learning, not just passive receivers of knowledge.

Pedagogical Practice in the “New” University

No simple formula or sequence of courses will help all students attain these skills and attitudes or to apply them to their academic learning, even if they have learned them in other domains. To actually accomplish inquiry-based learning and to foster analysis, evaluation, and synthesis skills, profound changes must happen in the way undergraduate teaching is structured. One of these changes is a shift in faculty roles. 

Faculty responsibilities in the "new university" must move beyond transmission of knowledge or research. Change is necessary for a number of interrelated reasons:

· To accommodate societal demands for more practical, grounded educational outcomes and to be increasingly accountable for achieving these outcomes
· To address the range of learning styles and needs in today’s highly diverse student body
· To enhance learning
· To improve economic efficiency in an era of skyrocketing educational costs
· To make higher learning available to students in venues beyond the traditional campus
 This shift will alter the current practice of allocating faculty instructional responsibility primarily to discrete classes with faculty load based on credit hour accumulation and student 'seat time.' It will also challenge the odd contradiction of faculty life on most campuses in which faculty have considerable flexibility in how they spend their scholarly time, but face institutional rigidity in the way their instructional time is allocated. Consequently, instructional practices reflect the rigidity of these time-bound institutional norms.  With responsibilities that emphasize more flexible approaches to pedagogy, it is possible that faculty may recapture some of the spontaneity, creativity and joy associated with the instructional role.

Although newer pedagogical philosophies advise faculty to move from the 'sage on the stage' to 'guide on the side,' the primary setting for this change is still in the classroom.  In the new university, faculty will need to relinquish some of their responsibility for delivery of instruction to become designers of learning environments.  Face-to-face teaching in classrooms will continue to be part of their work, but it will be a much smaller aspect of their instructional responsibilities. Increasingly, faculty will be expected to use existing technologies and to create new ones to enhance their own teaching and that of their colleagues.  They will be called upon to plan a wide array of opportunities for students to learn through mentoring individualized learning plans, modeling effective learning strategies, helping students design independent inquiry, cultivating community partners, creating collaborative learning opportunities, and sorting and evaluating the multitudinous resources available through technology.  
Guides/Mentors: In the 'old university,' faculty members are the 'experts' and have a discrete body of knowledge to impart to students. Through lectures and strategically chosen readings, students learn a particular body of knowledge.  In today's data rich society, the Internet provides access to multiple experts and more and more information is available through electronic networks and on-line courses. In addition, the body of knowledge itself shifts rapidly, with new information often challenging old assumptions.  

In the 'new university,' faculty will spend more time helping students discover how to frame meaningful questions and model the thought processes needed to identify problems, to discriminate and analyze important variables, and to create rather than simply accumulate information. From their own experiences as scholars, faculty can effectively model how to become intelligent consumers in the supermarket of information and how to gather and sort the mass of information to advance knowledge.

Monitors of Learning: These new mentoring relationships will go beyond modeling how to learn, and beyond the traditional advising role of suggesting which courses to take.  Faculty will work with students to develop and realize individual learning plans. In addition to delivering instruction, offering advice, encouragement, and criticism, faculty, working closely with librarians and experts in the field, will assist students in locating resources and learning opportunities outside the classroom to help them attain their learning objectives. According to Ewell,
 this ”monitor role includes three assessment functions: a) ascertaining learner needs and gaps in current knowledge, b) identifying learning opportunities appropriate to remedy these gaps and, c) re-assessing student abilities to see what has been attained and to determine what the next step will be.” Faculty will also create venues for students to apply, integrate and reflect on learning from these varied sources.

Research/Inquiry Partners: A recent trend in higher education is a bellwether of the 'new university.’  Many institutions have created programs to involve undergraduates in faculty research as early as the freshman year. In the sciences, social sciences, and the humanities, undergraduates are increasingly becoming junior members of the research teams that historically included professors and graduate students.  

At Fairhaven College, undergraduate students are actively involved in a seabird and marine mammal ecology research project.  An upper-division interdisciplinary science class prepares students to collect data on the habits and habitats of these creatures.  Through the course, they not only learn sophisticated methods of analysis, but also contribute to gathering information to answer real and important questions about animal and avian behavior.

In the 'new university' these research partnerships will become an increasingly important part of students' individualized programs. As individual researchers push the limits of their field, their research questions have become more interdisciplinary, reflecting the permeability of the lines between disciplines and paralleling the ways problems in professional life are likely to be addressed. Community-based learning and service-learning provide opportunities for faculty and students to collaborate as they explore questions based in the lives and work of those outside the academy.   

Interdisciplinary research or community-based research problems help students understand how knowledge is made, and to experience risk-taking and making mistakes as a part of the path to more complex thinking.  In classroom settings, the problems students solve are often tidy, and a wrong answer is viewed as problematic.  As a part of a laboratory or community-based research team, they can experience making mistakes as an essential step in a series of multiple attempts to find solutions.  Our experiences in schools often are grounded in the ‘tyranny of the wrong answer.”  When we focus on the wrong answer, we may lose our willingness to explore varied paths toward solutions as steps in developing a more complete picture of the problem. Interdisciplinary research or community-based research problems model the mental flexibility students need to view their learning through many lenses, and through these associations, they will gain the abilities to identify, analyze, and resolve problems, preparing them for additional educational experiences, to begin their professional lives and to become active citizens in a democracy. 

At Portland State University (PSU) research partnerships are built between the university and community members. All students are required to take a Senior Capstone as part of their Core requirements, which includes a significant community-based learning experience.  This community experience is often part of a larger research or study question that PSU faculty and community agencies have developed together.  For example, in a Community Geography Capstone, students and faculty collaborate on a community development action research project, using asset mapping methods to increase citizen empowerment.  

At Wagner College, freshman students collaborate with biology and economics faculty in collecting data about Toms River, New Jersey, a U.S. Environmental Protection Agency (EPA) "Superfund” site.  The students register for a Learning Community that links introductory environmental biology and the introductory economics to study the general theme of "environmental concerns." One component of the course is an action research project in which the students interview cancer victims and their families, local environmental groups, chemical company corporate officials, and, elected and EPA governmental representatives in Toms River, where local residents suffer disproportionately high rates of cancer and other diseases.  
Designers of Learning Environments: Technology has already changed the way many faculty approach instruction and allocate their time. In the past, faculty time was primarily spent in preparing for and delivering classroom instruction, either through lecture or discussion. Although time devoted to this kind of face-to-face interaction is still critical, faculty in the ‘new university’ will be involved in designing learning activities and programs that involve electronic communication or other modalities that will not involve student 'seat time' in a classroom setting.  Teaching responsibilities will be shared with faculty from other campuses; on-line courses will be used to supplement or even supplant courses offered on the student's home campus. Computer networks, wired classrooms, and laser discs bring information wherever students are, not just to the classroom or library. Using on-line resources will enable students to tailor course assignments to fit into their own learning goals or schedules, repeat material as often as desired, engage in dialogue with virtual discussion groups, and access vibrant support materials. 

Some of these changes are beginning to seen in today's universities.  For example, at Fairhaven College on Western Washington University's campus, students in a class on Women and Depression interact with faculty and classmates taking a similar course at the University of Texas, Austin through a state-of-the-art center for video conferencing. Faculty on both campuses prepared lectures and learning activities for separate parts of the course, and students engaged in discussion in virtual space.  A freshman non-major science course at the University of Texas, Austin links the text to remedial and supplementary materials and augments in-class lectures and readings with multimedia software modules, which students can attempt at their own pace.  Additionally electronic classrooms and on-line access also offer students the opportunity to study esoteric topics not offered at their home campuses, such as Islamic History or Acoustic Biology.  At the University of Nebraska-Lincoln, a senior level course on learning was enhanced by the addition of a web-based opportunity to learn to recognize quality answers to study questions through using Blackboard (http://www.unl.edu/peerrev/bernstein/).
Although technology is not a substitute for direct engagement with faculty, the need for universities to work within increasingly limited budgets and to meet the needs of an increasingly diverse student base makes it essential to cultivate all the ways technology can support and enhance learning.  In addition to providing alternative sources of information, individualization of learning opportunities, and access to courses not readily available on their home campuses, technology is already providing an active channel of communication between faculty and students - one of the key factors of student engagement and success cited in Alexander Astin's research on What Matters in College. 
All these pedagogical innovations make it both possible and necessary for the faculty member to be responsible for more than direct instruction; instead, the primary role will be to assist the student in critically evaluating the material they encounter through electronic means and to develop questions that challenge and stretch the student's learning. 

· Universities such as Massachusetts Institute of Technology distribute lectures through a cable-television network and on-line modules, but these lectures are coupled with large-scale on-line access to teaching assistants and faculty to answer student queries.  

· In the Math Emporium at Virginia Polytechnic Institute and State University students can learn mathematics online with interactive materials, coupled with assistance from undergraduate or graduate student coaches.  The Emporium is structured so that students can work alone or in small groups through materials that cover many different mathematical concepts, from algebra to calculus and analytic geometry.   

· The distance learning program at the Salish Kootenai Tribal College demonstrates a mixture of a culturally oriented critical thinking curriculum that provides access through distance learning mixed with faculty/student interactions through periodic visits to central advising sites.

These innovations are not without their dangers; casual over-use of technology may increase the real and psychological distance between faculty members and students instead of providing more access. As we develop technological innovations in the new university, we must design new learning environments that marry technology to teaching in a way that enriches learning by enhancing direct contact between faculty and students and among students, as well as individualized work with technology.  
Models for Reflective Practice: As more and more learning takes place in community settings or through on-line venues, helping students become more reflective learners will be an increasingly important part of a faculty member's responsibilities and a unique contribution to student learning. Helping students develop a reflective stance about their own work may take place in a variety of venues.  Reflective work is often an important part of community-based learning.  Pitzer College has developed a particularly sophisticated series of reflective exercises to help students integrate their experiences in the field and abroad into their academic work on campus.  Reflective practice may also be an essential component of building students’ abilities to engage in meaningful assessments of their own work.  Students at both The Evergreen State College and Fairhaven College write self-evaluations of their work in academic classes or programs quarterly or yearly.  These self-evaluations challenge students to take more responsibility for their own work. Capstone courses may also provide opportunities for students to engage in a summative reflection about their work in their majors or academic programs. 
Reflection is more than telling a personal story and is distinctly different than the acquisition of the objective, factual content of a course or the observations made in a field setting.  By prompting students to explore the tensions between their assumptions and expectations and the field experience, to examine how they have come to different perspectives or different practices, we help them build bridges between personal experience and theory, and to examine how these play out in community settings.  Reflection invites the learner to move back and forth between academic learning and the applications in community based settings, approaching knowledge as emergent and transactional, with the learner engaged in a continual reframing, recasting, and reconstruction of past understanding.  Reflection not only asks them to think about how theory relates to their own views and their own actions.  Reflection also helps students view their own experiences as important enough not to be taken for granted, to recognize that learning from examined experience is as important an instance of learning as from a text or lecture, and that not all learning happens in an abstract environment distant from their lives in the world.  
This kind of pedagogy values personal experiences in applied settings as an avenue to develop fresh appreciation for tensions between ideas and theories and as a tool to help rethink the assumptions on which our initial understandings of a problem are based. Reflective practice leads toward this complexity of understanding, and is essential for synthesis and integration. 

Reflective practice also provides the venue for developing students’ abilities to assess accurately their own efforts and use these assessments to improve future attempts.  There's considerable evidence that students who are self-conscious about their processes as learners are better learners, that they learn more easily and deeply, and that their learning lasts.
 (I think it would be helpful to cite a couple of sources in a footnote.)   As we prepare students to be effective participants in our society, teaching them to be self-monitoring and able to adjust their behaviors based on reflection seems as essential as any other academic skill we may teach them.

Implications for Faculty Roles


Any changes in faculty roles and responsibilities in the instructional process will have significant implications for the way colleges and universities go about their business, including redefining teaching load, changing the reward structure, and adopting a broader definition of who is a 'teacher.'  The current transition period from the old to the new university is particularly difficult because new practices and structures are being added before old ones are phased out, resulting in a tremendous increase in workload as many faculty try to live in two worlds at once.  The risk is a backlash against new faculty roles and practices and burnout as roles become increasingly complex beyond human sustainability.

Redefinition of teaching load: In the past the definition of teaching load has been directly connected with the number of hours a faculty member spends in the classroom or the total number of students being taught.  We count student 'seat-time' and student credit hours (SCH) generated as ways of allocating faculty assignments. As new forms of teaching and supporting student learning gain more prominence (electronic instruction, guided research, mentoring, and independent study), the old definitions of workload will have to be re-imagined. Budgetary constraints and the nature of survey courses may mean that some lecture courses serving large groups of students will still continue, although some could be replaced by technology-based courses.  However, the 'teaching' assignment of each faculty member needs to provide for time for instructional design and for the development of small-group situations and contexts that place faculty, students and others in collaborative exploration. Faculty course loads must also allow for mentoring and monitoring individualized learning plans as part of normal operations rather than as a poorly compensated overload.

Other teaching partners: Faculty have guarded their instructional responsibilities carefully.  In the name of academic freedom or perhaps just as an outcome of a kind of misplaced independence, we guard our “sovereignty” in our classrooms, safeguarding our independence as the sole individual responsible for the design and implementation of instruction.  Faculty often do not work effectively with each other on instructional matters, largely because they have been called to do so only rarely, and often ignore other possible partners who might effectively help students reach their learning goals, such as community members, other campus professionals, and the students themselves. 

Community-based partners. In many of today's universities, undergraduates have little or no direct contact with established scholar-teachers or community-based experts, despite calls for engaging students more fully in the business of campus and community life. In the new university, a significant part of a faculty member's time must be allocated to cultivating both research field sites and community-based learning environments in which undergraduates can observe, participate in, and contribute to the process of discovery. Fieldwork and internships, through linkages with schools, businesses, hospitals, associations, non-profits, and government agencies, can foster original work, facilitate application of theoretical studies, or provide opportunities for integrated inquiry-based learning.  Faculty engagement with those in the field may have an implication for faculty career paths.  In the ‘new university, faculty may move freely in and out of academic and professional work without penalty to their long-term career chances in the academy.   

At Portland State University, faculty tenure and promotion guidelines include specific language that encourages “…the scholarly interaction of faculty with students and with regional, national, and international communities.” 
  

Students who learn through experience as well as classroom work are likely to be more adaptive, more resourceful, better able to accommodate the challenges of specialized training and professional life.  In this model all participants in the educational enterprise--undergraduate, graduate student, faculty member and community professional alike--are both teachers and researchers.   

Other Campus Professionals: Many campuses recognize the importance of co-curricular learning in students' academic programs; increasingly, student affairs and other campus professionals, such as librarians, student affairs staff, and IT professionals, are included as resources to help students meet their curricular goals, sometimes as internship supervisors, or as instructors for courses that orient students to university learning.  Many of the successful freshman interest group programs (FIG) include linked courses planned in collaboration between student affairs professionals, faculty and library staff.  Their varied perspectives contribute to students' learning.  As academic programs become more broadly conceived, some traditional faculty responsibilities will be, in effect, “out-sourced” while new responsibilities for the design, management, and evaluation of these programs will enter in.

At The Evergreen State College, library faculty rotate into the curriculum for a quarter once every three years and academic faculty rotate into the library.  This structural model brings the library and the curriculum closer together and provides a vehicle for librarians to play a lead role in teaching information literacy within the context of an academic learning community

Students: Universities are communities of learners. Some are more experienced than others; yet all are committed to learning. The divisions between faculty members, graduate students and undergraduate students are artificial and sometimes counter-productive.  In collaborative efforts, all members contribute to the whole learning experience, learning not only from the faculty member, but also from each other. Together they may frame a significant question or set of questions, and use their research skills and creative explorations to find answers. When students work in collaborative projects, they benefit from the range of experiences and perspectives that different students bring to the group, different ways of thinking about solving problems, and multiple modes of communicating ideas, and these perspectives enhance the texture of their learning.

These projects also prepare students for participation in the team projects they are likely to encounter in professional as well as private life. Students should have a real audience and opportunities to show their potential for serious work, as they develop capabilities in analysis, team-building, and problem solving that they will be central to their professional lives. Faculty play an important role in these collaborative projects as well.  As seasoned scholar-teachers they understand the joys and frustrations of a major project and can provide the mentorship necessary to support the students' work. They become partners and guides for undergraduate collaborative project teams.

In some cases, advanced students are also capable of designing learning environments for other students, and can be effective 'junior faculty' when mentored by a seasoned faculty member.  

At Fairhaven College, a few senior students each year propose 'senior project' that involve planning a group independent study or preparing to teach a class on a topic related to their areas of study.  They spend a term working with faculty sponsors to develop the course design and content, and the following term lead the course.  The faculty mentor monitors the class activities and provides guidance during the term the course is taught. Course evaluations from these classes indicate that the learning is often powerful, for both the senior student and the lower division students who are enrolled in this experience.  

Faculty Reward Systems: Reward systems in universities are not yet tied to these new faculty roles.  Most tenure and promotions systems evaluate faculty based on research productivity, student credit hour generation and teaching evaluations based on in-classroom work.  The kinds of mentoring activities and learning environment design and management outlined here rarely are factored in to the decisions about faculty rewards.  They may be mentioned as sidelines in a letter of recommendation, but do not often result in a sabbatical leave or a promotion.   We must create faculty reward structures that validate the commitment to new strategies for creating learning environments.  The reward structures in the new university need to reflect the synergy of teaching, scholarship and learning.  Research and publication have been the benchmarks most departments use to reward faculty because they are easier to document than faculty skills in pedagogy. Recent initiatives like the “teaching portfolio” now being demonstrated under the auspices of the Carnegie Foundation for the Advancement of Teaching show considerable promise for documenting outstanding teaching and instructional design for the purposes of both faculty development and reward.  In the new university, departments chairs, deans and professional organizations have to pay attention to this trend and to give significant rewards for the effort required to design and manage inquiry based learning environments, develop community based partnerships for learning, and create collaborative and interdisciplinary programs. 

Commitment to Change 

 
To face the challenges of declining fiscal resources, an increasingly diverse student body, increased pressures for accountability, and the demands of a complex society, universities must commit to significant transformation. We must be willing to examine our past practices and assumptions about faculty roles and be open to radical reformation of our methods of operation. We have to couch our arguments for change in ways that retain our goal of preparing an educated citizenry to live and work in a democratic society and that can be sustained in the current climate of significant economic challenges.  These changes will not be easy, but if we do not imagine new ways to engage in the teaching/learning enterprise, the quality of both faculty life and student learning will be diminished. "Universities cannot continue to operate as though the world around them is that of 1930 or 1950 or 1980. As everyone knows, it is changing with dizzying rapidity. These universities must respond to the change; indeed, they ought to lead it. Their students, properly educated for the new millennium, will be required as leaders while that world continues to transform itself."
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