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4, Instructors explanation of course concepts: hardly ever clear usually clear almost always clear

Comments:

IN-CLASS ACTIVITIES:
The in-class activities are helping me to learn about myself:

Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

IN-CLASS TESTS:
The in-class tests are helping me to learn about myself:

Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

COURSE STRUCTURE, PACE, AND COMPONENTS:

1. The amount of class time spent on lectures vs. the amount of time spent on activities, videos, discussions, etc. was about right:
Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

2. Comments/suggestions for change:

3. The pace of this course (time spent on each topic) was:
Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

4. Comments/suggestions for change:

5. The course assignment was a worthwhile aspect of the course (I learned something from it):
Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

6. Comments/suggestions for change:

TEXTBOOK:

1. The textbook was a useful source of course information:
Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

2.   The textbook was interesting to read:
Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

3. What are the major strengths of the textbook, in your opinion?

4. What are the major weaknesses of the textbook, in your opinion?

FEEDBACK ON OTHER ISSUES:

1. What advice would you give students who are just beginning this course about how to do well in it?

2. The best thing about the course was:

OTHER COMMENTS?

Post-Tenure Review
Louis Schmier, Department of History, Valdosta State University, Georgia

About fifteen years ago, the Georgia legislature decreed that every tenured professor had to go through a post-tenure review process and would go
through such a process every five years henceforth. It was not greeted with hosannas by faculties in the University of Georgia System. "Bravos" and
applause didn't echo through the halls of ivy for the second part of that decree which provided a probation period for those who didn't pass muster.
This year is my fourth such review. I have to admit that at this stage of my career I initially found the process of putting together my resume, student
evaluations, annual evaluations, and personal statement a bit of a pain. A lot of colleagues agreed with me. As someone in another department said in
response to my smirking of having to endure this paperwork, "Heck, Louis, It's a laugh. You've been here 42 years. Just slap a few pages together and get
it over with. It's no big deal. It doesn't mean anything." 

I have to admit that I thought likewise when I began the process. But, as I got into it, I stopped laughing. It became less and less tiresome and more and
more meaningful. As I went over my resume, highlighting my activities during the past five years, as I stopped to look at recent "official"
departmental student evaluations, as I gazed as the additional end-of-semester student evaluations I require, as I glanced at the one or
two annual evaluations I had thrown in my desk drawer, as I put down on paper my personal professional statement, I found myself

� �

Teaching Strategies:

Teaching French Literacy and Writing 
Cecilia Francis, St. Thomas University, Romance Languages Department

“Of all the arts in which the wise excel, nature's chief masterpiece is writing well”. André Breton

The recent debate on the future of French immersion education in New Brunswick exemplified the strong interest that parents, educators and
students have in second language pedagogy. What happens to French education once immersion graduates embark on their university studies? Those
desiring to maintain and improve second language literacy skills often enrol in French language, literature and civilization classes.  In the following piece, I
will briefly discuss pedagogical strategies devoted to enhance French writing skills, based on a six-credit course that I have developed and taught over
the years, French 2326, La composition. 

Aimed to improve students' French writing skills, the course represents somewhat of a crossroads, a phase of synthesis, since enrolled students usually
possess intermediate to advanced levels of French grammar and vocabulary proficiency. However many of these students are graduates of second
language programs based on a communicative approach, which tends to promote spontaneity to the detriment of precision. Immersion students have
been allowed to translate literally from English to French and often fail to realize that the language they speak and write is a hybrid lingua franca, a non-
language (franglais), incomprehensible to French native ears. Furthermore, second language education frequently presents the target language as a
practical communicative tool, removed from literary and cultural contexts. One of the most demanding aspects of the course is therefore to facilitate
the acquisition of proper idiomatic expression, what is referred to as “le génie de la langue”, often requiring etymological clarification of common
expressions and extensive contextual reinforcement. Many immersion graduates quickly realize that being skillful in conjugating verbs and correctly
identifying morphological agreements does not suffice. As a result, a primary course strategy consists of providing high quality writing models and
engaging content, stemming from a wide variety of cultural sources, as a pragmatic method to elicit interest in writing well. This strategy also allows
students to become aware of various language registers that may be used when speaking and writing within specific communicative contexts (formal,
informal, regional, dialectal, etc.). Although students may at first feel reluctant to recognize and experiment with the complexities of language registers,
they quickly comprehend when I provide them with a given meaning and display four or five different ways of expressing it depending on the situation. I
often use media excerpts and audio-visual support materials to expose students to the many octaves of language.  It is my belief that well presented
compelling models used as a general canvas for pedagogical activities, be they investigative, exploratory, analytical or inventive enhance awareness and
acquisition of proper writing protocol and adeptness. This leads to a second teaching strategy, which is to expose students to various genres of writing
that they themselves must try to produce. I have designed this French composition course on a progressive skills acquisition model involving several
prose templates: portrait writing, description, narrative texts, editorial writing, formal composition, discourse analysis, summary, review writing, poetry
and formal letter writing.  I provide multiple examples of each genre and numerous opportunities for deconstruction, analysis and experimentation,
individual writing exercises and peer editing sessions. I also encourage students to write outlines and drafts (to be submitted with their paper) and
provide them with a general check list of what they should be scrutinizing and how to edit their own work by using available electronic resources
correctly. As a rule, I focus on quality and precision in writing. Since papers are written in a second language, I assign short papers that students can
easily edit several times. In every paper assignment, they are expected to integrate specific vocabulary, syntactical structures and idiomatic expressions.
Newly acquired phrases are constantly reinforced and often reappear in subsequent writing genres throughout the year. In this way, students not only
experiment with a wide range of prose forms, but consolidate a refined lexicon that allows them to communicate effectively. As a complementary
feature to mastering the aforementioned writing categories, students are expected to maintain a journal, which allows them to reflect on their
progress and examine their ideas and world views. This free style writing facilitates critical thinking, learning autonomy, commitment and motivation. A
highlight of French 2326 is a poetry writing workshop that is given annually by a Francophone poet. The classical dimensions of my course
methodology and teaching strategy are thus enriched by an appeal to students' intuition and creativity.  I impress upon them that they do not have to
be Guillaume Apollinaire or Anne Hébert in order to express themselves in poetic verse. In reflecting on class visits by such poets as France Daigle,
Raymond Guy Leblanc, Jean Babineau and J. R. Léveillé, some basic inspirational approaches adopted emerge.  Prior to the workshop, students are
usually asked to record their dreams and meditate on universal themes such as love, death, separation and natural elements (water, fire, air, earth). They
are also asked to select and cut out intriguing French words and phrases from newspapers and magazines as material for the warm up exercises. The
poets often begin by discussing their approach to creative writing and then propose simple introductory exercises, inviting students to allow their
subconscious to guide them. The poetry writing workshops have been quite effective in stimulating responses from students who I never thought
would have poetic inclinations. Many of them engage spontaneously in the workshop writing activities and readily volunteer to read their drafts to the
entire group. I have witnessed rugby players read tender poetry about their grandfather and reserved silent students reveal a vibrant emotional side.
These spontaneous writing sessions allow students the opportunity to fuse the cognitive and emotional dimensions of second language development
and experience creativity in French in a non judgmental atmosphere.  In closing, a subsequent step for students of this class is to further
consolidate their progress via language study abroad programs or assistantships in Quebec, France or other francophone countries,
where their formal classroom instruction can be validated and greatly enriched within an authentic linguistic context.
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Parachute Teaching
Sheila Andrew, History, St. Thomas University

The Department Chair calls, “Would you like to teach?” “Yes!” Like most of us who parachute into classes without necessarily knowing the environment
we are landing in, I enjoy teaching very much. However, part-time and contract teaching the occasional course presents some new problems. This
commentary is written from the perspective of a retired St. Thomas professor, who was only completely away from campus for one year, so I realize
contacts on campus and experience of St. Thomas have made this easier for me than it is for many of us.

One problem is that we will know very few of the students, if any, and very few of them will know us. They are also very busy and do not have much
time for preliminaries. This year, I tried to get ahead of the game by emailing those enrolled in my January course, asking how they felt about final exams
or more in-semester assignments. Four out of twenty-two had time to respond. It is a start, but may not represent majority view. When we get together,
I’ll try the old “three minute interview” method to get to know each other a little better. Class members can find someone they do not know and
record their interview on large file cards provided. There is usually an odd number, so someone can pair with me, or we establish one group of three
and make it last a little longer. Then, with time available in that class and the next, we introduce each other, and I keep the cards for reference. Seating
plans can be useful, but are too regimented for my taste. For a while, students do not seem to resent U.N. style name cards, made from folded over file
cards and bold black marker. I can hand these out in early classes as a “prof. test”, picking them up at the end for the next try.  Creating my own plan
of where people usually sit, without necessarily explaining that I’m doing this, helps the aging brain and can be reinforced by giving back all assignments
by name. Even when teaching full-time, I sometimes took photos of discussion groups, or those in a particular part of the classroom, so I could add
names. Once they are relaxed in the class, they seem to enjoy this, and with printers I could even make copies available. All of these methods help, but
they do take up valuable class time.

Communication is another problem and it is closely linked to establishing trust and getting to know each other. “Who is this crazy woman? Does she
know what she’s talking about? What’s her reaction going to be to my interests and problems?” It helps to arrive early, especially for an early morning
class, but only a few students are likely to be there to socialize. Students often prefer a quick consultation after class to an office visit, but again, this does
not fit everyone’s schedule. I am thinking of finding an informal space in the building where the class is held so we can make better use of this time.

Thanks to generous colleagues, I have often been able to use an office for an hour after class and there are rooms where we can share space. A few
students are willing and able to come in these restricted hours, especially if we have formally scheduled a time. Obviously this does not suit all of them
and lacks the positive aspects of a mostly open office door. Usually, my coffee and I sit in solitary splendour and get some marking and planning done.
The course outline clearly says students can arrange a meeting somewhere else when it suits them and the cafeteria often works for simple discussions.
However, most of my students use email for contact and comment. I would be interested to know if others find WebCT communication works better.

Then there is the question of personal style. Student acceptance is essential for successful teaching, even when acceptance takes the form of affectionate
eye-rolling as “There she goes again”. This acceptance is harder to gain with a “Part-time” label. Once you have established an atmosphere of trust, it is
much easier for students to learn while having fun, but it takes time for them to accept that this is still learning. Food and music help. I agree with the
student who said all 8.30 am classes should have a coffee urn and cookies, but apart from that, food, music and moving can be important to
understanding. Establishing some authority has to go with this.  I was depressed to hear Gayle MacDonald tell us, in a recent impressive session on
technology in the classroom, that some students think faculty does not care if the professor’s technology is not up to date. I will work on that. Our staff
provides great and sympathetic back-up and I am already less likely to have to cry for student help when I press the wrong thing.

Content is not such a problem for retired professors as we usually avoid conflict with colleagues who have not retired by teaching courses that are
“our own”. The only problems are catching up with recent research and making painful decisions about what to cut back on because some exciting
new developments need including. However, other part-time colleagues tell me that parachuting into some one else’s course at short notice can be
very challenging.

Video-conferencing in Education
James Whitehead, Science and Technology Studies, St. Thomas University

"The future sure ain’t what it used to be". Yogi Berra.

Being a perennially proud nerd, back in 1981 I had the first home computer that was available on the market, a Sinclair ZX81. Along with a flat ‘‘keyboard’’
that required the pressure of a sledgehammer to register keystrokes, it had the phenomenal RAM volume of 1kb (1024 bytes). To place this in context,

this article contains 7.8 times that volume of data. The ZX81 could do very little, though it seemed very handy at the time. Programs could
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Evaluations:
Mid-term Teaching Evaluations
Dave Korotkov, Department of Psychology, St. Thomas University

A life that is too much work erodes the body, but one that requires too little effort depletes the soul. Judith Sills (2004)

When I first started using mid-term evaluations, I used the time-tested practice of simply asking students what three things they liked about the course
and what three things should be changed. While this provided helpful information, it was still limited in what it could and couldn’t tell me. I needed
something much broader that would help evaluate such things as textbook quality, the testing component, as well as all class activities (e.g., case
studies), both quantitatively and qualitatively. At that time, it didn’t strike me that I should just go ahead and develop my own measure.

It all changed for the good about two years ago when I attended the Annual Convention of the American Psychological Association in New Orleans,
where one presenter, Dr. Margaret A. Lloyd, of Georgia Southern University, gave a talk on teaching evaluations, and provided the audience with a useful
teaching evaluation tool, a variant of which can be found in the table below. Since then, I’ve revised her measure and use it for each class I teach. The
revised version has both quantitative and qualitative components and is administered to students under the following conditions: they are typically
administered close to the mid-term of the semester, no student names or identifying marks (e.g., student numbers) are placed on the form, I’m not in
the room when they are filled out, and the forms are handed in at the end of class. I typically give students between 15 and 20 minutes to complete it.
To get a sense for what students are feeling about the course, I typically eyeball the quantitative numbers but obsessively write down each of the
qualitative points, at times numbering how many times a particular suggestion was repeated (e.g., You should put your slides on WebCT). I then provide
feedback to the students. Often, students are surprised at what others had written, whether positive or something in need of change. We then briefly
discuss these findings. In doing so, I make it clear that only some things may be changed, given the contractual nature of the course outline, and
specifically, the already established course expectations. I consider, but try not to veer very far from my teaching philosophy and the course objectives.
For the remaining issues, I reflect on them between semesters and for the most part, the comments are constructive. Lastly, I prefer to give the
formatives out when I am structuring a new course or when I feel a course needs a good shake-up. Thus, I first administer the evaluations continuously,
and then intermittently, when the course stabilizes.

In sum, I’ve found mid-term, formative student evaluations useful in bettering my teaching practices, especially since revising my evaluation forms. Keep
in mind though, that some teachers really don’t need them (can you feel my envy), but some may benefit from them. In any case, they’re not a panacea. 

Health Psychology Mid-term Feedback Form (e-mail me for an expanded version)

1. How are things going for you in this course to date?

2. Please make suggestions about the course that would help you do your best and maintain or increase your enjoyment of the course:
• Things the instructor should stop doing:
• Things the instructor should start doing:
• Things the instructor should keep doing:

3. Are there some changes that YOU need to make to do your best in the course?

TESTS: Please circle one of the following choices in response to each statement

1. The tests provide thorough coverage of the assigned material (circle one of the following):
Strongly disagree (1) disagree (2) neutral (3) agree (4)  strongly agree (5)

2. The tests are fair:
Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

3. The tests could be improved by…

4. To improve my performance on the next test, I need to…

LECTURES:

1. Typical rate of speech: too slow         OK too fast

2. Lecture content:            not very organized satisfactory very organized

Comments:

� �
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play games, solve problems and entertain, all with just 1024 bytes. Fast forward to today: the average hand-held phone has a greater processing power than
the CRAY supercomputers of just 10 years ago. External hard drives at home are starting to routinely offer 1 terabyte (one trillion bytes) of storage at a
reasonable price, and every aspect of our lives, apart from walking the dog, is impacted by microelectronics (though the dog may indeed contain a microchip).

Gordon E. Moore, the head of the Intel Corporation that developed the chips found in most home and office computers today, predicted back in 1965
that computer processing power would double in volume, and halve in cost, every 24 months. Note that this increase is exponential, not linear. With
over forty years of data, this prediction has stood the test of time. With such a dramatic increase in computing capacity over the 27 years since my
ZX81, what computers will be capable of doing tomorrow is really only restricted by our imaginations, not hardware abilities. One area in which this
increase in processing power will have a profound effect, is the use of streaming videoconferencing in teaching institutions.

I thought I was pretty technologically adept until I attended a recent conference in Alberta on videoconferencing (VC) uses in education. Although
somewhat overwhelmed by the hardware-software options, I was impressed by the ways in which teachers had readily adopted the technology and
were creatively using it to enhance the education of K-12 students. I left with the sense that those kids who didn’t have the opportunities afforded by
such pioneering teachers, were really losing out. The same technology has many parallel applications at the higher educational level.

Some of you may be thinking, "Merely using a VC talking head in my class is not much of a progression in education". Most at the conference emphasized
that VC technology is merely one tool that can enhance the educational experience. But what a tool it could be! Already, it is used in Alberta to bring
world-wide experts to discuss issues directly with classes, to allow students to interact face-to-face with their peers anywhere in the world so that they
can come to understand one another’s trials, cultural differences, languages and successes. They allow students to go on virtual field-trips to ecologically
sensitive regions (for example the great barrier reef, lead by divers), to art museums and music halls, to urban streetscapes. The students can interact
with the remote hosts, ask questions about the art, architecture or the fish swimming in the coral on the left! There are opportunities to ‘visit’ sites of
historical significance, such as the concentration camps of World War 2 or regions of genocide such as Rwanda, Bosnia and Darfur. Not-for-profit
organisations such as the CILC (the Centre for Interactive Learning and Collaboration) help place teachers in communication with counterparts willing
to connect speakers or classes with your students at STU - for free, I might add.

Seeing and chatting are only part of the exercise, of course. The VC interaction is best prefaced by background reading and in-class discussion, and can
include post VC group projects, or construction of collaborative web pages (Wikis). Many teachers found that getting the students to work on ‘action
projects’ that encourage the students to directly create a difference in the world, made an impact that could not be achieved with traditional fact-based
teaching. The onus was placed more on the student to take an active role in their own education, and that of their peers, leaving the teacher to take a
greater role as advisor and facilitator. Several VC interactions with the same remote set of peers also helped to build a greater level of understanding,
given that issues requiring clarification could be addressed over the protracted period of interaction.

How feasible is videoconferencing at STU?
STU has the basic infrastructure in most of
its classrooms to be able to use
videoconferencing. There are various
degrees of interaction that dictate the
hardware-software requirements, but the
most basic form of VC interaction has
already been test driven at STU. Last year
my STS 3803 Space Exploration class had
the opportunity to interact directly with the
past Mission Commander of the Mars
Arctic Research Station, an analogue site for
Mars exploration situated in Canada’s high
arctic. They learned about the research
goals, how people adjusted to working in
confined spaces, on Mars time and in a
hostile environment. The presenter gave her
Powerpoint presentation on one screen
and her talking head was on the other. She
could also see the STU students via a
webcam. Afterwards, the students had an
opportunity to ask questions. They were
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Poetry and Education
Andrew Titus, English Department, St. Thomas University

‘Beauty’s just another word I’m never certain how to spell’: how does poetry educate?

Strategy connotes embattlement, the taking of sides, drawing of lines, overtaking of others, might, brains, wit, conflict, victory, superiority.  Strategies are
developed, thought through, calculated, tested. Strategists play chess to win, have opponents who are there to be beaten, and win wars due to their cold
skills of analytical deduction. Stalin was an excellent strategist (“One man dies and it is a tragedy, one million die and it is a statistic”), as was Mao, Patton,
Hannibal, and Napoleon—the company of men who succeed unencumbered by guilt because the lives lost were sacrificed for their greater good. Strategy
has no place for emotion, dangerous virus that it is to the military mind.

I am sure that there is no one teaching in this institution who approaches their classes in this way.  Listen to the discussions in the hallway or the
courtyard, stick your head into a lecture or seminar, read the literature, read the writing on the wall – ‘think for yourself’ is what it all says.  Though
there can be little doubt that vast amounts of time and effort are not spent on thinking about our classes and students and words we will use, the
Liberal Arts classroom is hardly a battlefield.

If not a teaching strategy, then what?  Nothing so militaristic, and yet neither a wet blanket.  The English language has a hard time operating in the huge
grey areas between extremities – between love and hate, war and peace, good and evil, the clinical and the crass.  But in coming here we decided to
not be satisfied with being confounded by the inadequacies of language and instead have worked away at slowly creating sophisticated ways of
reconciliation – for that is what teaching at St. Thomas is:  the perseverance of  dedicated idealism against the juggernauts of commodified practicality.
Not a strategy or an attack plan, but neither an approach nor a process; perhaps it is our poetic engagement, our onomatapoetics of the classroom, the
point of engagement where form and content seamlessly blend into pedagogy.

Poetry teaches first the inherent dependence between form and content; even insists that these are really one in the same, and that it is only language
and a 2500 year old philosophical mistake that would have them separate at all.  What we say is entirely wound up in how we say it, and likewise vice
versa.  You would not write an expository essay to someone you are interested in entitled ’10 reasons why we should be together’, anymore than you
would write a punk song about Kant’s Critique of Practical Reason without knowing that the form (or medium) will effect people’s interpretation of the
piece in culturally specific ways.

To engage with our students we engage with the material.  I open myself, as Martin Buber suggests, to ‘the other’ (text, student, idea) and give them all
of my attention.  Not the usual .05% that we give (with the other 99.95% preoccupied with all of the yesterdays that never were and the tomorrows
that will never be), but with ALL of my attention.  This is the second thing that poetry teaches:  to focus on what is before us, to attend to the world,
to wake up from out emotional and intellectual slumber, to be part of the world now instead of  wondering where all the years went, to stop taking
things, ideas and  people for granted and to be present to/ in their luminescence.  

But I think that we already know this: we are passionate about what we teach, we love our subject areas and its pundits with all their arguing and
contradictions and revelations, even if none of it really matters as far most people are concerned. We stand before the latest translation of Martin
Heidegger’s Being and Time, or the most up to date psychological research on the effects of music therapy in cognitive rehabilitation, or an as yet
unpublished article on an otherwise unknown Aztec ruin, and we are in awe of it, even though it may only interest two dozen other people in the world
as much as it does us.  We, above all others, understand what it means to stand in wonder before the seemingly mundane.

Poetry teaches us to be passionate, to be filled with excitement and, even if language forbids us, to shout it from the rooftops.  We create words to fit
our newly minted ideas and discoveries, we carve niches and invite people to come and sit with us inside them while we tell a story, we engage with
the senses, express emotion, speak poetry because we know by experience that there is no better way to communicate and initiate.

Each of us, in our own way, in a way that understands the inherent contact point between what we teach and how we teach it, practices onomatapoetics
with both our discipline and our students.  Mine often has me on top of desks reciting Coleridge, or involved in a spontaneous cast reading of
Shakespeare with a dozen students; and although this may not work for you, I assure you that, as effective as your teaching, your kind of engagement
may be, it would never work for me either.  Our practices push each of us towards the limits of our disciplines, allowing us to reach towards the sublime
core of our work, and it is there that we meet our students in conversation.

�

This photo represents an online video conference with a surrogate James Whitehead aka Ares Zanzibar checking
out a Princeton University Lecture Hall in virtual reality. 
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highly engaged, and instructor evaluations at the end of the course commonly mentioned the impact the direct interaction made on them. What miracle
of technology was required? A simple account on the freely available videotelephony software called Skype (skype.com), two webcams, two screens,
two computers, two video projectors and an audio amplification system. Most classes at STU have the fundamental elements, and can have a second
screen, a laptop and a projector on a cart installed for special events.

Although I thought I was being quite revolutionary at the time, I have since learned that this is the most limited hardware-software system available. The
presenter had to send me the Powerpoint presentation in advance, and I advanced the slides on her prompting. Most professional VC infrastructures
allow the presenter to operate the presentation on their own machine, they can also share their desktop applications, thereby providing all the tools
they need to demonstrate their concepts. A desktop camera can augment the system so that physical items can be shown to remote students. Many
systems, including those that use SMARTboards (with additional software called BRIGDIT) allow two-way interaction between classes with
SMARTboards. Students at one site can annotate and build a presentation or perform an exercise while communicating with students at a remote site,
who can manipulate the same items on their computers/SMARTboards.

As part of a long-term plan, VC could also provide an opportunity to attract more students. Students are becoming more and more aware that they
are not restricted to taking courses solely at their local university: they can choose to take online courses anywhere, choosing specific teachers/experts
rather than being restricted by geography. STU faculty possess expertise in many areas of research, and are well published. There is a great potential to
be able to attract quality students from a worldwide pool of talent.... and, on a practical level, help them share their student fees with the STU coffers.
Aware of this, a number of universities already have online virtual institutions.

You’ve probably seen the virtual gaming environments: 3D renderings of buildings occupied by buxom women and overly musclebound men, generally
attempting to annihilate one another in creative ways. Twenty million people, play in the hugely popular 3D environment called Everquest. It is tempting
to dismiss these environments as purely recreational, but our students are significantly more comfortable in such places than many of us, and many are
ready to perform other functions there. In the non-gaming 3D virtual world called Second Life (www.secondlife.com), over 2 million virtual souls (driven
by real people, of course) now interact, buy products, get services and yes, go to school. Recognizing this potential, IBM has invested over $1B in
establishing a Business Centre on Second Life. Over 100 educational institutions already have a presence in Second Life, some of whom already offer
classes there. Students physically have to navigate through rooms and courtyards to get to class, find a chair, listen to the prof, and interact in a controlled
manner. I suspect most educators would be challenged to provide an enriching educational experience in such a setting, but some institutions have taken
the plunge and will be perennially improving the experience, leaving others behind. To ignore the future potential, despite it’s current limitations, would
be akin to ignoring the potential of the internet in the late 1980’s because the telephone was sufficient a mode of communication at the time. While
these 3D virtual teaching environments are still in a fledgling stage, VC technologies are already proven enhancements to the teaching and learning
environment, when used in conjunction with other more traditional techniques.

If your interest has been piqued and you happen to venture on an exploratory jaunt in the virtual world of Second Life, look out for a tall, exceedingly
good-looking avatar called Ares Zanzibar. Say "hi", and please don’t tell anyone I’m really not that buff in real life!

NB: For those that are interested in learning more about how video-conferencing could be used at STU, there will be a workshop on this topic in the spring.

A Few Teaching Strategies
Rodger Wilkie, Aquinas, Great Ideas, English, St. Thomas University

Though my goal as a teacher is to engage my students’ intellects, my means toward this end often involve first engaging their imaginations, emotions,
and senses of humour. My strategies thus vary depending upon subject matter and the needs of my students. The following are the three methods that
I’ve found to have the broadest applicability. All are aimed toward the study of literature.

One method that I find useful for engaging students with literary works whose origins are distant in time is to generate a list of preconceptions and
associations. The approach is free-form. At the beginning of a unit on Sir Gawain and the Green Knight, for instance, I might ask students what the
name “King Arthur” or perhaps the word “medieval” means to them. The resulting list helps to identify not only what they already know but also any
stereotypes or misconceptions that need to be addressed and often, as for example when references to popular culture emerge, potential avenues for
instruction that may not have occurred to me otherwise. This method is useful not only in the discussion of ancient and medieval texts but also in the
study of such contemporary matters as feminism and post-colonialism.

I also incorporate visual and auditory aids in various circumstances and for various reasons. When teaching a work whose origins are distant from the
students’ own culture, for example Beowulf, visual images are useful. I have an extensive collection reflecting life in northern Europe in the early middle
ages: Norse ships, Merovingian coins, Anglo-Saxon jewelry, a variety of weapons and other armaments, reconstructions of a seventh century harp, a

selection of grave goods from Sutton Hoo, and several manuscript pages. These images, presented in their historical contexts and in

relation to the poem, allow students to approach an understanding of how this difficult and demanding poem might have been appreciated by its
original audience. Near the end of this introduction, I read a substantial passage of the epic aloud in its original language, which the students do not
understand, but which introduces them to the rhythms and feel of the poem in a way that a silent reading of a translation cannot offer. This class, which
I vary slightly each year in order to keep myself fresh, always provokes animated discussion and many questions.

Auditory and visual supplements are also useful in discussions of the variety of possible responses to literature. Many works by such poets as Blake,
Tennyson, Yeats, and Ginsberg have been set to music and recorded, and these recordings not only offer students the experience of hearing what they
might otherwise only encounter on the page; they also provide a context in which to discuss questions of interpretation and the relationship of sound
to meaning. Similarly, visual representations of literary works, such as the collection of paintings, drawings, and etchings based on “The Lady of Shallot”
that I have assembled into a PowerPoint presentation, offer an ideal opportunity to address the ways in which the same or similar ideas can be handled
in different media, the ways in which different forms of art can influence each other, and the effects that a single work can have not only upon other
artists but also upon cultural currents, broadly speaking.

Related to these discussions of interpretation is my creative response assignment. Based loosely upon the requirements for a Creative Writing thesis in
UNB’s Department of English, this assignment consists of two parts: a creative response to a work or works on the course syllabus, and an essay
explaining the relationship between the student’s creation and the text(s) to which he or she is responding. I began offering this option as one choice
for the final essay of the year in ENGL 2006, the first year I taught at St. Thomas, and have offered it at or near the end of every subsequent year in my
Aquinas and other introductory English classes. At first, it was explicitly a creative writing option, but for the last two years, I have left the artistic
medium open. As a result, students in these classes have produced drawings, paintings, songs, classical compositions, structured musical improvisations, a
solo multi-track rendition of a long poem arranged and sung in four-part harmony, and an interpretive dance based upon Eliot's “The Hollow Men,” all
accompanied by explanatory essays that relate, sometimes in minute detail, the student’s artistic choices to the contents of the work(s) in question and
often to the major themes of the course. The more freedom I give my students on this assignment, the harder they work, and the more innovative and
thoughtful they become.

CLIL (Content and Language Integrated Learning), 
or 

The Classroom Revolution of Foreign Language Teaching in Spain
Sonsoles Sánchez-Reyes Peñamaría, Universidad de Salamanca, Campus de Ávila, España

More and more frequently, education centres at the Primary and Secondary level in Spain are asking to be recognized by education authorities as bilingual
centres. When this is granted, and it is usually granted almost exclusively to schools teaching English and Spanish, the news appears in the local press as if it
were an unequivocal acknowledgement of the school’s high academic standards; and this success brings an immediate growth in student numbers. The Junta
de Castilla y León, the regional government of the central area of Spain, has already announced its short term objective of providing an opportunity for a
clear majority of the educational establishments in its territory to reconstitute themselves as bilingual centres. This has had an immediate and positive
impact on the increasing number of teachers enrolled in the Master’s Degrees in Teaching English throughout the region’s universities.

But the education which students receive in these bilingual centres is a long way from being equal in both languages. In fact, classes are mainly given in
Spanish and classes are delivered in English only in certain subjects (principally natural sciences, geography, history, plastic arts, and music), and then for
only one or two hours a week out of the total teaching time of  3, 4, or 5 hours, according to the timetable of each subject. This system has become
known as the CLIL (Content and Language Integrated Learning), or AICLE (Aprendizaje Integrado de Contenidos y Lengua Extranjera, as it is called in
Spanish). In this fashion, students learn material appropriate to their educational level by means of the foreign language, which becomes a vehicle for
transferring information, rather than an end in itself, which is what happens in traditional English classes for speakers of Spanish. Administrations are
investing many resources as they offer, both inside and outside of Spain, language courses so that non-native speakers of English may improve their
linguistic skills. Nevertheless, this retraining of teachers in English is a very slow, difficult, and costly process and now it is falling more and more to the
teachers of English themselves to develop their knowledge in other areas so as to be able to teach, in the language of Shakespeare, students whose
competence in English is vastly inferior to their competence in Spanish.

Everyone is aware that the integrated teaching of foreign language and content presents many problems which the teacher must sort out. One
particularly thorny problem is that of the limited abilities which students have in English, for this means that teachers run the risk of simplifying subject
matter taught in that language. For this reason, a great many visual resources are needed to fill in the verbal gaps and to guarantee full comprehension.
Class activities must be introduced that go beyond the spoken and written word in order to stimulate student learning. The path that is now being
followed is very promising. But again, the provision of specific materials by the various Administrations, especially in these times of economic stress, will
be decisive when it is time to assess the results achieved. 
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highly engaged, and instructor evaluations at the end of the course commonly mentioned the impact the direct interaction made on them. What miracle
of technology was required? A simple account on the freely available videotelephony software called Skype (skype.com), two webcams, two screens,
two computers, two video projectors and an audio amplification system. Most classes at STU have the fundamental elements, and can have a second
screen, a laptop and a projector on a cart installed for special events.

Although I thought I was being quite revolutionary at the time, I have since learned that this is the most limited hardware-software system available. The
presenter had to send me the Powerpoint presentation in advance, and I advanced the slides on her prompting. Most professional VC infrastructures
allow the presenter to operate the presentation on their own machine, they can also share their desktop applications, thereby providing all the tools
they need to demonstrate their concepts. A desktop camera can augment the system so that physical items can be shown to remote students. Many
systems, including those that use SMARTboards (with additional software called BRIGDIT) allow two-way interaction between classes with
SMARTboards. Students at one site can annotate and build a presentation or perform an exercise while communicating with students at a remote site,
who can manipulate the same items on their computers/SMARTboards.

As part of a long-term plan, VC could also provide an opportunity to attract more students. Students are becoming more and more aware that they
are not restricted to taking courses solely at their local university: they can choose to take online courses anywhere, choosing specific teachers/experts
rather than being restricted by geography. STU faculty possess expertise in many areas of research, and are well published. There is a great potential to
be able to attract quality students from a worldwide pool of talent.... and, on a practical level, help them share their student fees with the STU coffers.
Aware of this, a number of universities already have online virtual institutions.

You’ve probably seen the virtual gaming environments: 3D renderings of buildings occupied by buxom women and overly musclebound men, generally
attempting to annihilate one another in creative ways. Twenty million people, play in the hugely popular 3D environment called Everquest. It is tempting
to dismiss these environments as purely recreational, but our students are significantly more comfortable in such places than many of us, and many are
ready to perform other functions there. In the non-gaming 3D virtual world called Second Life (www.secondlife.com), over 2 million virtual souls (driven
by real people, of course) now interact, buy products, get services and yes, go to school. Recognizing this potential, IBM has invested over $1B in
establishing a Business Centre on Second Life. Over 100 educational institutions already have a presence in Second Life, some of whom already offer
classes there. Students physically have to navigate through rooms and courtyards to get to class, find a chair, listen to the prof, and interact in a controlled
manner. I suspect most educators would be challenged to provide an enriching educational experience in such a setting, but some institutions have taken
the plunge and will be perennially improving the experience, leaving others behind. To ignore the future potential, despite it’s current limitations, would
be akin to ignoring the potential of the internet in the late 1980’s because the telephone was sufficient a mode of communication at the time. While
these 3D virtual teaching environments are still in a fledgling stage, VC technologies are already proven enhancements to the teaching and learning
environment, when used in conjunction with other more traditional techniques.

If your interest has been piqued and you happen to venture on an exploratory jaunt in the virtual world of Second Life, look out for a tall, exceedingly
good-looking avatar called Ares Zanzibar. Say "hi", and please don’t tell anyone I’m really not that buff in real life!

NB: For those that are interested in learning more about how video-conferencing could be used at STU, there will be a workshop on this topic in the spring.

A Few Teaching Strategies
Rodger Wilkie, Aquinas, Great Ideas, English, St. Thomas University

Though my goal as a teacher is to engage my students’ intellects, my means toward this end often involve first engaging their imaginations, emotions,
and senses of humour. My strategies thus vary depending upon subject matter and the needs of my students. The following are the three methods that
I’ve found to have the broadest applicability. All are aimed toward the study of literature.

One method that I find useful for engaging students with literary works whose origins are distant in time is to generate a list of preconceptions and
associations. The approach is free-form. At the beginning of a unit on Sir Gawain and the Green Knight, for instance, I might ask students what the
name “King Arthur” or perhaps the word “medieval” means to them. The resulting list helps to identify not only what they already know but also any
stereotypes or misconceptions that need to be addressed and often, as for example when references to popular culture emerge, potential avenues for
instruction that may not have occurred to me otherwise. This method is useful not only in the discussion of ancient and medieval texts but also in the
study of such contemporary matters as feminism and post-colonialism.

I also incorporate visual and auditory aids in various circumstances and for various reasons. When teaching a work whose origins are distant from the
students’ own culture, for example Beowulf, visual images are useful. I have an extensive collection reflecting life in northern Europe in the early middle
ages: Norse ships, Merovingian coins, Anglo-Saxon jewelry, a variety of weapons and other armaments, reconstructions of a seventh century harp, a

selection of grave goods from Sutton Hoo, and several manuscript pages. These images, presented in their historical contexts and in

relation to the poem, allow students to approach an understanding of how this difficult and demanding poem might have been appreciated by its
original audience. Near the end of this introduction, I read a substantial passage of the epic aloud in its original language, which the students do not
understand, but which introduces them to the rhythms and feel of the poem in a way that a silent reading of a translation cannot offer. This class, which
I vary slightly each year in order to keep myself fresh, always provokes animated discussion and many questions.

Auditory and visual supplements are also useful in discussions of the variety of possible responses to literature. Many works by such poets as Blake,
Tennyson, Yeats, and Ginsberg have been set to music and recorded, and these recordings not only offer students the experience of hearing what they
might otherwise only encounter on the page; they also provide a context in which to discuss questions of interpretation and the relationship of sound
to meaning. Similarly, visual representations of literary works, such as the collection of paintings, drawings, and etchings based on “The Lady of Shallot”
that I have assembled into a PowerPoint presentation, offer an ideal opportunity to address the ways in which the same or similar ideas can be handled
in different media, the ways in which different forms of art can influence each other, and the effects that a single work can have not only upon other
artists but also upon cultural currents, broadly speaking.

Related to these discussions of interpretation is my creative response assignment. Based loosely upon the requirements for a Creative Writing thesis in
UNB’s Department of English, this assignment consists of two parts: a creative response to a work or works on the course syllabus, and an essay
explaining the relationship between the student’s creation and the text(s) to which he or she is responding. I began offering this option as one choice
for the final essay of the year in ENGL 2006, the first year I taught at St. Thomas, and have offered it at or near the end of every subsequent year in my
Aquinas and other introductory English classes. At first, it was explicitly a creative writing option, but for the last two years, I have left the artistic
medium open. As a result, students in these classes have produced drawings, paintings, songs, classical compositions, structured musical improvisations, a
solo multi-track rendition of a long poem arranged and sung in four-part harmony, and an interpretive dance based upon Eliot's “The Hollow Men,” all
accompanied by explanatory essays that relate, sometimes in minute detail, the student’s artistic choices to the contents of the work(s) in question and
often to the major themes of the course. The more freedom I give my students on this assignment, the harder they work, and the more innovative and
thoughtful they become.

CLIL (Content and Language Integrated Learning), 
or 

The Classroom Revolution of Foreign Language Teaching in Spain
Sonsoles Sánchez-Reyes Peñamaría, Universidad de Salamanca, Campus de Ávila, España

More and more frequently, education centres at the Primary and Secondary level in Spain are asking to be recognized by education authorities as bilingual
centres. When this is granted, and it is usually granted almost exclusively to schools teaching English and Spanish, the news appears in the local press as if it
were an unequivocal acknowledgement of the school’s high academic standards; and this success brings an immediate growth in student numbers. The Junta
de Castilla y León, the regional government of the central area of Spain, has already announced its short term objective of providing an opportunity for a
clear majority of the educational establishments in its territory to reconstitute themselves as bilingual centres. This has had an immediate and positive
impact on the increasing number of teachers enrolled in the Master’s Degrees in Teaching English throughout the region’s universities.

But the education which students receive in these bilingual centres is a long way from being equal in both languages. In fact, classes are mainly given in
Spanish and classes are delivered in English only in certain subjects (principally natural sciences, geography, history, plastic arts, and music), and then for
only one or two hours a week out of the total teaching time of  3, 4, or 5 hours, according to the timetable of each subject. This system has become
known as the CLIL (Content and Language Integrated Learning), or AICLE (Aprendizaje Integrado de Contenidos y Lengua Extranjera, as it is called in
Spanish). In this fashion, students learn material appropriate to their educational level by means of the foreign language, which becomes a vehicle for
transferring information, rather than an end in itself, which is what happens in traditional English classes for speakers of Spanish. Administrations are
investing many resources as they offer, both inside and outside of Spain, language courses so that non-native speakers of English may improve their
linguistic skills. Nevertheless, this retraining of teachers in English is a very slow, difficult, and costly process and now it is falling more and more to the
teachers of English themselves to develop their knowledge in other areas so as to be able to teach, in the language of Shakespeare, students whose
competence in English is vastly inferior to their competence in Spanish.

Everyone is aware that the integrated teaching of foreign language and content presents many problems which the teacher must sort out. One
particularly thorny problem is that of the limited abilities which students have in English, for this means that teachers run the risk of simplifying subject
matter taught in that language. For this reason, a great many visual resources are needed to fill in the verbal gaps and to guarantee full comprehension.
Class activities must be introduced that go beyond the spoken and written word in order to stimulate student learning. The path that is now being
followed is very promising. But again, the provision of specific materials by the various Administrations, especially in these times of economic stress, will
be decisive when it is time to assess the results achieved. 
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play games, solve problems and entertain, all with just 1024 bytes. Fast forward to today: the average hand-held phone has a greater processing power than
the CRAY supercomputers of just 10 years ago. External hard drives at home are starting to routinely offer 1 terabyte (one trillion bytes) of storage at a
reasonable price, and every aspect of our lives, apart from walking the dog, is impacted by microelectronics (though the dog may indeed contain a microchip).

Gordon E. Moore, the head of the Intel Corporation that developed the chips found in most home and office computers today, predicted back in 1965
that computer processing power would double in volume, and halve in cost, every 24 months. Note that this increase is exponential, not linear. With
over forty years of data, this prediction has stood the test of time. With such a dramatic increase in computing capacity over the 27 years since my
ZX81, what computers will be capable of doing tomorrow is really only restricted by our imaginations, not hardware abilities. One area in which this
increase in processing power will have a profound effect, is the use of streaming videoconferencing in teaching institutions.

I thought I was pretty technologically adept until I attended a recent conference in Alberta on videoconferencing (VC) uses in education. Although
somewhat overwhelmed by the hardware-software options, I was impressed by the ways in which teachers had readily adopted the technology and
were creatively using it to enhance the education of K-12 students. I left with the sense that those kids who didn’t have the opportunities afforded by
such pioneering teachers, were really losing out. The same technology has many parallel applications at the higher educational level.

Some of you may be thinking, "Merely using a VC talking head in my class is not much of a progression in education". Most at the conference emphasized
that VC technology is merely one tool that can enhance the educational experience. But what a tool it could be! Already, it is used in Alberta to bring
world-wide experts to discuss issues directly with classes, to allow students to interact face-to-face with their peers anywhere in the world so that they
can come to understand one another’s trials, cultural differences, languages and successes. They allow students to go on virtual field-trips to ecologically
sensitive regions (for example the great barrier reef, lead by divers), to art museums and music halls, to urban streetscapes. The students can interact
with the remote hosts, ask questions about the art, architecture or the fish swimming in the coral on the left! There are opportunities to ‘visit’ sites of
historical significance, such as the concentration camps of World War 2 or regions of genocide such as Rwanda, Bosnia and Darfur. Not-for-profit
organisations such as the CILC (the Centre for Interactive Learning and Collaboration) help place teachers in communication with counterparts willing
to connect speakers or classes with your students at STU - for free, I might add.

Seeing and chatting are only part of the exercise, of course. The VC interaction is best prefaced by background reading and in-class discussion, and can
include post VC group projects, or construction of collaborative web pages (Wikis). Many teachers found that getting the students to work on ‘action
projects’ that encourage the students to directly create a difference in the world, made an impact that could not be achieved with traditional fact-based
teaching. The onus was placed more on the student to take an active role in their own education, and that of their peers, leaving the teacher to take a
greater role as advisor and facilitator. Several VC interactions with the same remote set of peers also helped to build a greater level of understanding,
given that issues requiring clarification could be addressed over the protracted period of interaction.

How feasible is videoconferencing at STU?
STU has the basic infrastructure in most of
its classrooms to be able to use
videoconferencing. There are various
degrees of interaction that dictate the
hardware-software requirements, but the
most basic form of VC interaction has
already been test driven at STU. Last year
my STS 3803 Space Exploration class had
the opportunity to interact directly with the
past Mission Commander of the Mars
Arctic Research Station, an analogue site for
Mars exploration situated in Canada’s high
arctic. They learned about the research
goals, how people adjusted to working in
confined spaces, on Mars time and in a
hostile environment. The presenter gave her
Powerpoint presentation on one screen
and her talking head was on the other. She
could also see the STU students via a
webcam. Afterwards, the students had an
opportunity to ask questions. They were
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Poetry and Education
Andrew Titus, English Department, St. Thomas University

‘Beauty’s just another word I’m never certain how to spell’: how does poetry educate?

Strategy connotes embattlement, the taking of sides, drawing of lines, overtaking of others, might, brains, wit, conflict, victory, superiority.  Strategies are
developed, thought through, calculated, tested. Strategists play chess to win, have opponents who are there to be beaten, and win wars due to their cold
skills of analytical deduction. Stalin was an excellent strategist (“One man dies and it is a tragedy, one million die and it is a statistic”), as was Mao, Patton,
Hannibal, and Napoleon—the company of men who succeed unencumbered by guilt because the lives lost were sacrificed for their greater good. Strategy
has no place for emotion, dangerous virus that it is to the military mind.

I am sure that there is no one teaching in this institution who approaches their classes in this way.  Listen to the discussions in the hallway or the
courtyard, stick your head into a lecture or seminar, read the literature, read the writing on the wall – ‘think for yourself’ is what it all says.  Though
there can be little doubt that vast amounts of time and effort are not spent on thinking about our classes and students and words we will use, the
Liberal Arts classroom is hardly a battlefield.

If not a teaching strategy, then what?  Nothing so militaristic, and yet neither a wet blanket.  The English language has a hard time operating in the huge
grey areas between extremities – between love and hate, war and peace, good and evil, the clinical and the crass.  But in coming here we decided to
not be satisfied with being confounded by the inadequacies of language and instead have worked away at slowly creating sophisticated ways of
reconciliation – for that is what teaching at St. Thomas is:  the perseverance of  dedicated idealism against the juggernauts of commodified practicality.
Not a strategy or an attack plan, but neither an approach nor a process; perhaps it is our poetic engagement, our onomatapoetics of the classroom, the
point of engagement where form and content seamlessly blend into pedagogy.

Poetry teaches first the inherent dependence between form and content; even insists that these are really one in the same, and that it is only language
and a 2500 year old philosophical mistake that would have them separate at all.  What we say is entirely wound up in how we say it, and likewise vice
versa.  You would not write an expository essay to someone you are interested in entitled ’10 reasons why we should be together’, anymore than you
would write a punk song about Kant’s Critique of Practical Reason without knowing that the form (or medium) will effect people’s interpretation of the
piece in culturally specific ways.

To engage with our students we engage with the material.  I open myself, as Martin Buber suggests, to ‘the other’ (text, student, idea) and give them all
of my attention.  Not the usual .05% that we give (with the other 99.95% preoccupied with all of the yesterdays that never were and the tomorrows
that will never be), but with ALL of my attention.  This is the second thing that poetry teaches:  to focus on what is before us, to attend to the world,
to wake up from out emotional and intellectual slumber, to be part of the world now instead of  wondering where all the years went, to stop taking
things, ideas and  people for granted and to be present to/ in their luminescence.  

But I think that we already know this: we are passionate about what we teach, we love our subject areas and its pundits with all their arguing and
contradictions and revelations, even if none of it really matters as far most people are concerned. We stand before the latest translation of Martin
Heidegger’s Being and Time, or the most up to date psychological research on the effects of music therapy in cognitive rehabilitation, or an as yet
unpublished article on an otherwise unknown Aztec ruin, and we are in awe of it, even though it may only interest two dozen other people in the world
as much as it does us.  We, above all others, understand what it means to stand in wonder before the seemingly mundane.

Poetry teaches us to be passionate, to be filled with excitement and, even if language forbids us, to shout it from the rooftops.  We create words to fit
our newly minted ideas and discoveries, we carve niches and invite people to come and sit with us inside them while we tell a story, we engage with
the senses, express emotion, speak poetry because we know by experience that there is no better way to communicate and initiate.

Each of us, in our own way, in a way that understands the inherent contact point between what we teach and how we teach it, practices onomatapoetics
with both our discipline and our students.  Mine often has me on top of desks reciting Coleridge, or involved in a spontaneous cast reading of
Shakespeare with a dozen students; and although this may not work for you, I assure you that, as effective as your teaching, your kind of engagement
may be, it would never work for me either.  Our practices push each of us towards the limits of our disciplines, allowing us to reach towards the sublime
core of our work, and it is there that we meet our students in conversation.
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Parachute Teaching
Sheila Andrew, History, St. Thomas University

The Department Chair calls, “Would you like to teach?” “Yes!” Like most of us who parachute into classes without necessarily knowing the environment
we are landing in, I enjoy teaching very much. However, part-time and contract teaching the occasional course presents some new problems. This
commentary is written from the perspective of a retired St. Thomas professor, who was only completely away from campus for one year, so I realize
contacts on campus and experience of St. Thomas have made this easier for me than it is for many of us.

One problem is that we will know very few of the students, if any, and very few of them will know us. They are also very busy and do not have much
time for preliminaries. This year, I tried to get ahead of the game by emailing those enrolled in my January course, asking how they felt about final exams
or more in-semester assignments. Four out of twenty-two had time to respond. It is a start, but may not represent majority view. When we get together,
I’ll try the old “three minute interview” method to get to know each other a little better. Class members can find someone they do not know and
record their interview on large file cards provided. There is usually an odd number, so someone can pair with me, or we establish one group of three
and make it last a little longer. Then, with time available in that class and the next, we introduce each other, and I keep the cards for reference. Seating
plans can be useful, but are too regimented for my taste. For a while, students do not seem to resent U.N. style name cards, made from folded over file
cards and bold black marker. I can hand these out in early classes as a “prof. test”, picking them up at the end for the next try.  Creating my own plan
of where people usually sit, without necessarily explaining that I’m doing this, helps the aging brain and can be reinforced by giving back all assignments
by name. Even when teaching full-time, I sometimes took photos of discussion groups, or those in a particular part of the classroom, so I could add
names. Once they are relaxed in the class, they seem to enjoy this, and with printers I could even make copies available. All of these methods help, but
they do take up valuable class time.

Communication is another problem and it is closely linked to establishing trust and getting to know each other. “Who is this crazy woman? Does she
know what she’s talking about? What’s her reaction going to be to my interests and problems?” It helps to arrive early, especially for an early morning
class, but only a few students are likely to be there to socialize. Students often prefer a quick consultation after class to an office visit, but again, this does
not fit everyone’s schedule. I am thinking of finding an informal space in the building where the class is held so we can make better use of this time.

Thanks to generous colleagues, I have often been able to use an office for an hour after class and there are rooms where we can share space. A few
students are willing and able to come in these restricted hours, especially if we have formally scheduled a time. Obviously this does not suit all of them
and lacks the positive aspects of a mostly open office door. Usually, my coffee and I sit in solitary splendour and get some marking and planning done.
The course outline clearly says students can arrange a meeting somewhere else when it suits them and the cafeteria often works for simple discussions.
However, most of my students use email for contact and comment. I would be interested to know if others find WebCT communication works better.

Then there is the question of personal style. Student acceptance is essential for successful teaching, even when acceptance takes the form of affectionate
eye-rolling as “There she goes again”. This acceptance is harder to gain with a “Part-time” label. Once you have established an atmosphere of trust, it is
much easier for students to learn while having fun, but it takes time for them to accept that this is still learning. Food and music help. I agree with the
student who said all 8.30 am classes should have a coffee urn and cookies, but apart from that, food, music and moving can be important to
understanding. Establishing some authority has to go with this.  I was depressed to hear Gayle MacDonald tell us, in a recent impressive session on
technology in the classroom, that some students think faculty does not care if the professor’s technology is not up to date. I will work on that. Our staff
provides great and sympathetic back-up and I am already less likely to have to cry for student help when I press the wrong thing.

Content is not such a problem for retired professors as we usually avoid conflict with colleagues who have not retired by teaching courses that are
“our own”. The only problems are catching up with recent research and making painful decisions about what to cut back on because some exciting
new developments need including. However, other part-time colleagues tell me that parachuting into some one else’s course at short notice can be
very challenging.

Video-conferencing in Education
James Whitehead, Science and Technology Studies, St. Thomas University

"The future sure ain’t what it used to be". Yogi Berra.

Being a perennially proud nerd, back in 1981 I had the first home computer that was available on the market, a Sinclair ZX81. Along with a flat ‘‘keyboard’’
that required the pressure of a sledgehammer to register keystrokes, it had the phenomenal RAM volume of 1kb (1024 bytes). To place this in context,

this article contains 7.8 times that volume of data. The ZX81 could do very little, though it seemed very handy at the time. Programs could
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Evaluations:
Mid-term Teaching Evaluations
Dave Korotkov, Department of Psychology, St. Thomas University

A life that is too much work erodes the body, but one that requires too little effort depletes the soul. Judith Sills (2004)

When I first started using mid-term evaluations, I used the time-tested practice of simply asking students what three things they liked about the course
and what three things should be changed. While this provided helpful information, it was still limited in what it could and couldn’t tell me. I needed
something much broader that would help evaluate such things as textbook quality, the testing component, as well as all class activities (e.g., case
studies), both quantitatively and qualitatively. At that time, it didn’t strike me that I should just go ahead and develop my own measure.

It all changed for the good about two years ago when I attended the Annual Convention of the American Psychological Association in New Orleans,
where one presenter, Dr. Margaret A. Lloyd, of Georgia Southern University, gave a talk on teaching evaluations, and provided the audience with a useful
teaching evaluation tool, a variant of which can be found in the table below. Since then, I’ve revised her measure and use it for each class I teach. The
revised version has both quantitative and qualitative components and is administered to students under the following conditions: they are typically
administered close to the mid-term of the semester, no student names or identifying marks (e.g., student numbers) are placed on the form, I’m not in
the room when they are filled out, and the forms are handed in at the end of class. I typically give students between 15 and 20 minutes to complete it.
To get a sense for what students are feeling about the course, I typically eyeball the quantitative numbers but obsessively write down each of the
qualitative points, at times numbering how many times a particular suggestion was repeated (e.g., You should put your slides on WebCT). I then provide
feedback to the students. Often, students are surprised at what others had written, whether positive or something in need of change. We then briefly
discuss these findings. In doing so, I make it clear that only some things may be changed, given the contractual nature of the course outline, and
specifically, the already established course expectations. I consider, but try not to veer very far from my teaching philosophy and the course objectives.
For the remaining issues, I reflect on them between semesters and for the most part, the comments are constructive. Lastly, I prefer to give the
formatives out when I am structuring a new course or when I feel a course needs a good shake-up. Thus, I first administer the evaluations continuously,
and then intermittently, when the course stabilizes.

In sum, I’ve found mid-term, formative student evaluations useful in bettering my teaching practices, especially since revising my evaluation forms. Keep
in mind though, that some teachers really don’t need them (can you feel my envy), but some may benefit from them. In any case, they’re not a panacea. 

Health Psychology Mid-term Feedback Form (e-mail me for an expanded version)

1. How are things going for you in this course to date?

2. Please make suggestions about the course that would help you do your best and maintain or increase your enjoyment of the course:
• Things the instructor should stop doing:
• Things the instructor should start doing:
• Things the instructor should keep doing:

3. Are there some changes that YOU need to make to do your best in the course?

TESTS: Please circle one of the following choices in response to each statement

1. The tests provide thorough coverage of the assigned material (circle one of the following):
Strongly disagree (1) disagree (2) neutral (3) agree (4)  strongly agree (5)

2. The tests are fair:
Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

3. The tests could be improved by…

4. To improve my performance on the next test, I need to…

LECTURES:

1. Typical rate of speech: too slow         OK too fast

2. Lecture content:            not very organized satisfactory very organized

Comments:

� �

�



ST. THOMAS UNIVERSITY 6ST. THOMAS UNIVERSITY 13

4, Instructors explanation of course concepts: hardly ever clear usually clear almost always clear

Comments:

IN-CLASS ACTIVITIES:
The in-class activities are helping me to learn about myself:

Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

IN-CLASS TESTS:
The in-class tests are helping me to learn about myself:

Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

COURSE STRUCTURE, PACE, AND COMPONENTS:

1. The amount of class time spent on lectures vs. the amount of time spent on activities, videos, discussions, etc. was about right:
Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

2. Comments/suggestions for change:

3. The pace of this course (time spent on each topic) was:
Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

4. Comments/suggestions for change:

5. The course assignment was a worthwhile aspect of the course (I learned something from it):
Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

6. Comments/suggestions for change:

TEXTBOOK:

1. The textbook was a useful source of course information:
Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

2.   The textbook was interesting to read:
Strongly disagree (1) disagree (2) neutral (3) agree (4) strongly agree (5)

3. What are the major strengths of the textbook, in your opinion?

4. What are the major weaknesses of the textbook, in your opinion?

FEEDBACK ON OTHER ISSUES:

1. What advice would you give students who are just beginning this course about how to do well in it?

2. The best thing about the course was:

OTHER COMMENTS?

Post-Tenure Review
Louis Schmier, Department of History, Valdosta State University, Georgia

About fifteen years ago, the Georgia legislature decreed that every tenured professor had to go through a post-tenure review process and would go
through such a process every five years henceforth. It was not greeted with hosannas by faculties in the University of Georgia System. "Bravos" and
applause didn't echo through the halls of ivy for the second part of that decree which provided a probation period for those who didn't pass muster.
This year is my fourth such review. I have to admit that at this stage of my career I initially found the process of putting together my resume, student
evaluations, annual evaluations, and personal statement a bit of a pain. A lot of colleagues agreed with me. As someone in another department said in
response to my smirking of having to endure this paperwork, "Heck, Louis, It's a laugh. You've been here 42 years. Just slap a few pages together and get
it over with. It's no big deal. It doesn't mean anything." 

I have to admit that I thought likewise when I began the process. But, as I got into it, I stopped laughing. It became less and less tiresome and more and
more meaningful. As I went over my resume, highlighting my activities during the past five years, as I stopped to look at recent "official"
departmental student evaluations, as I gazed as the additional end-of-semester student evaluations I require, as I glanced at the one or
two annual evaluations I had thrown in my desk drawer, as I put down on paper my personal professional statement, I found myself
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Teaching Strategies:

Teaching French Literacy and Writing 
Cecilia Francis, St. Thomas University, Romance Languages Department

“Of all the arts in which the wise excel, nature's chief masterpiece is writing well”. André Breton

The recent debate on the future of French immersion education in New Brunswick exemplified the strong interest that parents, educators and
students have in second language pedagogy. What happens to French education once immersion graduates embark on their university studies? Those
desiring to maintain and improve second language literacy skills often enrol in French language, literature and civilization classes.  In the following piece, I
will briefly discuss pedagogical strategies devoted to enhance French writing skills, based on a six-credit course that I have developed and taught over
the years, French 2326, La composition. 

Aimed to improve students' French writing skills, the course represents somewhat of a crossroads, a phase of synthesis, since enrolled students usually
possess intermediate to advanced levels of French grammar and vocabulary proficiency. However many of these students are graduates of second
language programs based on a communicative approach, which tends to promote spontaneity to the detriment of precision. Immersion students have
been allowed to translate literally from English to French and often fail to realize that the language they speak and write is a hybrid lingua franca, a non-
language (franglais), incomprehensible to French native ears. Furthermore, second language education frequently presents the target language as a
practical communicative tool, removed from literary and cultural contexts. One of the most demanding aspects of the course is therefore to facilitate
the acquisition of proper idiomatic expression, what is referred to as “le génie de la langue”, often requiring etymological clarification of common
expressions and extensive contextual reinforcement. Many immersion graduates quickly realize that being skillful in conjugating verbs and correctly
identifying morphological agreements does not suffice. As a result, a primary course strategy consists of providing high quality writing models and
engaging content, stemming from a wide variety of cultural sources, as a pragmatic method to elicit interest in writing well. This strategy also allows
students to become aware of various language registers that may be used when speaking and writing within specific communicative contexts (formal,
informal, regional, dialectal, etc.). Although students may at first feel reluctant to recognize and experiment with the complexities of language registers,
they quickly comprehend when I provide them with a given meaning and display four or five different ways of expressing it depending on the situation. I
often use media excerpts and audio-visual support materials to expose students to the many octaves of language.  It is my belief that well presented
compelling models used as a general canvas for pedagogical activities, be they investigative, exploratory, analytical or inventive enhance awareness and
acquisition of proper writing protocol and adeptness. This leads to a second teaching strategy, which is to expose students to various genres of writing
that they themselves must try to produce. I have designed this French composition course on a progressive skills acquisition model involving several
prose templates: portrait writing, description, narrative texts, editorial writing, formal composition, discourse analysis, summary, review writing, poetry
and formal letter writing.  I provide multiple examples of each genre and numerous opportunities for deconstruction, analysis and experimentation,
individual writing exercises and peer editing sessions. I also encourage students to write outlines and drafts (to be submitted with their paper) and
provide them with a general check list of what they should be scrutinizing and how to edit their own work by using available electronic resources
correctly. As a rule, I focus on quality and precision in writing. Since papers are written in a second language, I assign short papers that students can
easily edit several times. In every paper assignment, they are expected to integrate specific vocabulary, syntactical structures and idiomatic expressions.
Newly acquired phrases are constantly reinforced and often reappear in subsequent writing genres throughout the year. In this way, students not only
experiment with a wide range of prose forms, but consolidate a refined lexicon that allows them to communicate effectively. As a complementary
feature to mastering the aforementioned writing categories, students are expected to maintain a journal, which allows them to reflect on their
progress and examine their ideas and world views. This free style writing facilitates critical thinking, learning autonomy, commitment and motivation. A
highlight of French 2326 is a poetry writing workshop that is given annually by a Francophone poet. The classical dimensions of my course
methodology and teaching strategy are thus enriched by an appeal to students' intuition and creativity.  I impress upon them that they do not have to
be Guillaume Apollinaire or Anne Hébert in order to express themselves in poetic verse. In reflecting on class visits by such poets as France Daigle,
Raymond Guy Leblanc, Jean Babineau and J. R. Léveillé, some basic inspirational approaches adopted emerge.  Prior to the workshop, students are
usually asked to record their dreams and meditate on universal themes such as love, death, separation and natural elements (water, fire, air, earth). They
are also asked to select and cut out intriguing French words and phrases from newspapers and magazines as material for the warm up exercises. The
poets often begin by discussing their approach to creative writing and then propose simple introductory exercises, inviting students to allow their
subconscious to guide them. The poetry writing workshops have been quite effective in stimulating responses from students who I never thought
would have poetic inclinations. Many of them engage spontaneously in the workshop writing activities and readily volunteer to read their drafts to the
entire group. I have witnessed rugby players read tender poetry about their grandfather and reserved silent students reveal a vibrant emotional side.
These spontaneous writing sessions allow students the opportunity to fuse the cognitive and emotional dimensions of second language development
and experience creativity in French in a non judgmental atmosphere.  In closing, a subsequent step for students of this class is to further
consolidate their progress via language study abroad programs or assistantships in Quebec, France or other francophone countries,
where their formal classroom instruction can be validated and greatly enriched within an authentic linguistic context.
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longer have to memorize it all. University teachers are no longer the book readers; instead, we have to help our students navigate an information-rich
terrain and show them how to make wise choices about what is worth learning, through questioning, critical thinking, comparison, and analysis.
Students need meaningful frameworks or scaffolds on which to hang the content: patterns, metaphors, roadmaps, or outlines. Teachers provide them,
and students need time to learn them. 

Joe Friday was wrong; it’s no longer “just the facts, ma’am.” Content is a means to learning, not a finite amount of stuff to be covered.

Conclusion
If we truly want to focus on learning and on developing our students’ thinking skills, then we must create opportunities for them to do so. We must
view content as a tool to help our students learn skills for a lifetime. Maryellen Weimer encourages faculty to weaken their strong content allegiance:
“If we aim to be learner-centered, content still needs to be a focal point of the [instructional] universe, but it can no longer be the exclusive centre, the
only or the most important variable when it comes to instructional decision making.” 

Is it time to overhaul one of your courses?  
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looking more and more at myself in a mirror; I was talking more and more to myself and caring less and less about anyone who might read it. In fact, I
found myself reading and re-reading and re-reading ever slower and deeper what I had put together about who I am and what I have been doing.
Maybe that is because coincidently I put it all together during the ten day period known as the Days of Awe, when we of the Jewish faith, are subject to
the unyielding demand for reflection, admission, articulation, contrition, and self-improvement. Maybe walking the road when I touched the holiest part
of myself in synagogue took me to a place to touch the sacredness of my inner academic self. Then again, maybe it wasn't such a coincidence after all. I
won't ask. 

Anyway, though I welcomed the paperwork needed to go through this process as much as I welcomed the appearance of a bothersome gnat or smiled
at an attacking South Georgia mosquito, I think I was prepared by and drawn in by the period beginning with Rosh Hashanah and ending with the
solemn Yom Kippur. Slowly I acknowledged how this process of post-tenure review has been perverted as a perceived tool for spying on the faculty.
Too many of us academics feel, though few will say it, that it is an assault on our professionalism, a questioning of our integrity, and a distrust of our
authenticity. Those feelings are not wholly unwarranted since the original motive of a disparaging Georgia legislature and submissive Board of Regents
was based on the myth that we professors went into stasis, stopped dead in our tenured tracks, didn't care how little we did, that moss began
immediately gathering on our stone and grass started growing instantly under our feet, once we got tenured. The post-tenure review process was the

first shot of answerability and accountability across the academic bow. But, it was fired in the most cynical, intimidating, judgmental, insulting, and
threatening terms. It was initially greeted with anger, pessimism, disdain, and a heap of defensive chips on a lot of faculty shoulders. It is, admittedly, an
academic distortion based on a "we versus them" chasm of distrust. It is a negative perception that pessimistic legislators,

suspicious regents officials, vengeful colleagues, and angry administrators are out to get us, just waiting around the review corner filled with a rage and a
sense of "getting even with us." That is not totally hyperbole, but the process has never really has been publically--and believably--pronounced as
something other than the sharpening of fearful Sword of Damocles for someone else to arbitrarily and threateningly wield against the faculty. 

And yet, wasn't it Socrates who talked about the unexamined life is not worth living? He roamed the public places of Athens asking relentless questions
of people that challenged assumptions and beliefs. He wasn’t trying to make people feel bad; he was encouraging them to be better. It is the same with
the Jewish Days of Awe; it should be the same with the post-tenure review process. We professors shouldn't tremble thinking that wrath and
punishment are imminent, that we are judged guilty before a verdict of innocence is handed down, that we have to defend and make the case whether
we are to be, to put it in Yom Kippur terms, inscribed in the academic Book of Life or the academic Book of Death for the coming years. To the
contrary, we can find in the process, if we wish to look forward rather than backward, an uplifting sense of optimism about our capacity to be better in
the coming five years than we were during the last five. This review process, like each annual review, can help us become soul-searchers, struggling to
see what goes on inside so we understand what we see on the outside, to take an unflinching look at past conduct, and admitting to thoughts and
feelings and actions we would rather not talk about. It is a reflective starting point for deep recognition, awareness, acknowledgement, and action. It's a
place that offers space to feel deeply, to think clearly and boldly, and to decide how mentally, emotionally, spiritually, and physically to change. 

During these Days of Awe, we of the Jewish faith are expected to pause from our daily lives, peer into our hearts and minds, evaluate our conduct
during the past year, see that we can reach our deepest goals and achieve our more sincere dreams, and examine the state of our souls so we can hold
ourselves accountable for any gaps between the standards we profess and the actions we perform. It should be no different with this post-tenure
review, for, be it in a religious or academic context, when we examine our conduct and character, hold ourselves accountable for any gaps between the
standards we profess and the actions we perform, acknowledge our faults, and seek to improve and make amends, we reach for our deepest dreams
and goals. This is the time of honest, vulnerable, and conscious listening to ourselves. If we can overcome our own egos and let go of self-serving
justifications, drop our defensive rationalizations, shed our jaded suspicions, we most certainly can engaged in an academic, intellectual, and spiritual
quest for a worthiness that enriches beyond measure our lives and the lives of those around us.

Teacher Approachability and Immediacy: Some Reflections on their
Relationship to Student Evaluations and Strategic Self-Presentation
Dave Korotkov, PhD, Department of Psychology, St. Thomas University

An Abrasive personality is the single most frequent cause for failure of bright men and women in the executive ranks of
business and industry. Harry Levinson, Psychologist

I don’t know the key to success, but the key to failure is trying to please everybody.William (Bill) Cosby, Jr., EdD, Actor

Have you ever wondered, given all your attempts and efforts to succeed behind the podium of academia, or more straightforwardly,
within the classroom milieu, what exactly do those questions on the quantitative student evaluations mean or measure? Coming from
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In What the Best College Teachers Do, Ken Bain says that “the most successful teachers reject the view that teaching is simply delivering correct answers
to students and learning is simply remembering those deliveries.” While teaching the facts, concepts and principles is irrefutably important, others also
see their jobs “as helping students to understand, apply, analyze and evaluate evidence and conclusions”. 

It is unfortunately coincidental that introductory courses tend to contain the most content; here, professors initiate students into the discipline. These
courses also tend to be the largest at most universities, increasing the likelihood that the professor will lecture and the students will be passive. Is it any
wonder that many students find such classes difficult and believe that the purpose is to limit the numbers entering second year studies? Is it surprising
that the teachers of those subsequent classes are dismayed by how little even the best students remember?

Content and Critical Thinking

University mission statements laud critical thinking and problem-solving. Ask individual professors what they want from their students, and critical
thinking will be high on their lists. Yet in many classes, memorization reigns supreme. Paul Ramsden (1988) reminds us that “scores of studies” have
demonstrated that even though students may be able to “reproduce factual information . . . and pass examinations successfully,” they may still be unable
to show that they actually understand what they have learned. On the other hand, “deep” learning, the kind associated with critical thinking and
problem-solving, emphasizes the pursuit of meaning and understanding, integrating new ideas with previously learned material. Are we willing to deliver
less and free up time for students to actually think about the content and understand its meaning? 

Scholars such as Craig Nelson have coined the term academic bulimia, a pathology at its worst when students have to memorize vast amounts of
content. The binge-and-purge symptoms are common: for a few hours, students cram themselves with the content and purge themselves during the
test. The information has been with them for such a short time, they have not really digested it; it has not—to stretch the analogy a little—led to any
intellectual nourishment that has helped them grow and develop. 

If our focus continues to be coverage in a frantic race against the clock or calendar, the learning will stay superficial. Students may have retained the
information long enough to do quite well on the test, but this surface learning does not result in real understanding, merely—and only temporarily—in
reproduction. 

Instructional methods should emphasize and provide opportunities for active learning rather than simply acquisition of facts, and for assessment that is
frequent, authentic, stresses deep rather than surface learning, and is aligned with the instructional methods. 

How Much Content Is Enough?

Admittedly, there are constraints. Teachers must include enough content to ensure students are prepared for the next level; we also must make sure
that content is addressed for accreditation purposes. Those two conditions aside, how much content is enough? 

For professors who equate academic rigour with the amount and difficulty of the subject-content, reducing content would signify a corollary reduction
in rigour.  Yet if shoe-horning more content into the class actually leads to less of the kind of learning we want, can we really talk about rigour? We can
certainly talk about stress as professors and students struggle to keep up. If “covering” less means that students get a chance to learn more—really
learn, not just memorize and regurgitate—if it means that students have a chance to do more with the content and apply it to complex problems, isn’t
it worth trying to eliminate a little content to increase learning? 

What we should do when we are choosing content is to ask this question, suggested by Ken Bain: “What key information or concepts can I clarify to
provide students with foundations (or scaffolds) from which they can continue to build their understanding?” In other words, since we cannot cover
everything, we must free up enough space in the curriculum to teach students how to discover or uncover the rest for themselves. 

Towards [Lifelong] Learner-Centered Instruction
Only the minority of our students will pursue careers in higher education, or even enter Master’sprogrammes. As they progress in their chosen career
paths, the actual facts they learned at university will lose importance (and perhaps accuracy and currency); however, the process of learning will become
increasingly important as they acquire new work-related knowledge or skills, solve problems, or write persuasive arguments. Focusing on learning, as
opposed to content, shifts us towards learner-centeredness, whereby according to Wilbert McKeachie (2002) the process of learning is “elevated.”

Maryellen Weimer argues that, if nothing else, students have to leave university knowing how to learn because learning will be “a lifelong occupation” for
them. While at university, students need opportunities to learn and practice different learning skills to discover what works for them.  She concludes:
“Learner-centeredness means that students leave our classrooms with a base of content knowledge and the skills they use to apply it and to learn more.” 

Joe Friday Was Wrong
For centuries, especially during the medieval and renaissance periods, lecturing was the method of teaching. Only a few people had books, and the
lecturer was one of them. The lecturer (from the Latin legere, to read) was doing just that, reading the book to the students who did not have it. 

With scarce access to information, the sharing and memorization of those vital facts and concepts were essential elements of a
university education. Society is no longer information-poor—a world of facts and information is just a mouse-click away—and we no
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the field of behavioural psychology where objectivity has it benefits, I often find it difficult to understand what these supposedly straight-forward in-class
performance queries are actually getting at.

While such evaluations can be extremely useful and helpful if designed and used appropriately as I will attempt to show, one of the most significant, and
incidentally, problematic of all teaching evaluation indicators, is the so-called approachability question (e.g., To what extent has the instructor been
approachable?).  Admittedly, I profess not to be that suave Dale Carnegie clone that you see lost within the great halls of St. Thomas, nor his ghost, but
for myself and perhaps others, and without conscious awareness, I have at one time or another, been mercilessly accused of being unapproachable.
There, I said it. Thus, to state my points herein, I throw my defenses anxiously but cautiously to the wind with the sole purpose of providing some
interesting sound bites from the broader psycho-educational literature that I have found to be useful in practice when philosophizing behind that great
classroom podium. Post hoc, at least qualitatively, I now have less concern surrounding the approachability issue. In part, here’s why.

A while ago, I thought I knew all there was to know about being an approachable teacher. However, in the not so recent past and with a little bit of
consciousness raising, thanks in part to those evaluations (and my Buddhist friends), my scientific curiosity was once again awakened. Playing the role of
the good doctor, and at the risk of sounding quite naïve, I perused the psychological and educational literatures and found that, surprise, surprise, behind
the simplicity of common sense, lye a smoldering cauldron of complexity and not so common sense (okay, perhaps a bit overstated). Straight to the
point, the research seems to indicate that being approachable means more than adopting a simple identification process that involves being firm, yet
personable to students (What does this really mean behaviourally anyways, and what are its implications for evaluation?). Surprisingly and to some
extent not, at least for me anyways, the literature suggested that approachability can be defined or examined empirically through various verbal and
nonverbal indicators (see Table below), just as its closely related cousin, teacher immediacy, can. In other words, both what we say and do impacts how
we come across or present ourselves. While this may sound obvious, we need to make a distinction between how we think we’re presenting ourselves
and how others are actually perceiving us. One implication is that unless our nonverbal and verbal behaviours are in sync, we risk being perceived in a
way that is counter to our expectations (e.g., not approachable). Relatedly, while approachability and immediacy may be important evaluative indicators,
despite measurement concerns, the immediacy research also appears to suggest, for example, that reducing both physical and psychological distance
between teachers and students is associated with enhanced learning outcomes, and I suspect, student and faculty wellness. Take note stressed students
and faculty!

To make a long story short and in sum, I’ve since found that adopting some of these behaviours incrementally or one behaviour at a time, can have a
positive impact within the classroom, as well as in 1:1 faculty – student interactions. At this point in time, I can only say this from a qualitative
perspective. To be sure, and somewhat tangentially, while I don’t espouse teaching for the sake of increasing one’s summative evaluation scores, I do find
it useful to promote a philosophy that embraces awareness, as well as professional and personal growth that results, hopefully, in better scores. And
while some may argue that adopting such behaviours promotes a sense of falsity or lack of authenticity that perpetuates teaching to the evaluation, make
no mistake, we do assume a role. That is, a different perspective would hold that what we do involves, at least to some extent, Strategic Self-Presentation
(e.g., the teacher as actor, the student as audience participant, the classroom as theatre), a set of self-motivated behaviours designed to evoke a specific
impression, that I strongly suspect is common not just to the academy but also to the community from without (e.g., being in a job interview).
Interestingly, with further reflection concerning such impression management strategies, it could also be argued that adoption of such behaviours can
make an instructor more effective without the need for grade inflation, a worrying concern at secondary and post-secondary levels, for many a faculty
and administrator. Pause for thought!

Colleagues, my obsessive journey continues…

Table 1:  Indicators of Teacher Approachability and Immediacy
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Teacher Approachability Teacher Immediacy

Verbal Indicators

Greet students as they enter class

Send e-mails to class before
course starts

Be easy to talk to

Nonverbal Indicators

Initiate and maintain eye contact
with students (be aware of
cultural sensitivities)

Relaxed, open body posture;
relaxed stance

Interested facial expressions

Verbal Indicators

Use of personal examples
without class being turned into a
therapy session

Using we or our

Using student first names

Nonverbal Indicators

Vocal variety

Attentive observation

Smile and nodding
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In Class Teaching Evaluations
Roger Moore, St. Thomas University

The Learning and Teaching Development Committee at St. Thomas University traditionally offers two types of in-class teaching evaluations: SGIDS and
a personal evaluation. Both are strictly confidential and the results go directly to the person being evaluated and to nobody else.

SGIDS stands for Small Group Instructional Development Sessions or Student Generated Instructional Development Sessions, depending on the
terminology favoured. In a SGIDS, the person or team doing the evaluation, in the absence of the class teacher, will ask the class to write individual
answers to four specific questions: What is going right? What is going wrong? What aspects of the course should be abandoned? What improvements
could be made? This takes about 5 minutes. Then, the class is divided into four equal groups and each group is asked to discuss the written answers.
This group discussion usually lasts for another 10-15 minutes. Finally, each group is asked to lead the discussion on one of the questions. 

If there is general agreement on an issue, that issue is noted by the evaluator. If there is no general agreement, then depending upon the number of
people who speak to that issue, it may be noted down, or not. An issue raised by one or two individuals is not considered representative of the class as
a whole and this eliminates or lessens the impact of individual dissident voices.

At the end of the session, the evaluator collects all written material and writes a brief report which is given to the teacher of the class, and nobody
else. Any other written comments are destroyed. I have offered SGIDS on many occasions and have conducted them myself on a regular basis. They
certainly give a fairly accurate representation of what is happening in a class and are very helpful to teachers who wish to be responsive to the needs
and performance of their students.

Individual evaluations are much more personal, but again are strictly confidential. I usually ask the teacher I am evaluating to meet with me and discuss
what exactly I am to evaluate. I usually observe two back to back classes, as this allows teacher and students to get used to my in-class presence. I ask
for a written course outline and / or syllabus and a written plan of the class(es) that I am to evaluate, including expected teaching and learning
outcome(s). I also ask for a written or oral description of how each class fits the outline / syllabus from the point of view of (a) teaching philosophy; (b)
teaching strategies; (c) teaching and learning outcomes; (d) content and philosophy and strategies as applied to each class. I usually receive and study
this material before the class begins. 

In terms of immediate evaluation / assessment, I meet with the teacher after each class to discuss the experience. This also gives the teacher being
evaluated a chance to see what I have seen and to discuss any implications with me. After the second class, I write a report which is given directly to
the teacher. The teacher has a chance to go over this report with me before it becomes signed and final. 
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puzzles laid before me. And I get to share this process all the time and pass on the skills to others! The ability to pursue my own interests within the
teaching, research and service umbrellas of the university does turn university teaching into a dream job.

Talking About Silence
Ron Marken, English, University of Saskatchewan

“A man's silence is wonderful to listen to.” Thomas Hardy

We all know silence can wound more deeply than noise-some words. And we all know silence is the place of epiphany, the inaudible small voice of the
Sublime.Thinking, planning, writing, and editing Silences in Teaching and Learning, I came close to that inaudible resonance. The experience changed me.

Fifty years ago, I was a sophomore at Concordia College in Minnesota, and a member of the Concordia Concert Choir. Our conductor, Paul J.
Christiansen, was one of the few true artists I’ve known and the greatest teacher I ever had. Away from home for the first time, feeling alien as a
Canadian among thousands of Americans, having my mind blown open by E.E.Cummings, J. S. Bach, John Barth, Martin Heidegger, Jackson Pollock, I
believed Paul J. Christiansen’s every word and gesture resonated with significance.

All of our concerts began the same way. The choir would move quickly into position on the stage. Then Paul J. Christiansen would stride onto the
podium, bowing to the applause. While the audience clapped, Stan Kindzerski, a bass in the back row, would raise a pitch pipe to his lips and quietly give
the basses their opening note. From that one tone, the tenors, altos, and sopranos would construct the first chord of the opening number. When the
applause died, we could sing instantly, in perfect harmony, out of nowhere. The audience would be impressed.

In February, 1958, the choir toured extensively in the western states, culminating in a concert in the San Francisco Opera House. That night, Stan
Kindzerski’s pitch pipe was clogged with lint. We did not have an opening note. Paul J. Christiansen turned to the choir, raised his arms, and sliced them
down for Bach’s fff chord to launch his motet: “Sing ye!” 

But there was total silence. 

So great was that silence, Paul J. Christiansen fell forward into it, stumbling toward us, off the podium, stunned by the sheer power of Nothing.

This was not a good silence. This was not a meditative silence. The audience was not impressed. But this was a learning silence. Stan Kindzerski learned
to carry five pitch pipes, one in each pocket. That day in San Francisco, I learned that silence can be a palpable force.

I have given public readings from Silences in Teaching and Learning, and I have enjoyed coffee with friends and strangers who have read the book for the
first time. James Thurber, echoing Thoreau, once said, “Nowadays, most men lead lives of noisy desperation.” I have seen how our book is striking silent
chords across Canada. 

Ironically, of course, we have tried to conjure the spirit of Silence in a book filled with words, once characterized by Samuel Beckett as the
“unnecessary stain on silence and nothingness.”  How can I write down silence? How can I talk about not talking? Should I?

To date, I have not had the courage to honour Silences in Teaching and Learning mutely. As is common with most of us – academics to the core – I just
will not shut up. So now I will.

Content Conundrums
Eileen M. Herteis, Purdy Crawford Teaching Centre, Mount Allison University

Teachers have a very catholic definition of “content”: it is whatever they say it is—facts, information, theories, concepts, and frameworks; terminology;
written and oral communication; information literacy; critical thinking; group cooperation; time management . . . When our students think about
content, they usually think it comprises only facts and principles; the rest are activities (group work, cases, presentations) or assessments (tests, quizzes,
essays, etc). Much of the content in our classes is hidden below the surface; once it’s excavated, we see just how much there is. Many classes, for
example, include group work. Do professors explain to students why they are working in groups and what they are expected to learn from the
experience? Do they teach the students how to work successfully in groups? 

Teachers have a dual responsibility: we must do a better job of explaining to our students that these “hidden” things are actually content, and we have
to give them the opportunities to learn them. “If the process of learning is at least as important as mastering a body of facts”, argues Chris Knapper
(1995), “then those processes should be taught explicitly and not taken for granted.”
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Teacher Approachability Teacher Immediacy

Verbal Indicators

Be willing to see a different
perspective / accept more than
one point of view

Cultivate a sense of humour (e.g.,
self-deprecating)

Smile & use relaxed, upbeat tone
of voice

During class activities, move
around classroom offering
assistance when needed and
possible

Nonverbal Indicators

Eliminate physical barriers 
(e.g., desk)

Avoid crossing arms

Lean forward slightly

Avoid acting disinterested or
aloof

Verbal Indicators

Asking a student their name (in
class)

Use of humour

Active listening (paraphrasing)

Positive statements 
(e.g., That’s a really good question)

Nonverbal Indicators

Emphasize appropriate places
during a lecture (e.g., importance
points marked by greater vocal
inflection, overall enthusiasm,
pause before & following
important points)

Moving about the room

Office door decorations 
(e.g., cartoons, pamphlets)

Spend majority of time gazing at
class

Note. E-mail me for a short list of references.
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This is more or less the standard procedure that I follow in teaching evaluations. There are several, to me, important points. (1) There should be
collaboration between teachers and taught, observers and observed. (2) If there is to be a true teaching / learning situation, then there should be a chance
for teacher response, both oral and written (yes, we can all have bad days, and sometimes they are explicable). (3) This is all carried out with complete
confidentiality. Should anyone wish to invite myself of another member of the LTD Committee to visit their classroom, we will do so with great pleasure.

This Table is Round: thoughts and thanks for 
Cronin, Bentley and Smith
Andrew Titus, St. Thomas University

In memory of Helen Lyons-Young, Fenton Burke and Oscar (OJ) Brown

I attended university here from 1989 – 1994, received an honours degree in Philosophy, a major in English Literature, a minor in Religious Studies, and
now have the great pleasure of teaching here.  In each of these disciplines there was one professor whom I owe a huge debt of gratitude to, for without
them I would not have learned the value and importance of a Liberal Arts education, would not have continued with my studies, and most certainly would
not have fulfilled my dream of returning to this fine institution, giving back to it some of what it gave to me, and helping to continue the legacy of excellence
in teaching, community building, and forward thinking that STU represents.  These three are Prof. Frank Cronin, Prof. Allen Bentley, and Father Marc Smith.

Prof. Cronin’s approach in the classroom was as simple as it was instructive:  sit on the desk, laugh like an imp, challenge every single presupposition any
student presents, and be to every comment made.  Frank was a hard teacher and would not settle for second-rate, regurgitated answers – he was hard
not because he was strict, but because he demanded that all student think for themselves.  His office, welling with pipe smoke, was always open and
became the place where so many of us came to know ourselves.  No matter what he was doing, he was always ready to share a cup of tea, loan you a
book, and fully engage you in conversation.

Four years ago, when I taught my first Introduction to Literature class, I found myself standing at the front of GMH 304 with no clue what were about
to be the first words out of my mouth on this personally historic occasion.  And so, I said, “This is where my professor, Allen Bentley, stood when I was
where you are.  Over the course of the term we learned that taking notes was impossible in his class because he would cover the board with circles
and arrows and quotes from Homer and Blake, he would create whole cosmologies and weave intricate patterns of literary significance into them while
clouds of chalk dust billowed around us all.  Then a student would raise their hand, point at one section of Bentley’s universe, and say, ‘but what about…’
And Bentley would raise his eyebrows up and down with increasing excitement and say ‘yes, yes, YES! You’re so right and I am so wrong!’, all the while
erasing what he had drawn on the board to the sound of pages being torn and crumpled.  That is the shoes, huge as they are, that I’m going to try to
fill, and I’ll start by never saying ‘no’ to you, but by listening with enthusiasm instead.  My job is to build up the universes, your job is to destroy them.”
I can only hope that I have, in some small way, succeeded.

In January of this year I heard that Father Marc Smith would soon be retiring.  Having had a long and sometimes spotty history, I decided to talk to him
and tell him how much he had meant to me.  I said, “Father Smith, I’ve come to realize recently that if you have something to say to someone you had
best get the job done.  So, I hear you’re retiring and I wanted to let you know how grateful I am that you were so patient with me during all those years
when I considered myself to be the representative atheist in the class and gave you such a hard time.  You know, if it hadn’t been for you, I don’t think
I’d be where I am today.”  Father Smith gave me one of those sly, boyish smiles of his and said “Thank you Andrew, but you know, it’s not about agreement,
it’s about understanding.”

At the beginning of every year I stand before my fresh-faced Intro class proudly, I congratulate them on having what it takes to embark upon this amazing
journey, and then tell them that if they can graduate having learned how to read, to write, to speak, and to think, then they will have completely succeeded.
And in my mind I tell myself that in order for me to succeed, in order for me to honour this legacy that I have the privilege of living up to, I will have
to do three things:  enact intellectual openness, embody genuine and dynamic academic enthusiasm, and strive for understanding despite the intimidating
spector of agreement.

Professors Cronin and Bentley, and Father Smith, thank you so very much – for what you have taught me in the past and for continuing to challenge
me to this day.

Editorial Policy:The opinions expressed in these articles are those of the respective authors and do not necessarily represent the views of St. Thomas University, the members of
the LTD Committee, nor the Editor of Teaching Perspectives.

For a study of student centred teaching in contrast to content centred or instructor centred teaching, please  access the following websites:
http://texascollaborative.org/stdtcenteredteach.htm or http://www.wcer.wisc.edu/step/ep301/Fall2000/Tochonites/stu_cen.html or
http://www.aishe.org/readings/2005-1/oneill-mcmahon-Tues_19th_Oct_SCL.html ; these are just three of the 120,000 online articles that appear 
when student centred teaching and learning is googled!
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why this is happening. He noted that his graduate students estimated that they spend about 80% of their time looking for and scanning material and
only 20% of their time more thoroughly reading, thinking about and assessing resources, and writing their assignments. My own work might not reflect
this ratio but I do find I am getting bogged down more and more in search of the ‘perfect’ missing link or the need to be sure that all the bases are
covered. I wouldn’t want to have missed some crucial piece of information I should know about and haven’t yet discovered. So in my desire to be
knowledgeable and aware of what is out there I loose valuable thinking and writing time searching and searching the great abyss. 

What’s the difference between what I am doing and what my students are doing? On the surface, it’s the same. But within my research area I know
who many of the authors are from having read their work carefully. I can more quickly establish what is being argued and where it fits in the larger
debates than our students. It has taken a long time to build up this expertise; but with it I can discern this is a gem worth keeping whereas this is fake
gold dust. Helping students develop this discernment embraces a significant amount of our work at the undergraduate teaching level — we need to
not only develop student’s awareness of the debates within our disciplines but we have to ensure that student’s recognize them when they see them.
Additionally they will need to be able to use and apply these perspectives, at first in familiar and later unfamiliar settings. 

The need for a knowledge base (and how to get assistance in developing it) to sort out and make sense of the pile of information students are
exposed to on a daily basis is what leads many of us to say that teaching should have priority over research. Many argue that their best teaching
embraces their own research agendas because they can explain the terrain and lay out where all the land mines are. They are better teachers precisely
because they’re the experts in this particular field. 

I personally don’t integrate very much of my own empirical research into my courses. In large part because I don’t believe that the purpose of
university teaching is to ‘fill up’ the empty student at my gas pump. Rather than teach students the content of my research findings and program, my aim
is to teach students how to do research — and how to do it effectively. Beyond first year, I am not teaching them the mechanics of how to find an
article. Instead I am teaching them the difference between academic and popular sources of data, demonstrating the need to engage, understand and
question the materials they find. From day one I want them to start doing their own research. After all, the purpose of university is to give our students
some of our skills as scholars. My philosophy is that you can really only master something by doing it yourself. Seeing somebody else model what needs
to be done will only take you so far. 

Rolling up your sleeves and doing research — whether it be a literature review, observing a work place, interviewing or surveying people — is for
many of us the most fun and exciting part of our job precisely because we do not know what exactly we’ll find. There are elements of frustration and
triumph as we hit and overcome roadblocks in our quest for knowledge and our efforts to put the pieces of the puzzle together in a comprehensible
manner. Having knowledge and a roadmap can, of course, help but getting lost can also lead us to unexpected treasures and give us confidence in our
ability to overcome obstacles. Plus, you just have to jump in the water at some point if you’re ever going to really learn to swim. As Ron Davis says
“you’re only a master of something when you can do it, until you can truly perform, you simply know it in theory”. Knowing is not the same as doing.
To emulate our knowledge and skills our students must practice them.

This is precisely where our teaching-research labyrinth spirals into a deeper abyss. We became the experts in our field by doing a number of research
projects for our undergraduate and graduate degrees. The doctorate is a research degree. It ensures we know how to do original research. As we
pursued our Ph.D.’s we became adept researchers and specialists in our particular academic niche. Our tenacity, skills and capacity to navigate a wide
range of terrain led us to not only attain our doctorates but also our university positions — including the tenure and promotion system that comes
with it. In order to succeed within the academy we need to constantly prove those skills have not deteriorated and are being usefully employed in
advancing scholarship. We need to write and publish papers, get grant money, continue with on-going research and write more papers. Our
reputations, promotions and career depend upon our persistent engagement with the research cycle. 

But unless we teach the next generation how to pick up and carry on with the agenda, the whole scholarly exercise will end. My philosophy of learning
by doing means letting go and letting students jump into the research process — questioning, reading, sorting out, processing and writing — from the
very beginning of their undergraduate university days. To me, I can give students knowledge and fill them for a day (or at least my hour of their day); but
if I teach a student how to do research, they can keep filling themselves up over and over again throughout their lifetime. Some of them will replace us
as university professors; the rest will carry some of our critical abilities into the wider spheres of society.

Teaching and research might or might not be two sides of the same coin, but in the long run you can’t have one without the other in the university. So
if you don’t like teaching it’s probably due to how and what you’re teaching. Try thinking of your courses as an opportunity to teach others how you do
what you do. Research and the academy cannot persist without others learning to do what we do. We are not going to last forever.

Personally I love teaching as much as I love researching. Both dimensions of this job allow me to do the things I love to do: explore the world around
me, engage in community organizations, pursue social change, dig for information, listen to and observe people as they carry on with their everyday
lives, read, ask questions, sort and sift through mountains of data looking for the threads of the story, and ultimately solving (to some extent) the
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Editorial:
Teaching Perspectives
Roger Moore, Director of Teaching and Learning, St. Thomas University

Teaching Perspectives 10 has, as is usual in these publications, a structure all of its own. It begins with three guest editorials. The first, Dream Job,
describes the relationship between research and teaching and is written by one of our Canada Research Chairs, Dr. Susan Machum. The second,
Silence, comes to us from Ron Marken, a 3M Teaching Fellow from Saskatchewan, and is an exploration of the nature of silence. The third, by
Eileen Herteis, questions how much content should be taught in class and juggles with the delicate balance between content and process.
Teaching Perspectives 10 continues with a selection of teaching strategies. Cecilia Francis offers some ideas regarding the teaching of French.
Sheila Andrew concentrates on what she calls Parachute Teaching: the concept of being parachuted in to teach a course, part-time. James
Whitehead enlightens us with some of the possibilities of teaching by video-conference, which he boldly supports. Rodger Wilkie presents
some strategies for teaching English poetry. Sonsoles Sánchez-Reyes, of the University of Salamanca in Ávila, describes how language teaching
is changing with the introduction of bilingual schools into in her part of Europe. Andrew Titus closes out this section with some observations
on the essence of strategy itself.
Teaching Perspectives 10 then offers a selection of articles on evaluations. Dave Korotkov presents us with a model template for mid-term
evaluations. Louis Schmier of Valdosta State University, Georgia, assures us that post-tenure review has its benefits and is not all bad. Dave
Korotkov then comments on how the appearance of teacher approachability can affect student evaluations and he offers some hints on how
we can appear to be more approachable. In the last article in this section, the Director of Teaching offers his services to the St. Thomas teaching
community and expresses his willingness to enter classrooms, under rules of strict confidentiality, to observe, evaluate, and hopefully assist his
fellow teaching colleagues.
Teaching Perspectives 10 is closely associated with Remembrance Day, November 11, 2008, and Andrew Titus reminds us of Remembrance Day
by reminiscing about some of the teachers who taught him while he was an undergraduate student at St. Thomas University. His closing article
is dedicated to three of our absent friends: Helen Lyons-Young, Fenton Burke, and Oscar (OJ) Brown.

Guest Editorials:
Dream Job
Susan Machum, Canada Research Chair in Rural Social Justice, St. Thomas University

For many outside the academy, university teaching is the ultimate dream job. After all, the impression is we ‘get the summers off’ and we only work
nine hours a week when we do work. The rest of the time we can do what we want. This is how a significant number of our students and members of
the senior staff at STU perceive our work. When people do not recognize us as doing more than teaching in the classroom, a university teaching post
looks like a pretty cushy job. To the average working class New Brunswicker (who is working more than forty hours a week, in a deadly boring,
minimum wage job) we appear to be living the life of O’Reilly — to them we are highly paid professionals with minimal work hours and we get to
spend the rest of the time doing whatever we want. Ironically, there is some truth in this: we do get to do what we want, in that we get to not only
choose what courses we’ll teach but also what research projects we will or will not pursue, and when and where the research will be conducted. 

Of course, we know how hard and demanding our jobs really are. But the many misconceptions about what we do and don’t do as university
professors are ultimately responsible for chasing the illusive ideal teaching-research nexus. Are we researchers or are we teachers? In what measure
should and/or can we engage in each? What exactly is the connection between our research and teaching? And given increasing demands on the
research and teaching fronts, when and where do we add in our service work to the university and the larger community? These questions emerge
precisely because of the lack of clarity both within and beyond our institutions about what the academy does and perhaps more importantly what we
should be doing. 

These questions are hard to answer because the connection between teaching and research is an ideological rather than an empirical question. This
helps explain why Google Scholar informed me in 22 short seconds that my search for academic material containing the words “connection between
teaching and research” drew 843,000 hits – a mountain of material — enough to supply umpteen doctoral theses with relevant data for processing. Just
knowing there is so much peer-reviewed research published on this topic made me feel I should stop writing immediately and begin researching …

This observation leads me to my classroom pedagogy and to my students. From their and others’ accounts I know students are spending more time
on-line — and so am I. Even though there is more and more information available, I see less and less quality research and material among
a larger portion of my students; and I know I am not alone. A recent conversation with Julian Agyeman at Tufts helped shed some light on

IN MEMORIAM
John McKendy

In memory of our friend and colleague, John McKendy, we have left a series of blank spaces throughout 
this issue of Teaching Perspectives. These white spaces are symbolic of the silent prayers of the 

Religious Society of Friends of which John was a member. They also represent the silent space into which
John’s voice has fallen. They are symbolic too of the empty spaces John has left within us and 

within our community. Pax amorque, John: peace and love.
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IATHE 
The Institute of the Advancement of
Teaching in Higher Education begins its next
course, online, on January 1, 2009. If anyone
is interested in signing up for this course,
please contact the Director of Teaching and
Learning (rgmoore@stu.ca). Remember
that the Learning and Teaching Development
Committee will pay the fees for this twelve
week course.

DUT
If you are interested in taking the Diploma
of University teaching at the University of
New Brunswick in the January 2009, please
think early of signing up for it as places are
scarce and go remarkably quickly.
Remember that there are three sessions
annually -- (1) a year long session
(September – April); (2) a fall term session
(September to December); and (3) a winter

term session (January to April). Details are
available from the UNB Centre for
Enhanced Teaching and Learning. They are
also posted on the LTD Committee
website.

SGIDS
Small Group Instructional Development
Sessions: these can be scheduled for your
classes at any time. Just make an informal
request to the Director of Teaching and
Learning or to any other member of the
LTD Committee. 

ICTO
In Class Teaching Observation: this can take
place at any time. Again, just contact the
Director of Teaching and Learning (or any
other member of the LTD Committee) if
you would like to have an observer present
in your classroom.

Individual Appointments
The Director of Teaching and Learning is
available for individual appointments to
offer advice and encouragement at any
time. Faculty members are invited to e-mail
the Director and to set up appointments.

Nota Bene:
All in class development sessions ,
observations, and individual appointments,
observations and comments are
confidential. You may ask for a written or an
oral assessment. The assessment then goes
to you, as teacher, and to nobody else. I
repeat: it is a question of confidentiality.

Website:
Remember, too, that a regularly updated list
of events is available, courtesy of Dr. James
Whitehead, on the LTD web site
http://w3.stu.ca/stu/sites/ltd/index.aspx

Wednesday, November 19
Meet the Authors: from 9:30 – 12:30,
authors who have recently written articles
for Teaching Perspectives (TP9 and TP10)
will be present in the Faculty Lounge to talk
about the articles they have written. The
LTD Committee invites faculty members 
to “Take Five” and to meet their favourite
authors. Refreshments will be served.

Thursday, November 20
The Learning and Teaching Development
Committee has subscribed to an online
seminar, titled "What Faculty Members
Need to Know About Retention" that 
will be held Thursday 20th November, 
from 2-3:30pm in ECH320.

Friday, November 21 & Monday,
November 24
Teaching Conversations on topics of
current learning and teaching interest will 

be filmed on these two days in EC324.
These Teaching Conversations will involve
some of STU’s Excellence in Teaching
Award Winners. Videos and / or DVDs of
the conversations will be available at a later
date in the Teaching and Learning Centre
(TLC).

Thursday, December 4
LTD De-Stress Workshop: Two workshops
on recognizing and coping with stress will be
held in the Faculty Lounge, Edmund Casey
Hall, on Thursday 4 December, 2008, from 1
- 4 pm. The first workshop, Recognizing the
causes and signs of stress (from 1:00 - 2: 00
pm) will be facilitated Kim Fenwick, Ian
Fraser, and Michael Houlihan.  The second
workshop, De-Stressing with Tai Chi (2:00 -
3 00 pm) will be led by Don Robinson. Meet
and Greet and Refreshments will follow the
workshops (3:00 - 4:00 pm).

Friday, December 5
The LTD Committee will be holding its
second Web Spectacular/Teaching with
Technology in BMH 205, from 10:00 am to
4:00 pm, on Friday, 5 December 2008. A full
schedule of talks will be circulated later.
Meanwhile, before lunch, Dr. James
Whitehead and Dr. Gayle MacDonald will
be showing how they first built and now
use their Moodle sites while after lunch we
will have four workshops and
demonstrations: Dr. Sharon Murray / Smart
Board; Dr. Adele Mueller / Web Site
Research on Line; and Dr. Chris
McCormick / Building Web Pages. The exact
titles of the workshops and a fourth
workshop will be confirmed later. 

Please RSVP if you are interested in attending
any of these workshops to the contact person:
rgmoore@stu.ca
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•• GGuueesstt EEddiittoorriiaall 33:: Eileen Herteis /
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