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Forewords

This book is the link we’ve been missing!

A link, unaffiliated with any one discipline, between the
learning sciences and the practical development of a
course.

A link, both daring and stimulating, between an intuitive
perception and an explicit understanding of what it is to
teach.

A link, both interactive and fun, between one’s own
experiences and aspirations in the world of teaching and
a coherent teaching scenario.

Going through the step-by-step elements of constructing a
teaching course is like analyzing a work of art: the mystery
of its success is never completely resolved. But this only
makes us marvel at it all the more and feel motivated in our
own creative process.

Give it a try and have fun!
Prof. Giorgio Zanetti

Vice-Rector for Education
University of Lausanne (UNIL)

All new courses start off with an idea. For many of us, this
first step is the easiest, but for a new class, workshop, or any
other teaching activity to be successful, we need more than
just an idea. We need a clear vision of the desired outcome
and the necessary skills to achieve it. And that is precisely
where this book comes into play, by outlining the path we
should take. From design to professional development, it
tells us all we need to know about teaching.

This is a fantastic guide for those who love to teach!

Prof. Béla Kapossy

Former Dean and Director

of the College of Humanities

Swiss Federal Institute of Technology
in Lausanne (EPFL)
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Preface to the English edition

Behind this book lie three colleagues who have different
academic profiles and backgrounds but who are driven
by the same passion for teaching and learning. Three col-
leagues who have been confronted, each in varying ways,
with the multiple challenges that they pose, from the
organization of learning activities to course design.

But the book also emerged out of an observation: that among
university-level books on teaching and learning there is no
broad-based, multipurpose, and intuitive tool that can be
applied to varied teaching domains. This book aims to fill
that gap. Created to suit experienced teachers, those be-
ginning their career, and professional training instructors
alike, it takes a practical, visual, and modular approach.

This book is designed for those instructors who like to
reflect on their teaching approaches and want to broaden
their field of vision, take a global approach to their teaching,
and explore issues of pedagogy without feeling they need a
PhD in learning sciences.

It provides a three-step approach that guides readers
through a process that will allow them to define their
understanding of the teaching and learning process, build
or revise a course, and develop their teaching skills.

Some of the terms used in the French edition of this book do
not have exactly the same meaning in an English-speaking
context, in particular because the theoretical frameworks
are different. In several cases, we have therefore had to
make a decision on which terms to use, and we hope we have
correctly translated the concepts presented in the French
edition.

Emmanuel
Sylvestre

Jacques
Lanares

Marc
Laperrouza
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A Three-step
Approach

Envision
Design

Develop

Define your teaching
philosophy to clarify
your role

Build or revise your
course and develop
teaching scenarios

Take a step back from
your teaching practice
to gain perspective

and bring out its value



Clarifying your teaching intentions helps you make choices
when developing your course, making it easier to communi-
cate your expectations to the students.

Designing a learning experience requires you to successfully
organize four basic elements: content, learning outcomes,
the teaching and learning strategy, and the assessment strat-
egy, while taking the context into account.

Analyzing your teaching experiences allows you to continue
developing your professional skills and improve your teach-
ing methods.

Course Design: A Visual and Modular Approach |
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The Aim
of the Book






Our Intentions

The aim of this book is to help its readers develop a new course
or analyze an existing one, while respecting the principles of
constructive alignment. To facilitate this alignment, we have
created a canvas that forms a guiding framework throughout
the book and that will be described in the following pages.

The approach we propose is the result of a long process
of experimentation and refinement. Although the book
draws on a solid theoretical foundation of learning sciences,
psychology, and sociology, these theories are not presented in
detail; at the end you will nonetheless find a list of titles to
further explore certain theoretical aspects.

The various steps in the approach will allow you to clarify your
teaching intentions (Envision), develop a coherent learning
experience (Design), and continue to improve your teaching
skills (Develop).

The Aim of the Book | 15

This book takes into account three current priorities in

higher education:

students

courses that focus
on student learning

context

cowrses that adapt to
evolving contexts

employability

courses that allow students
to acquire transferable skills
for use in a professional
environment
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Our Philosophy

Practical

This book has been designed above all to be a practical tool.
It draws on many years’ experience in running workshops for
instructors, and contains suggested activities to accompany
you while you think about and design a student-centered
learning experience.

Visual

Because we wanted the book to be accessible and appealing,
we decided not to adopt the traditional style of an academic
textbook. We have instead gone for a more visual presenta-
tion that encourages you to take concrete steps, with text
reduced to a minimum and a particular focus on diagrams.



Modular

The Aim of the Book |

Depending on your needs, you can dip in and out of the book  ment strategies, or you can take a more comprehensive ap-
to find the right tools; you can apply our proposed methods  proach by first understanding your own vision for teaching

to an existing course or to one you are in the process of de-  and learning.
veloping, you can get straight to the point by aligning the
intended learning outcomes with your teaching and assess-

0 —0o
Envision. Envision,  Design

- &

.Design . Shift from intuition
a learning experience to intention

0O —¢0
Emision  Design
Lo )
Develop

Gain perspective on your
current teaching approach!

17
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Versatile

This book draws on our combined experience and, in
particular, on the training workshops held at the Teaching
Support Center at the University of Lausanne (CSE). The
philosophy underlying our approach is that there is not one
single, correct way to teach and/or train. There is no mag-
ical blueprint to follow. However, we do believe there is a
set of key questions you should ask yourself when design-
ing or revising a course or other learning activity. To each
of these questions there is a range of possible answers,
which vary depending on the instructor, the students, and
the broader learning context.

As such, this book is intended to be non-prescriptive and
non-normative. So rather than outlining a method that must
be strictly adhered to, it instead poses questions to guide
your thought process around the design or revision of your
course. It focuses on the instructor, while at the same time
incorporating key issues around students and their learning
processes, as well as including elements that will allow you
to make coherent choices about the design and implementa-
tion of your course.
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Tools to Help Guide Your Thinking

As this book has been developed with practicality in mind, we have provided you with several different tools—the result
of a long process of experimentation and refinement in various contexts. They can be applied to any teaching or training
situation, and you can personalize or modify them depending on how you intend to use them.

Questions to Support Your Thinking The Canvas

These provide the starting point for your process of reflec-  The canvas is the book’s main tool, providing a framework
tion and are designed to make you become aware of your  for the process of designing or revising a course.
choices and then fully express them.

5\2
F—j\f.@ \
=)




Examples to Illustrate the Key Concepts

In this book we have tried to avoid “tips and tricks” and
instead focus on general principles, with the aim being to
help you implement these principles within the context of
your course. To help you draw connections between general
concepts (necessary when dealing with a wide range of
applications) and your personal context, we have included
examples from a sample course on research methodology.
This sample course runs throughout the book and gives a
more concrete idea of the concepts and tools we present. It
can be identified by the magnifying glass symbol with the
letters “RM.” More generic examples will sometimes be
used and will be identified by the symbol without the letters.

Sample course
Research methodology:

Q@

Generic example:

The Aim of the Book |

References to Extend your Knowledge

We wanted the book to flow smoothly so have chosen not
to insert bibliographic references into the text. These refer-
ences can instead be found at the end. They are numbered
and can be identified by the below symbol.

21
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Activities to Help You Get Started

This book has not been developed to simply increase your
knowledge, it is also a tool to help you get started. That is
why you’ll get the most out of it if you use it to design or
revise one of your own courses. By “course” we mean any
learning activity ranging from a semester course to a three-
day workshop, a 3-hour lab or a 45-minute lecture.

We encourage you to use this book alongside an actual
course so you can put the suggestions into practice as you go.

2

)
l
I

e

L
|
\
\\‘\ \\
\

To do this, it would be useful if you gathered some equip-
ment: teaching plans, descriptions and books related to your
course, as well as sticky notes, a pen or pencil, etc.

Print out the canvas and complete it as you go through the
book.

The above symbol lets you know it’s time to do an activity.



Some steps may be more difficult than others (which is com-
pletely normal). You will find examples that give details
about teaching and learning activities or assessment meth-
ods. In addition, the “Research methodology” example pro-
vides you with an illustration for each step.

Feedback

knnxarjoy
worypotddy

Interaction

The Aim of the Book |

By following our approach from start to finish, you will
end up with a complete course (or teaching scenario) that
includes content, intended learning outcomes, a teaching
and learning strategy, an assessment strategy, a syllabus,
and a detailed roadmap for teaching.

Now, let’s get started!

23






Envision

This section will allow you to fully explore and express
your view of teaching and learning. This is often implicit
and can unconsciously determine your teaching choices.
Gaining awareness of your underlying views and expecta-
tions will enable you to clarify your priorities and express
your choices. The following pages will help you through this
thought process.
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From Understanding Your Teaching Approach
to Defining Your Teaching Philosophy

Instructors of all kinds often have implicit views of what it is
to teach and learn. By clearly expressing your priorities, you
will be able to justify your choices when designing a course,
communicate these choices to students, and formulate a
teaching philosophy. To help you become aware of your own
implicit ideas and articulate your teaching philosophy, we
have provided you with three activities: the first allows you
to understand which of the traditional learning approaches
you most resonate with, the second enables to you explore
your own experiences, and the third will help you bring
these aspects together into an expression of your teaching
philosophy.
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How You Relate to Different Teaching Approaches

The objects on the next page are above all designed to
prompt your implicit understanding of teaching. There is no
right or wrong answer! You can combine several objects or
even choose one that isn’t featured but that better reflects
your sense of what teaching involves.

What is important is to use this object and the values it
conveys for you as a launching pad to identify your teach-
ing priorities—what is the main idea you associate with
this object? As an example, people who choose the brick
might talk about the idea of construction. Those who iden-
tify with the watering can often explain the idea of student
potential that the teacher must nurture by providing the
right “food.”

Once you have this initial idea, the next step is to determine
your priorities for teaching and learning. For example, those
who identify with the idea of construction often describe
a progression from simple to complex in which links back
to the previous elements are developed. Those who connect
with the idea of the watering can often speak about paying
attention to student needs and the importance of creating
the right learning environment.

27
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Which object best conveys
your idea of what
teaching is about?
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The watering can ilustrates two aspects
How does this object best that T care about:

con‘;fy your Ldea .(; fwhat \ 1. Knouledge for the greatest possible number
teaching is about? (compared to @ tap);

Based on this idea, what 2. Watering seeds in the hope of seeing plants
do you focus on when grow.

teaching?

What are your expectations L see my role as being one of facilitating,

embracing all points of view, and making sure

around the learning process that everyone 1. TS n

and behavior of your
students?

1 expect my students to be prepared for each
class and to actively participate in classroom
discussion.
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some of these can be found later in the book. Our intention
here is to provide you with concrete ideas that will encourage
you to think about your priorities.

To start you off on the thinking process, we have selected
different types of objects, which can be associated with a
specific learning approach. A more detailed description of

Object Teaching approach Necessary conditions for the approach to work
Microchip This approach places special Well-structured content
emphasis on information processing Information in chunks, rhythm
o el (illustrated by the microchip). Allow the multiple coding of information (visual/aural,
=3 @«g ° It is in line with the cognitivist images/words, etc.)
_EFO jt perspective. Encourage student appropriation of the content
s UPee Regular repetition
Put concepts into practice
Brick The brick conveys the idea that Focus on connections
knowledge is built on previous « Connect to prior knowledge
elements. As such it can be associated + Relationships between themes, concepts, lessons
with the constructivist approach. « Connect to other situations
+ Promote reflexivity, awareness
Modeling clay The idea behind this approach is that Focus on important aspects and stages of a process,

we learn by observing good practice
(for instance, mentoring or surgical
training).

break the process down

Multiple opportunities for practice with feedback
Organize a learning process that aims for student
autonomy (from simple to complex)

Boxing gloves

The gloves illustrate the idea that
interaction and contrasting points of
view are necessary for developing
understanding. The gloves can be
linked with social constructivism.

Interactions
+  With students
* Between students

Contrasting points of view, critical thinking



Object

Teaching approach

Envision | 31

Necessary conditions for the approach to work

Nail/hammer

/

Hammering in a nail underlines the
role of repetition, which alongside
feedback is a major factor in learning.
It is at the heart of behaviorism.

Organization
« Clear objectives
+ Clear progression of steps

Repetition
Assessment/Feedback

Funnel

‘

The funnel illustrates the point of view
that says that in a learning process,

the instructor transmits knowledge

to the student.

High-quality presentation

+ Clear explanations and coherent structure
+ Use of images, examples

+ Range of tools, multiple formats

+  Emotional component

« Several ways of presenting

High-quality content
« Topicality

+ Relevance

«  Selection

Group travel
guide
BUIDE

This approach focuses on the role
of the instructor as a facilitator,
guiding the learning process based
on the intended learning outcomes.

Respond to individual needs
Acquisition of methods
Socratic methods

Assign projects to students

Watering can

The watering can illustrates the notion
that each human being has the poten-
tial for development and that the
instructor must create the conditions
for this to occur. It is related to a
humanist approach.

Identify prior knowledge and adjust lessons
accordingly

Create an atmosphere of trust

Use a variety of approaches and strategies

Allow room for individual preferences and choices
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Engagement and Motivation

Motivation is a key aspect of the learning process, and if you
have a general understanding of how it works, it is easier to
account for it when preparing learning situations for your
students. It is not a question of studying the many motiva-
tion models that exist in the scientific literature, but rather
of ensuring you have a broad understanding, enabling you
to analyze the situations proposed in this book. Motiva-
tion cannot be directly observed or assessed, but it is visible
through behaviors such as persistence, cognitive engage-
ment, and participation.

Motivation effectively results from an individual process and
cannot be “injected” into learners, contrary to the common
belief that says: “You must motivate your students!” It cannot
be stored up and used at a given moment. Motivation only
exists as an objective—learning Mandarin, for example—or
an activity—such as participating in a debate on the pros and
cons of a certain method of analysis. As such, we are always
motivated (or not) by something specific. In a nutshell,
various studies on motivation can be summarized with the
simple equation: M = E x V, which says that motivation
(M) depends both on a student’s perceived self-efficacy in
achieving an objective or completing an activity (E) and the

value attributed to the result (V). As the equation suggests,
if one of the two factors is low, motivation drops. For
example, if I am interested in participating in a debate on
the pros and cons of a certain method of analysis, but I don’t
feel I have the necessary skills to contribute, my motivation
is almost certain to be low. Similarly, if I feel I have the skills
to learn Mandarin, but I don’t see the point, my motivation
will again be very low.

M=E xV

Motivation Value atbributed

to the result

Perceived
self-efficacy
an objective or
completing an
activity

22



When designing and implementing a course, it is essential
to create conditions that encourage students’ perception of
self-efficacy on one hand and that relate to their values and
priorities on the other hand. Even though we cannot directly
motivate students, we can create favorable conditions and
increase the likelihood that they will become motivated.

There are several different ways that you can generate per-
ception of self-efficacy: make connections with what the
students already know (personal experiences, other classes,
metaphors, examples from real life); ask them to summarize
a lesson so they can see what they have already understood
and retained; and encourage them to become aware of the
various strategies they use and identify those that work.
Furthermore, highlighting the connection a specific course
or activity has with the intended learning outcomes (ILOs),
as well as pointing out the personal, social, and professional
repercussions of completing it, while clearly explaining the
positive outcomes of their engagement can also encourage
students to value a course or activity more highly.

Remember that a teacher’s own motivation is extremely
contagious!

Envision |
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Analyzing Your Own Learning Experiences

To continue the thought process around your teaching Note down which teaching priorities have emerged out of
approach and expand on it, we have included some addi- your personal experiences.
tional questions.

How do I best learn? If I think back to Which of these personal
the teachers I learned experiences have I carried
the most from, over into my work?
what did they do

that was so successful?
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How do I best learn? If I think back to the teachers I learned the most
from, what did they do that was so successful?
Some teachers made the subject matber particularly interesting, which
motivated me to learn because:
1. The teacher managed to create a connection with the audience
While T was studying, my through a kind of empathy and/or the time taken to reply to
strategy was to read textbooks questions outside of teaching hours.
and documents, underline what
1 understood to be key points, 2. The teacher made sure the classes were well structured and
and make swwmaries of these to often repeated key examples. I remember one teacher, who over
help me prepare for exams. & semesters repeatedly used the example of a cup of tea in an
1 made sure I attended every alpine restaurant when talking about contract law.
class, even though 1 didn't
participate much. Just before 3. The teacher gave us a practical project that made sense, or
exams, 1 practiced some of the sometimes even let us choose our own projects.

exercises we had been provided
with during the semester. My

approach has changed regarding Which of these personal experiences have
one point in particular: during I carried over into my work?

training courses, I try to come
prepared and participate more.

A bit of everything... but not necessarily all the time,
or even in the same way! 1 believe that creating

a connection with students is particularly important,
as is ensuring that students find meaning in their
learning journey.
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The Students Are Not Your Clones!

When we teach, it’s normal to try and reproduce the condi-
tions within which we learned best. But for this approach to
be effective, the students need to behave as we did, which as
the years go by is less and less the case... Only 5% of all first-
year students go on to pursue an academic career. Their moti-
vations, their approach to studying and intellectual pursuits,
their affinity for abstract thinking, and their enjoyment of
reading are some of the ways in which they may differ.

The “massification” of higher education has increased the
heterogeneity of student audiences. In addition, human
diversity also generates individual preferences. There is a
wide body of literature devoted to learning styles, which
has attempted to classify students depending on their
intellectual preferences or affinities.




Meta-analyses carried out on this data do not result in
clear-cut profiles, but do emphasize the importance of
certain variables such as the kind of material (visual,
aural, written, images), teaching approach (experimental,
conceptualization, etc.), learning approach (surface, deep),
relationship to authority and knowledge (level of epistemic
development, generation XYZ), and a student’s affinity for
working in a group or preference for self-study. This is not
an exhaustive list.

Envision |

As these preferences can change over time, teachers should
not pigeon-hole students. The two key words that emerge
from this are decentering and diversity.

37
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Formulating Your Teaching Philosophy

The thinking you have done about teaching up until now
can be summarized by your “Teaching Philosophy.” This
philosophy can be defined in various ways, but essentially
it conveys your beliefs and theories about teaching and the
priorities that result from these, as well as your expectations
of students.

+  What do you believe is the end purpose of higher
education?

«  What are your priorities as a teacher?

+  How would you describe your role as a teacher?

+  How would you describe the role of the students? What
do you expect from them?

Based on your answers, what can you say about:

« The importance of interactions in the learning process?

+ The importance given to practical elements (examples,
exercises, projects, etc.)?

« The influence of different experiences (visual/aural,
physical experience, images/words, etc.)?

+ The importance you give to the students’ prior
knowledge?

+ The way in which your teaching is structured?

This analysis can help you identify your teaching priorities.
Once you have finished designing your course, it would be
useful to ensure that the choices you have made reflect your
vision.



Obviously there is no wrong way to formulate your
teaching philosophy, however, it is important that it
reflects your vision and priorities, and that students
and your colleagues can easily understand it.

One simple way to begin writing it down is to refer to
the following model, which you can complete.

Envision |

My main objective as a teacher is...
To achieve this, ... In turn, I expect
the students to...

My main objective as a teacher is to help my students
in their learning journey. To achieve this, 1 vary the type
of interactions. In turn, I expect the students
to actively participate.

39
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Instructor

~

transmission
focused
on the content

Use Students’ Prior Knowledge and Skills...

Another important aspect when thinking about your
teaching approach is your relationship to knowledge, and, in
particular, how you intend to take into account the students’
prior knowledge and skills. This relationship can be
illustrated by the diagram above. The left-most position on
the diagram shows a situation where the instructor believes
that they master the content and that the students have
basically no knowledge of the subject, or that the instructor
does not wish to call upon the understanding they may have.
In this situation, the instructor is the content expert.

learning
focused,
on the process

At the other end of the diagram, the instructor believes that
the students have a broad knowledge of the content and
calls upon them during the course. The instructor in this
case is a process expert, that is, they manage the questions
and strategies to allow students to best express their knowl-
edge and skills.

It is important to emphasize that this is a continuum, and
even though individually we might favor a particular posi-
tion, this position is dynamic; it will change during a course,
as well as from one course to another.



... and Clarify Roles by Means of a Teaching
Contract

You can present your teaching philosophy for a given course
using a teaching contract. One aspect of the contract allows
you to clearly state how the class will be organized and how
it will function. Another aspect establishes the roles and
expectations of both the instructor and the students to ensure
that the two parties work together towards the same objec-
tive: building knowledge. Concretely, it can take the form of
a table. Don’t forget to specify what is expected not just in
terms of the work itself but also the students’ attitudes.

More broadly, this table conveys the message that learning

is a kind of co-construction: each participant must fulfill
their obligations in order to achieve the learning outcomes.

Envision |

Instructor  Student

collective responsibility for achieving
the learning outcomes

41
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Instructor

Student

Present the theoretical elements as a lecture while including concrete
examples from daily life to ilustrate the concept
(class on Thursday afternoon).

Actively listen, take notes, ask questions when clarification is needed.
Go over notes prior to each class. Write down questions to ask
the instructor or other students to clarify understanding
of certain concepts.

Prepare class exercises to further develop the concepts that have been
presented. Reply to student questions during the exercise session.
Provide group feedback at the end of the exercise.

Complete the exercises, ask questions when clarification is needed.
Take group feedback into account and adjust work as necessary.

Provide a list of reference books and scientific articles for the
students to further study the concepts presented in class, along
with @ lecture schedule for the semester. Set up a discussion forum
relating to the resources and reply to any questions that are asked
(connect to the forum on Wednesday morning). Take time at the start
of each class to go over any issues that have come up
on the discussion forum.

Read items on the resource list in time according to the lecture
schedule. Ensure that notes taken in class include the key elements.
Ask questions on the discussion forum (up until Tuesday evening
each week). Interact with other students and/or answer questions
asked on the forum.

Include a 10-minute break bebween two hours of class time.

Stick to the allotted, break time.

The work you have completed in this section will help you clarify your teaching
vision and, along with the work in the “Develop” section of the book, prepare

your teaching portfolio.



Design

The design section is intended to guide you through the
various phases of course development. We have suggested
a progressive approach that goes from the concept map to
the final scenario and that respects constructive alignment.
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At the Heart of the Book Lies the Principle of
Constructive Alignment...

According to the principle of constructive alignment
described in the literature, you should envisage the teach-
ing process as a coherent whole that includes three key
elements: the intended learning outcomes, the teaching and
learning strategy, and the assessment strategy.

In this book, we also emphasize two other elements, which,
although mentioned in the literature, have not been suffi-
ciently expanded on—content and context. In our experi-
ence providing teaching support to instructors, we have
often discussed the issue of content: How do I best transmit
content to my students? How do I select the content so that
it is at the correct level for my students? Given that the aim
of this book is to help guide you toward a student-centered
approach without sidelining content, the very foundation of
teaching, including it was an obvious step. The point is, after
all, to think about ways of helping students take ownership
of the course content!

Constructive alignment enables us to clearly establish what
learning experience we want to offer our students. It also
allows us to make our teaching choices explicit, which can
be useful for sharing them with colleagues who may or may
not be directly involved in teaching, or for giving students

a key to understanding the reasons behind the learning
activities.

Designing a course in line with the principles of construc-
tive alignment therefore involves clearly expressing your
teaching intentions instead of leaving them in the form of
an intuition. The idea is to shift from intuition to intention!

For example, if your aim is to improve students’ skill at
presenting oral arguments [ILO], alignment means that
your learning activities must enable them to develop this
skill during the course (through peer discussions, debates,
class presentations, etc.) and your assessment strategy must
involve some form of oral exam. This may seem obvious,
but there are often discrepancies between the intended
outcome and the activities proposed or the assessment
method.

BEBB
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... and the Canvas

To put into effect the principle of .

tructive alignment, we have What broader co is my cowrse a part of?
cons § > ) What possible constraints should I be aware of
developed a canvas that comprises when making teaching choices?
five building blocks. These should be

considered as one coherent whole. - -

How can I provide the appropriate How do I check that my students

conditions for my students to . .
eve the i led learning have 'ea:rhwved. uftﬂcw;) mt%nd.ed
outcomes? Mg outcomes:

|

What outcomes should the students
have achieved by the end

of the course?

What knowledge, skills, and attitudes do '
my students need to achieve the intended
learning outcomes?




A Systemic Approach




You must test the coherence between each building block
to check that the course you are designing corresponds with
the learning experience you wish to provide to students. The
arrows illustrate the systemic aspect of this thought process,
namely that each component influences the other.

In the following pages we have put forward a series of
activities that will allow you to fill out the canvas and test
the alignment of the course you are developing. The canvas is
the book’s main tool, and it gives structure to your thinking
around teaching. It is based on the principles of constructive
alignment, that is, the need to ensure consistency between
the four cornerstones of any course: intended learning
outcomes (ILOs), content, teaching and learning strategy,
and assessment strategy, which are all influenced by a given
context (the fifth cornerstone). The canvas helps structure
the process of creating or redesigning a course. It allows
you to think about the choices relating to each of the four
building blocks, as well as to the overall alignment of the
course, which is the ultimate goal.

Design |
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The Five Building Blocks of the Canvas in Detail

Context

Every course is always part of a specific context, which
includes factors relating to the students (number, diversity,
etc.), the wider curriculum (year of study, number of credits
assigned to the course, etc.), and resources available to the
instructor (classroom size, material, available funding, etc.),
as well as factors relating to the instructor (familiarity with
certain teaching methods, available teaching time, etc.). The
context can have a positive or negative effect on the teaching
choices that the instructor will make.

Intended learning outcomes

In the center of the canvas we have the learning outcomes.
Here you must define the outcomes you wish the students to
achieve by the end of the course. These learning outcomes
are useful for the instructor because they help build the
course, communicate expectations to the students, and
assess whether the students have successfully integrated
the knowledge, skills, and attitudes the course was designed
to convey. The learning outcomes will also be useful for
students because they clearly outline the targets to be
achieved and what is expected in terms of learning.



Content

The content is the foundation upon
which the course is built, and the
instructor is an expert in the content.
As an instructor, your work involves
choosing and structuring the content
that you believe is relevant for
students, depending on the learning
context (e.g., available teaching time,
student level, etc.) and the ILOs.

Teaching and learning
strategy

The teaching and learning strategy
includes all the learning activities pre-
sented to the students to allow them to
achieve the learning outcomes. It is not
a question here of the teaching formats
(e.g., lectures, tutorials, etc.) but of the
actual activities (e.g., case studies, peer
discussions, class presentations, etc.)
proposed as part of these formats.

Design |

Assessment strategy

The assessment strategy involves
activities to be carried out by students
so they can receive feedback on their
learning and check whether they have
achieved the ILOs. It may include
marked or unmarked exercises, exams,
reports to be handed in, oral presenta-
tions, etc. It may comprise formative
assessments (giving feedback on stu-
dent work) or summative assessments
(giving a grade for student work).

49
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Seven Steps to Complete your Canvas

Whether you’re starting from scratch or wanting to check your course alignment, we suggest you follow these seven steps.

SidE ©

1. Identify the key concepts in your course 2. Identify the contextual aspects that in-
fluence your course
o c1[c2[c3
o JL0s
01 E
02
A
3. Write down the intended learning outco- 4. Clarify and select the content for your

mes for your course course
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® l-}’
!l! A B CE

5. Formulate your teaching and learning 6. Formulate your assessment strategy

strategy

7. Create a scenario for how your course
will unfold
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I. Identifying the Key Concepts
in Your Course

What are the key concepts that must be covered?

—
(-
-
(-

(-
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Identify the Key Concepts by Drawing Up a Concept Map

The first step involves identifying the key concepts you
want to convey. You can also choose to begin with the ILOs,
however, study of actual practice shows that in most cases,
instructors start this thought process with the content.

During this first step, we suggest drawing a concept map to
highlight the key concepts in your course.

7
S
&)



Design | 55

Example of a concept map:

?

helps yowto

Ls an
opportunity for

I'd
/
(
\
N\

? '

What are the key concepts you want to convey?
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Why Create a Concept Map?

A concept map, sometimes called a “mind map,” is a struc-
tured visual representation that provides an overview of the
conceptual network of a specific topic. It enables a concept
to be positioned within a relational network connecting it to
other concepts and knowledge.

A concept map allows you to relate the various elements of a
course to each other, one by one. It can help you identify the
most important concepts, clarify the relationships between
them, and focus on the key elements of the content.

A concept map can also be used to present the course struc-
ture to students, help them develop their understanding
around a concept, or visualize the relationships between
various elements covered in the course. You could also ask
students to produce a concept map at the beginning or end
of a course to get an idea of how they see the topic.

Concept Map for the Book

Analyzing
students’
results

Getting

R < R
your skills
Practicing
reflexivity
Analyzing
your teaching

practices
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Explam
Identify Become aware
our VLew of .
Y ~ ﬁ your tealfwng of learning Your teaching
helps you, s i
— i outcomes | philosophy
B ‘ |

a.bout your

ILOs

Clear answers implementing
to a core set ‘ them The learner | Institutions

| of questions |
ikl |
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Preparing the First Draft of Your Concept Map

Using the steps below, now try your own concept map.

I—_——— .———d—

1 Identify the topic or main 2 Draw up a list of 20 to 3 From this list, identify the
concept for the map. 30 concepts that must be 10 or 15 most important
covered in the course you concepts.

are designing.

===

4 Write each concept on a 5 Place the concepts on a blank
sticky note. sheet of paper and position
them in relation to one
another.

= B
o <
=

6 Establish the relationships
between the concepts and
name them.
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Version 1.0
History of
N — -
Scientific
research,
. Research
Epwwibgﬂ_/ concepts question
R Hypothesis ]

Sem@ster
project | Research )
methodology

in social sciences

Tlustrativ
exampl.ee ;V coIDI atar .
Methodological p
. concepts e
Causality

medt;ve Qualitative | -

methods |




60 | Course Design: A Visual and Modular Approach

Expanding on Your First Draft

Using your first draft as a basis,
develop and expand on your map

with these three actions:
” Clarify the nature
of the relationships
and name them

Add or remove relevant or V\/ Reorganize
superfluous elements the elements
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@ History of Literature Analytical
vesearch, review framework,
EE - @
' leads to i
are influenced, by - jlipothesis
Research
Ethics uestion
are made up of 9 Artefacts

Scientific (determine ) () T
. \ Ontology  +—{777) research T
Action Clinical concepts jectives
research researt

ch
Epistemology
(hich 159

Research
methodology

Methodologies in social sciences

Methods

——" | and. reliability




62

| Course Design: A Visual and Modular Approach

Checking Over Your Concept Map

Refer to the questions below to analyze your map and make
sure it clearly reflects the most important concepts and
the connections between them. The map should be self-
explanatory.

D Can the main concept be identified easily?

D Is the map easily understandable as a whole?

D Do the concepts illustrated on the map provide an
overview of the topic in question?

D Are the most important concepts clearly visible?

Now that you have checked over your concept map, you will
be better able to translate the key concepts into ILOs and
content.

O
O
m
m

Are the most important concepts connected to the
main topic in a clear manner?

Are the connections between the concepts under-
standable?

Does the content you have selected enable you to
plan out your intended course?

Can the map be handed out to students to give
them an overview of the content that will be
covered in the course?

But before that, you must define the
contextual elements in which the course takes place.
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II. Identifying the Key Contextual
Elements That Influence
the Course

What broader context is my course a part of ?
What possible constraints should I be aware of when making

teaching and learning choices?
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The Context Affects Teaching Choices

A course always takes place within a specific context, and
so different contextual elements can potentially add con-
straints when designing your course.

These may be material or immaterial. How many students
will there be? Can the tables in the classroom be moved? At
what moment in the day or week will the course take place?
What are the institutional rules and practices regarding
teaching? Will I have to teach some or all of the course via
distance learning?

The context can have a varying degree of influence on the
intended learning outcomes, content, teaching and learning
strategy, and assessment strategy.

Furthermore, much of the context is out of the instructor’s
hands. This is therefore an opportunity to identify the con-
textual aspects that will influence your teaching choices,
starting from these four categories.




Students

How many students are there?

How familiar are the students with the teaching
approaches I intend to use?

What knowledge, skills, and attitudes do the students
already have?

How diverse is my group of students?

Resouwrces

What is the teaching space like (classroom furniture and
size)?

What materials do I have available?

What teaching resources can I access for this course?
What financial resources are available?

Design |

.
Curriculum

What is the planned teaching format (lectures, practical
work, seminars, etc.)?

How many credits are allocated to this course?

How does this course fit in with others in the curriculum?
What is the level of this course (Bachelor’s, Master’s,
continuing education, etc.)?

Does this course have a limit to the number of students that
can pass?

Are the ILOs already set?

What are the institutional rules and practices?

Is this a compulsory or optional course?

Instructors

Are other instructors or assistants involved in this course?
What feedback (from students, colleagues, exam results) is
available about this course?

What level of responsibility do I have for this course?

How much time do I have available to develop this course?
How comfortable am I with the subject and/or with certain
teaching approaches?

What are my specific intentions for this course?
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Sample Analysis of Context

RM)
Students

™ 20, half did th,

same BA at the

tion, half come
Institut

:-N

—

Curriculum

- MA

- 3 credits

- 2 howrs of in-person classes
1 hour of practical work

| - Compulsory course

HEEES

Instructors

the subject R
- 1 week to deSi‘gnﬂbeoourse

(0] QSSlStant ql\/a‘uable for
the course




The instructor has identified all the contextual elements
that might affect teaching choices. We can see that there is
only one week available for course design, which will have
an impact on how the instructor will structure the content,
as well as to the activities they intend to deliver.

In this example, the instructor will have to think carefully
about which elements of content to include. There will not
be enough time to do a literature review to expand on or
update the content, and the instructor will almost certainly
be forced to reuse content that they are already comfortable
with. It will also be difficult to create course handouts. How-
ever, it may be possible to ask the students to help create
these handouts. For example, it would be entirely feasible to
create a wiki on Moodle and every week designate a group
of students to create this content together, under the super-
vision of the instructor.

Design |

In terms of the teaching and learning strategy, the instruc-
tor should also use activities that the students are already
familiar with. The instructor will also have to consider the
large class size and come up with activities that are easy to
manage and for which feedback can be provided. Peer re-
view could be employed here, whereby students are provid-
ed with a rubric for reviewing other students’ tasks. This
will give students some initial feedback that they can use to
improve their work.
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Aligning the Course with the Curriculum

Other courses that form part of the curriculum are a vital
element of the context and must be taken into account as
much as possible, bearing in mind that each course will have
its own priorities.




Design | 69

Clearly Defining the Context

Go back to your canvas and complete the “Context” box. We recommend writing down on sticky notes
the elements that might affect your teaching approaches (1 sticky note per element).

Students Curriculum

L B

Resources Instructors »

L s .
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[11. Formulating the Intended Learning
Outcomes for Your Course

What ILOs should the students have achieved by the end

of the course?

Intended learning
outcomes
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The Importance of Learning Outcomes

Clearly defining the ILOs will enable you to pinpoint the

learning (knowledge, skills, and attitudes) that the students the Q’WS

should have acquired by the end of the course. and behavior
that students
should, develop.

the knowledge
and concepts
that students
should master.

the skills, practical
know-how, and gestures
that students should
acquire.



The ILOs will help you(construct your course. They are at
the center of the constructive alignment canvas because
they serve as the basis for your choice of teaching and learn-
ing activities.

These learning outcomes are also used to(communicate)to
students what you want them to learn. This allows them to
be clear about what is expected of them and then do the nec-
essary work.

Finally, the ILOs allow you to clarify what aspects you need
tg assess. By establishing clear goals for what you expect stu-
dents to have integrated by the end of the course, it becomes
easier to identify the best methods for assessment and what
the assessment will focus on.

Design |
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The ILOs also allow you to determine the level of mastery
you expect the students to have attained by the end of the
course, which could range from simple memorization of
concepts (surface learning) to the integration of concepts
into the student’s understanding (deep learning). Deep
learning means that the students will retain knowledge on a
more permanent basis and will be able to apply it in various

surface

learning the concepts.

« Students are only expected to remember

situations, while surface learning means that the student
can access knowledge relating to very specific situations and
on a more temporary basis.

Deep learning requires more time, so you should make sure

that the time you allocate for each ILO is appropriate for the
number of course credits.

+ Students should be able to make connections

between various concepts.

*“o%e 3

knowledge.

« Students should be able to make connections
between various concepts and their prior

ey, o
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Establishing and Formulating Intended Learning Outcomes

ILOs should always include:

*  An action verb that defines the level and type apply ethical standards to one’s work
of intended learning;

+ The learning content; and
Make sure you don’t confuse “learning outcomes” with
* Anyadditional information that describes the situation = “learning objectives,” which relate to the instructor’s objec-
within which the student must complete the task. tives.

Teaching What the instructor envisages for Introduce students to ethical think-

Ob] ectives or content and course delivery, what they ing on research
intend to do during the course.

intentions
Learnin What the students should be able to ) ,
5 do with the content, once the learn- Apply ethical standards to one’s
outcomes . 1 con b
ing experience is completed (course, wor!

semester, year, etc.).
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Establishing the Type and, Level of 1L0s

Using an action verb will allow you to write ILOs that relate
directly to student behavior (which will in turn help stu-
dents achieve them) rather than to your teaching objective.
Afterwards, it will also be easier to define your expectations
around assessment of the ILOs. The students will better
understand what is required to demonstrate achievement of
the outcome.

The diagram on the following page presents a series of
action verbs that can be used depending on the types of
learning (knowledge, skills, attitudes) and the desired level
of understanding (surface learning — deep learning).

demonstrate
principles of
essay writing

present
research that
demonstrates

critical thinking
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Judge

8
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&
5
<C

Deci

Design, Collect,
Formulate, Develop,
Plan, Examine

Vary, Predict, Improvise

’

e, Monitor,

e, Position

Synchroniz

Adjust, Apply, Improv

Discover, Identify, Imitate,

Reproduce, Distinguish

2425
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Identifying the 1L0s That Students Should Achieve

Think carefully about the concepts you want the students to
be able to employ at the end of the course. Which ones do
you want to assess? Why?

This may relate to knowledge, skills, or attitudes and must
align with the teaching and learning content.

In the university context, there is a tendency to focus on
“knowledge” outcomes, but it may be more appropriate
to incorporate other learning content into your course, for
example, to encourage students to adopt an ethical stance,
work together as a team, debate a point, etc.

essay writing
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Specifying the Situation in Which Students Demonstrate Their Learning

Lastly, proof that the learning outcome has been achieved Introducing additional information will allow you to spec-
must be observable in a specific situation. This requires you  ify the conditions within which students will perform the
to clearly define the context within which the knowledge, task. This will also make it easier to control how the learning
skills, or attitudes will be used. outcome is achieved.

@ apply ethical standards to one’s work

The situation in which students perform the task will affect the ILOs, as in the be-
low examples. Similar elements of content can be observed in various situations
and can be employed to achieve different levels of understanding. This will allow
you, for example, to distinguish between topics that are similar but are aimed at
different levels of study.

(kM)

+ Recognize ethical standards in scientific research » Apply ebhical standards to one’s work

2nd year Bachelor’s 1st year Master’s

+ Describe the principles of essay writing in a scientific + Demonstrate the principles of essay writing in a
article research report

o Recognize the ethical implications in research involving o (ritically assess the ethical implications of a research
living beings project



80

| Course Design: A Visual and Modular Approach

Making Sure the ILOs Are Clearly Expressed

The three previous steps will allow you to establish the main
elements of your learning outcomes. In order to verify the quality
of these outcomes and their ability to construct, communicate,

and assess, you must make sure the following criteria have been
fulfilled:

+ Student-Centered
Make sure the outcomes are focused on student learning.
When writing the outcomes, keep this prompt in mind:
“At the end of my course, the students will be able to...”

* Clear
One idea per learning outcome

+ Aligned with content

Obvious connection with course content

* Observable
The students must be able to prove they have achieved
the outcome

+ Situation-based
The situation is clearly specified

@

» Demonstrate the principles of essay writing
and. familiarity with bibliographic standards.

How do you assess “familiarity with bibliographic stan-
dards”? You will have to reformulate this outcome to clarify
exactly what you expect the student to accomplish:

» Demonstrate the principles of essay writing
in a research report and respect bibliographic
standards when writing a research report.

However, this outcome now includes two distinct learning
outcomes. Instead write two separate outcomes as follows:

Demonstrate the principles of essay writing in a
research report.

» Respect bibliographic standards in a
research report.



(kM)

Distinguish bebween quantitative
and qualitative research methods
and. justify the use of one over
the other

1 Student-Centered

O Clear & Observable
& Aligned O Situation-based

Distinguish between quantitative
and qualitative research methods
in the analysis of a scientific
article.

Demonstrate the principles of

essay writing and. familiarity ;r;tm and present research,
with bibliographic standards ) _de”'o"sm critical

h analysis and,
JE Student-Centered problem-solying

'O Clor O Obsenvable | [ Student-Centered
\EAW O Situationb05ed | 0 Clear I Observable
H( Aligned O Situation-based,

Demonstrate the principles of
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Critically evaluate the results

of a research project with data
from several sources

JE( Student-Centered

I Clear & Observable
EAW H Situation-based

Work in a group

JE Student-Centered
& Clear 0 Observable
O Aligned O Situation-based,

Critically assess the ethical '
implication of @ vesearch project
and, be able to apply ethical
standards to one’s work

Student-Center ed
B ‘& Observable

\%i\m " Situation-based

Work in a team to write a state
of the art while following the
principles of scientific writing.

essay writing in a research
report.

Respect bibliographic standards
in a research report.

Present research that
demonstrates critical thinking,
analysis and problem-solving
in @ scientific event.

Apply ethical standards to one’s
work.
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We suggest you use the following table to draft your learning outcomes.

1. Define the type 2. ldentify the learning 3. Clearly define the
and level of outcome that must be situation within which
understanding achieved, by the students will achieve

students the outcome

At the end of my course,
the students will be able
to:

4. Make sure that each IL0 is clearly

expressed. Here are some contextual elements you should take into ac-

count when developing your learning outcomes:

O Student-Centered,
. P P P )

Q Clear ﬁre there any I;E)s that hé;zeb'illr?eady been set?

. ) . ow many credits are available?
O Augn,ed, with content + Are there any institutional prerequisites?
O Observable + What prior knowledge do the students have?

0O Situation-based + Is the course more theory-oriented or practical?
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After you have drafted your learning outcomes and checked
their quality, write them on some sticky notes and place
them on your canvas.

Students Resourcesj’

Curriculum Instructors
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IV. Clarifying and Selecting Course
Content

What knowledge, skills, and attitudes do my students need to
achieve the ILOs?
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Clarifying the Content

The notion of content encompasses many different aspects
such as knowledge, know-how, or values—everything that
is learned. In higher education, of course, there is often an
emphasis on knowledge and understanding, usually related
to the specific academic discipline. However, content can
also include skills that may be more practical (e.g., laborato-
ry procedures) or cognitive (e.g., problem-solving). The de-
velopment of values and attitudes (e.g., intellectual rigor or
scientific integrity) also forms part of content. In short, dif-
ferent types of content learned can be embedded and used
in real-life situations. For example, students working on a
team project need to be able to understand the methodol-
ogy used in project management, use the relevant software,
know how to communicate, and know how to manage con-
flict, among other things.

e
=)



A Matrix to Visualize the Links
between Content and ILOs

Given that ILOs are the cornerstone of teaching, it is
important to ensure that the content is not chosen for its
own sake but is clearly connected to them. A matrix can
help you check this.

Content ———>
Intended learning

outcomes
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This table comprises ILOs (rows) and content (columns).
Each cell allows you to identify the intersections and how
well the content is spread across the ILOs; several different
elements of content may relate to the same outcome or one
element of content may relate to several outcomes.
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Identifying the Elements of Content from Your Concept Map

Although we sometimes feel a need to try and teach
everything, it is important to establish priorities and make
choices. The type and quantity of content that we transmit
depends on several factors including available time, the
level of the students, etc.

Research, cycle
@ Tntended learning CO™e ? | and plan
outcomes

!

Research

Quantitative,
qualitative,
and mixed
methods

Scientific

writing
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Identifying the Connections between Elements of Content

and, the IL0s

To help you gain a comprehensive overview of your
teaching content and its relationship to various ILOs, we
suggest you make your own matrix.

Simply draw up a table like the one below. List the ILOs
you have established in the rows and the main elements
of content you have identified through your concept map
(or any other form of analysis) in the columns.

Content ——>
Intended learning

outcomes

Once you have built your matrix, identify the cells where
there is an outcome/content intersection. This simply
means going down each column and putting a cross in the
rows where the ILO relates to that content.
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@ version 1.0

Research cycle | Research Quantitative, | Scientific
Content ——— ¢
i and plan ethics qualitative, | writing
Learning outcomes and mixed
1/ methods
Apply ethical standards ><
to one’s work
Demonstrate the principles of
essay writing in a research ><
report

Critically evaluate the results of
a research project and data from
several, sources

qualitative research methods in the

Distinguish between quantitative and ><
analysis of a scientific article

Present research that demonstrates

critical thinking, analysis and ><

problem-solving in a scientific

event .
Work in @ team to write a state of

the art while following the principles ><

of scientific writing
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Checking Your Matrix Is Aligned,

Content ——>

Learning outcomes

l

Research cycle

3
g

Apply ethical standards to
one's work

Demonstrate the principles
of essay writing in a re-
search report

Critically evaluate the results of
a research project and data from
several sources

Distinguish between quantitative and
qualitative research methods in the
analysis-of -a scientific article

Present research that demonstrates
critical thinking, analysis and
problem-solving in a scientific
event

(0TI +YIOUD PPD PPRISUI 4O 41 PAOWGA OF JUDM | OQ

(0% SYDIeA JUBUOD Sty SI0P (] FOUM

Research Quantitative,

ethics qualitative, writing
and mixed
methods

Scientific | Critical

b thinking

Group work

X

X

What content does this ILO relate to?
Do T want to remove it or add an
element of content?

|
|
|
1
|
|
T
|
|
|
]
|

P

Work in @ team to write a state
of the art while following the
principles of scientific writing

Describe the different steps in
a research cycle




Some Questions When Checking
Your Matrix

Are there any empty rows or columns?
Do I need to develop content or reword
any IL0s?

Do some IL0s relate to more content than
others?

If yes, is this in line with your teaching
priorities?

Should other content be developed to better
match the IL0s as a whole?

Does some content relate to several IL0s?

If yes, is this in line with your teaching
priorities?

Are the elements of content and/or the 1L0s
described too generally?

Design |

Things to Look Out For

» Do not choose your content based on what you know,
but on what students need to achieve the ILOs.

» Do not overemphasize knowledge in relation to other
aspects.

o Do not try to be exhaustive. Instead focus on content
that matches your priorities.
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An Overview of the Process

Based on the work you have done over

the last few pages, you will now be able

to identify the content that forms the
backbone of your teaching.
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V. Formulating Your Teaching
and Learning Strategy

How can I provide the appropriate conditions for my students

to achieve the intended learning outcomes?

Teaching and
e
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A Teaching Strategy That Supports Learning

In very general terms, learning can be seen as a change in
behavior or understanding. In other words, students will be
prompted to do unfamiliar or new things, which may include
concrete skills but also cognitive activities, such as carrying
out precise calculations.

As this understanding evolves—the other aspect of learn-
ing—students will develop a much broader interpretative
framework, that is, they will come to see things differently
(issue, problems, reality, etc.).

1. Connect the ILOs toyour 2. Analyze your teaching 3. Reinforce learning
teaching and learning and learning strategy

strategy



A Strategy That Combines Activities

Some well-known strategies (e.g., project-based or problem-
based learning) and field research combine several activities
in order to achieve the ILOs. This means that they relate to
different types of learning outcomes. For example, in prob-
lem-based learning, activities such as case studies, student
or teacher presentations, and debates may be used.

A given activity can relate to different ILOs.

These classifications are provided as a guide and are not
definitive. The way in which the activities are organized
has an effect on the ILOs. For example, a demonstration,
depending on whether it requires the students to observe or
reproduce, will have a different effect on the students’ skill
sets.

Design |

Demonstration

acquiring
skills

97



98

| Course Design: A Visual and Modular Approach

Connecting IL0s to Your Teaching and Learning Strategy

It is important to underline the fact that success in an exam
situation does not cover all that learning entails.

The teaching and learning strategy should encompass all
kinds of learning activities: in-class or out-of-class, on-line,
individual or group. You should distinguish between the
teaching format and the learning activities. For example,
lectures and seminars are types of formats, but within these
formats, various activities can be undertaken, such as pre-
sentations, debates, think-pair-share, etc.

One key issue is, of course, the effectiveness of teaching and
learning strategies. There is not one perfect strategy nor is
there a perfect tool. Everything depends on the intended
learning outcome.

Other variables may also influence your choices or may re-
quire you to make adjustments, for example, the number of
students, the material conditions, the available time, or the
teacher’s familiarity with some activities.

Learning
situation

Change in
behavior or

understanding



Intended learning outcomes Teaching strategy and learning activities
(one or several activities for each 1L0)

Apply ethical standards to one's work. Lecture Exercise
Demonstrate the principles of essay writing Exercises
in a research report.
Critically evaluate the results of a research Lecture Think-Pair-Share
project and data from several sources.
Distinguish between quantitative and quali- Lecture Exercise
tative research methods in the analysis of a
scientific article.
Present research that demonstrates critical Lecture Field research
thinking, analysis, and problem-solving in a
scientific event.
Work in a team to write a state of the art Lecture Several group activities
while following the principles of scientific (writing and presenting a report)
writing.
Describe the different steps in a research Lecture

cycle.

Design |
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ILOs

To help you describe and analyze your strategy, we suggest you complete the table
below. For each ILO, note the activities you have organized or planned that will
allow students to achieve the intended learning outcomes.

Intended, learning outcomes Teaching strategy and learning activities
(one or several activities for each IL0)
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Analyzing Your Teaching and Learning Strategy

Learning
situation

Change in
behavior or
understanding
4 theories that explain
the learning process
Behaviorism Cognitivism
Social constructivism Constructivism

Four Principles for Refining Your Choices

In order to understand how the activities and a strategy
can facilitate learning, it is useful to keep in mind the main
conditions you are trying to create, as understood from the
study of learning theories.

Several authors and research groups have been interested
since the early twentieth century in how learning works.
There are now many variants of the main theories of educa-
tion psychology.

Our approach is based on an overarching view of learning,
where we have tried to take the best elements from various
studies. As such, we haven’t chosen one specific theory, but
have instead tried to identify the key concepts from these
main theories.
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Feedback
—> Behaviorism

Learning
situation

Whatemerges from this theoryisthe importance of repeating
the information so that students can assimilate it, but also
of reinforcing desirable behavior and deterring undesirable
behavior through appropriate rewards or consequences
to “shape” the students. The idea here is therefore one of
feedback. So, as instructors, we should reflect on the nature
and quality of the feedback we provide to students while
they are doing an activity or once they have completed it.
This feedback will be useful for improving their learning.
It could also be helpful to plan the teaching around specific
ILOs, create teaching chunks, and assess expected behavior.



Application

—> Cognitvism

Change in
behavior or
understanding
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In this theory, the focus is on memorization. Research in
cognitive psychology shows that people are more likely to
retain information that seems meaningful and useful, the
latter aspect being of particular importance to the pro-
cessing of information. The key notion to retain is that of
application.

Here the idea is to give students activities that allow them
to reuse their knowledge and apply it in various situations.

Furthermore, to facilitate this processing of information,
priority should be given to activities or methods that offer
students the opportunity to select the information and orga-
nize it in their memory (note-taking techniques, use of mind
maps, problem-solving activities, etc.).

To reinforce this learning process, students should have the
opportunity to apply their knowledge in various situations
and understand that their knowledge can be used in other
contexts. It is therefore important to provide the appropriate
conditions for students to apply the theoretical notions, con-
cepts, etc. they have seen in class and in various situations.
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Interaction This theory proposes that students learn through social
interaction, by testing their point of view against those of
= Social constructivism other people. The important element here is inzeraction.

The instructor should organize learning situations in which
the students can interact, cooperate, discuss their views, etc.
It is on the basis of these exchanges that they will be able to
integrate the information.

Learning
situation

Change in
behavior or
understanding




Reflexivity

—> Constructivism

Learning
situation

Change in
behavior or
understanding
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For constructivists, learning occurs as the students actively
construct their knowledge. The students are expected to
make sense of concepts through analyzing the situation and/
or their own experience. The instructor brings knowledge
to the class and provides elements to accompany students
along their thinking process and help them develop. The key
idea here is reflexivity. The instructor should propose tools
and self-directed learning situations (information search,
personal project, etc.) to guide students as they develop
their thinking on the basis of these situations and thus to
encourage self-learning.
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Using these Four Principles to Analyze Your
Teaching and Learning Strategy

After analyzing the ILOs, identify whether each teaching
and learning activity helps support Feedback and repetition,
Application, Interaction and Reflexivity (FAIR). As you carry
out the analysis, fill out the table below. You can refer to the
example on the following page for ideas.

What are your overall observations? Are the various dimen-
sions (FAIR) evenly spread in relation to the type of ILOs
or could there be more activities specifically connected to
the ILOs? For example, if your ILOs relate to skills, have
you allowed sufficient practical activities? Are the four di-
mensions present relatively equally or are some more pres-
ent than others? For example, do you tend to place greater
emphasis on reflexivity than application? Does the amount
of each dimension correspond to your intentions and
priorities?

You will have noticed that an activity in itself does not nec-
essarily represent all the different dimensions; this can vary
depending on how the activity is organized. For example, at
the beginning of a lecture you can provide students with one
or a few questions for them to answer at the end.

In this way, and compared to a lecture where you do not ask
any questions, reflexivity will be heightened, as will the in-

teractions that follow.

Do your own analysis and use the example on the following
page if you need to.

Feedback | Application | Inferaction. | Reflexivity




Sample analysis of a teaching and learning strategy

@

Application

Interaction
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Reflexivity

* The lecture includes feedback
on student answers to the
questions.

» The exercise includes an answer
sheet with. comments (possibly
personalized).

» The case study includes an
answer sheet with, comments
(possibly personalized).

o Think-Pair-Share, in that
students are required to give
feedback to the other person in
the pair.

+ Field research, especially during
the debrief and/or the com-
ments/marks.

+ Writing and presenting a report,
with comments on the report.

Lecture, in that concrete
examples are provided
throughout.

The exercises.

The case study, in that the
students can imagine the
context or make it their own.
Field research.

Group work requires students to
implement the ideas presented
in the course.

The lecture frequently requires
students to contribute.

The exercises are carried out by
two or more.

The case study is studied as
part of a group and/or as
part of a discussion with the
instructor.

Think-Pair-Share.

Field research is carried out
in sub-groups (and depending
on the type of coaching the
instructor provides).

Group work, depending on how
the work is organized.

The lecture asks open ques-
The case study, in that the
conclusions need to be argued.
Think-Pair-Share, especially
through comparison and/or the
type of discussion during the
Share moment.

The field research includes an
analysis.

Writing and presenting a report,
particularly the analysis and
synthesis aspects, contains an
element of self-assessment.
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Reinforcing Learning

The relationship between the four dimensions seen as par-
ticularly helpful for learning can be portrayed in a FAIR
diamond (Feedback, Application, Interaction, Reflexivity). A
teaching profile can be drawn based on the degree to which
each dimension is applied (3 is high, 1 is low).

The underlying concept is that to maximize learning you
should aim for a high level across the four FAIR dimensions,
which means a maximum coverage of the surface of the
diamond.

On the basis of the previous analysis, it can be interesting
to look at how a higher level of feedback, application, inter-
activity and reflexivity can be achieved, either by adapting
current activities or adding new ones.

Y
S,
2
g

Feedback

uowonddy

Interaction

A#R.A



Teaching and Learning Activities

The table below can help us visualize the level of each of
these dimensions for a given teaching and learning strategy.
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Feedback Basically no feedback Single-source feedback (peer, Multiple sources of feedback
instructor, or results) (peer + instructor + results)

Application Very few notions used Certain notions used in a single Certain notions used in different
context contexts

Interaction Very few interactions Student/student or Student/student and
instructor/student interactions instructor/student interactions

Reﬂexivity Few activities that Some activities that stimulate Many activities that stimulate

stimulate reflexivity

reflexivity (activities involving
synthesis, comparison, linkage,
formalization)

reflexivity (activities involving
synthesis, comparison, linkage,
formalization)
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Examples of application

Feedback

knnxaryey
wotpot|ddy

Interaction

Lecture

In the above diagram, we have chosen to depict a teaching
and learning strategy that only includes one teaching
activity: a class lecture. Here we can see that the students do
not have the opportunity to use the ideas presented in the
lecture, there is no interactivity (only the instructor speaks),
the students do not receive any feedback (they have to listen
and take notes), and there is no activity to encourage their
reflexivity.

Feedback

knnxaryey
wotpotddy

Interaction

Class lecture + peer discussion

In this second strategy, the instructor has added a discussion
activity between students. We can see that although there is
more interaction, the students still do not have the opportu-
nity to use the ideas presented in the lecture, and there is no
activity to encourage reflexivity.

The presence of interactions (discussion in pairs) gives stu-
dents the opportunity to receive single-source feedback:
each member of the pair can give feedback on what the
other said.



Feedback

knnxaryey
worpotddy

Interaction

Class lecture + individual question + peer
discussion + discussion with the instructor +
application of the results of the discussion to
the resolution of a case

In this strategy, the instructor gives students a question that
they must think about for three minutes before discussing
with a peer and comparing answers. Then the instructor
asks them to read out their answers in front of the class.
Finally, each student must solve a case by using the factors
raised in the discussion.
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knnxejoy
wotpotddy

Interaction

Doing a project

The students do a project that includes a literature review
on the project topic, feedback in pairs and from the instruc-
tor, and the creation of a logbook documenting how the
project develops. The logbook contains a reflective analysis
of the learning that occurred over the project and that may
be applied to other projects.

The greater the amount of red, the more the teaching is student-focused, thus favoring deep learning.

11
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We can reinforce this learning by changing the exercises or adding an activity, as
in the example below and on the following pages.

Demonstrate the

principles of essay writing
in a research report.

T T

Exercise 1

In its original version, Exercise 1
involves taking essays from the
previous year, making them
anonymous, and asking students to
individually identify the principles of
writing, without the instructor having
previously presented the rules.

We can see that changing the activity (for example, by asking students to identify
the principles) has an impact on several dimensions, in this case on application and
reflexivity.
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Feedback

Ask students to discuss the principles
they identified on their own and then
start a class discussion.

Reflexivity
Ask students to identify the use
of the principles in two scientific
articles.

Application

After having given a lecture outlining
the rules, ask students to analyze
how the principles apply to the
original example, then ask them to
identify their use in two different
scientific articles.

Interaction -
Add discussion between peers and
instructor.
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IS

Respect bibliographic
standards in a research
report

Exercise 2

In its original version, Ex- 1
ercise 2 involves comparing
different ways of organiz-
ing bibliographic references
(APA, Chicago, etc.).

The changes to this activity mostly consist of adding a Think-Pair-Share type
approach.
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Feedback

In pairs, students give feedback on a
bibliography they had prepared before
class.

Reflexiviby Application
In light of the feedback given,
ask students to modify their
bibliographies.

Interaction -

Add discussion bebween peers and
instructor.
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F
R
Strategy
Lecture
1
Description

The instructor presents the course content in a lecture.
The students listen to the instructor and take notes.

Teaching intention
Transmit content or information

Conditions for efficacy

Limit length to 20 minutes ¢ Involve the students
Supplement with slides or handouts

Role of the instructor
Present content

Role of the student
Listen * Take notes

Strategy
Case Study

Description

The instructor presents students with the description of a

real situation (or a close to real-life situation) and, usually,

asks them to provide solutions based on their prior knowl-
edge.

Teaching intention

Application of knowledge * Learn problem-solving ¢
Contextualize knowledge

Conditions for efficacy

Clear explanation of the objective of the proposed case
study * Realism of the case * Clear and detailed description
of the situation and people referred to

Role of the instructor
Present the case * Give structure to discussions * Debrief

Role of the student
Study the case * Participate in discussion



Strategy

Simulation

Description

The instructor presents students with a real or close to
real-life situation. The students have to solve the problem
by testing several solutions and identifying their effects.

Teaching intention

Application of knowledge * Learning problem-solving ¢
Giving students space to experiment

Conditions for efficacy

Clarify the task objective * Clear description of the
situation

Role of the instructor

Present situation * Give structure to the simulation
process * Debrief

Role of the student

Test solutions * Observe * Justify results * Debrief
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Strategy
Think-Pair-Share

Description

The students reflect individually on a question asked by the
instructor. Then the students compare their answers with
those of their neighbor or in small groups to come up with
a solution that everyone agrees on. The instructor questions
the groups of students and writes the answers on the board.
This step is followed by a discussion.

Teaching intention

Bring out student knowledge or understanding *
Compare points of view * Learn to argue or defend a point
of view

Conditions for efficacy

Clear objective * Accurate timing * The topic must create
conditions for debate

Role of the instructor

Manage the various stages * Ensure the timing is followed °
Give structure to/connect the suggestions that emerge
during the class discussion

Role of the student
Participate in the discussion
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Strategy

Exercise

Description

The students work on their own or in groups, depending on
the instructions.

Teaching intention

Put into practice and use theoretical ideas * Automate
processes * Allow students to integrate knowledge and
assess their learning

Conditions for efficacy

Ensure the level of difficulty is appropriate * Draft clear
and specific instructions * Suggest varied situations

Role of the instructor

Design the exercise * Prepare the instructions * Suggest
a set of answers * Give feedback « Manage the exercise
session

Role of the student

Carry out the exercise * Analyze results based on the
feedback

Strategy
Debate

Description

The instructor presents a controversial subject where at
least two points of view can be argued. The students are
split into groups and must prepare an argument to defend
one of the points of view, but also to rebut the opposite
team’s point of view.

Teaching intention

Learn debating skills » Learn through confrontation of
ideas

Conditions for efficacy

Clear rules for the discussion * Capitalize on what was
learned in the debate by writing up a final summary (may
be individual or class)

Role of the instructor

Organize the debate * Ensure students stick to speaking
times * Debrief

Role of the student
Prepare an argument ¢ Participate in the debate ¢ Debrief



F
R A
Strategy
Demonstration I
Description

The instructor carries out a specific procedure in front of
the students, which they must reproduce. In some cases,
the demonstration may illustrate a phenomenon, thus
making it more concrete for the students.
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Strategy

Learn through problem-solving

Description

The instructor gives the students a problem to solve.
The students are free to research and use any available
resources to solve the problem. The students work in a
team.

Teaching intention
Acquire skills

Conditions for efficacy

Limited number, max 20 unless there are video +
projection tools and the students don’t do the activity *
Give a first, slow demonstration (try not to make it look
simplistic) * Draw attention to important gestures or
moments

Teaching intention

Problem analysis and solving + Contextualization of
content * Learning to use resources * Using students’ prior
knowledge and resources

Conditions for efficacy

Make sure the problem is realistic * Make resources avail-
able * Guide and “calibrate” student work (stages, duration,
etc.) « Highlight the problem’s key elements

Role of the instructor

Carry out the demonstration * Break it down into stages *
Identify the most difficult or important stages * Establish a
clear learning progression

Role of the student

Observe * Reproduce * Memorize a sequence and principles

Role of the instructor

Put forward a problem that doesn’t have just one solution *
Provide support during the various stages * Debrief

Role of the student

Study the problem ¢ Carry out research using the resources *
Experiment ¢ Analyze the results * Debrief
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Refer back to your ILOs and the activities you have in mind.
Firstly, assess your activities according to each of the four
dimensions. Next, imagine how you could develop these ac-
tivities by increasing the emphasis on one or several of these
dimensions, as necessary.

Students

Curriculum

Context

Resourcesw’

Instructors




Design | 121
Feedback

Reflexivity Application.

Interaction

— e
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VI. Formulating Your Assessment
Strategy

How do I check that my students have achieved the

intended learning outcomes?
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Assessing Is Not the Same as Grading

The assessment of learning involves making a judgment on
or evaluating a piece of work submitted by students. Assess-
ment allows you to situate the students’ acquired knowledge
in relation to the intended learning outcomes. Grading,
however, aims to assign a value to the work submitted by
students.

In this book, we focus on assessment as a support for stu-
dent learning and not on aspects related to grading.

<

Assessment activities do not always involve grading; when
accompanied by feedback, they can be seen as a type of
formative assessment. Similarly, carrying out an assessment
earlyin the semester can allowyou to determine the students’
level of knowledge of a given topic. This gives students the
opportunity to find out which concepts they have mastered
and which they need to focus on more.

Assessment can serve different functions:

<

Diagnostic Formative Summative
assessment assessment assessment

To determine the students’ level
of knowledge before the course or
learning cycle begins

To manage the learning process,
to help students progress

To certify a certain level of mastery

These various functions are complementary and will allow you to best help students achieve the intended

learning outcomes.



Intended learning outcomes describe what you expect stu-
dents to have integrated once they complete the learning
cycle. To help them achieve these outcomes, you can orga-
nize regular assessment activities, with a gradual increase
in difficulty.

Context is an important consideration when you are choos-
ing the assessment methods to include, particularly regard-
ing the number of students and the time you have available
to prepare the different assessment activities, correct them,
provide feedback, and so on.

Varying the way in which you carry out assessment will also
allow you to make your teaching more inclusive (some stu-
dents perform better depending on the type of assessment)
and reduce assessment bias (of which there are many kinds).
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Gradually making the tests more difficult will help your
students remain motivated throughout the semester.
Previouslywe described an equation explaining motivation:
M = E x V. By carefully managing the increase in difficulty,
you can reinforce the “feeling of perceived self-efficacy”:
the tests will be more accessible, and this feeling will thus
be reinforced.

Rxourcesw

Instructors
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Four Steps for Establishing an Assessment Strategy

Intended
learning outcomes

1. Determine which learning outcome needs 2. Obtain proof of learning

to be assessed )
How do you assess the learning?

How do you identify the learning outcome that needs to be
assessed?

3. Analyze proof of learning 4. Give feedback on student learning

How do you check that the learning was effective? How do you give feedback to students about their learning?
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Determining Which Learning Outcome Needs to Be Assessed

The learning you need to assess is determined by the ILOs.
Assessment can focus on the actual result of learning, which
corresponds to how well the students achieved the outcome,
or on the progress made between two learning stages.

It is also important to reflect on the purpose of the assess-
ment. If it is to evaluate progress, for example, you will
need to carry out a diagnostic assessment to establish the
students’ starting point, followed by a summative assess-
ment to establish the level they have achieved. It can be
helpful if you ask yourself the reason behind each learning
assessment.

Before deciding which assessment method will be most
appropriate for evaluating a certain aspect of knowledge, a
skill, or an attitude, you must identify the level of learning.
This is where the ILOs come into play, as they will allow
you to determine whether you are dealing with surface or
deep learning, which in turn will help determine the most
appropriate method. You can refer to the action verb used
to define the ILOs to help determine the level of learning.
The situation in which students demonstrate their learning
will also help you to define the context in which the learning
experience should take place.

Finally, the elements of content will help you determine the
concepts that students must master.

In the below example, the assessment method you choose
should allow you to check whether the students can “demon-
strate” the principles of essay writing. To ensure construc-
tive alignment, you should make sure the method is compat-
ible with the intended level of learning.

inciples
nstrobe e PY
g
0{' GSSON wrd\t onﬁ;
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Obtaining Proof of Learning

The assessment methods can be grouped into three main

catcgorics: EES, GRNERS, and QEINGHBIE (-5 o

written task, prototype, software, etc.).

To help you determine which assessment method is the most
appropriate for obtaining proof of learning that is aligned
with your intended learning outcome, refer back to the level
of learning you chose and the situation within which stu-
dents should demonstrate their learning. This will in turn
ensure that the assessment has a high degree of “validity”—
that is, you are “assessing what you wish to assess.” .59

surface
learning = === == —=<



In the below example, the “report” allows the instructor to
certify the student’s level of mastery at the end of a course,
as part of an exam. A quiz at the beginning of the course
allows the instructor to verify the students’ level of knowl-
edge on the principles for writing an essay, which is use-
ful both for the students (checking what they know about
a topic) and the instructor (adjusting the initial classes if

>
|

< /

\3>

'ﬁ
Week 1 2 3 4 5 6 F 8 9 10 M 12 13 14 15 16

-
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necessary or providing students with additional resourc-
es). Lastly, various types of assessment methods should be
planned throughout the semester to ensure a gradual pro-
gression toward the intended learning outcome and to pro-
vide feedback for students so they can adjust their learning
as necessary.

~

Classes
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Analyzing Proof of Learning

To analyze proof of learning, you will have to define assess-
ment criteria: what you should assess, what must be learned,
acquired, constructed, etc.

The criteria are observable clues that are connected both to
the learning outcomes and the chosen assessment method(s).

They allow you to gauge, evaluate, and define the quality of
the intended learning.

M)

the p\"\wd&’\‘5

You should have several criteria for assessing whether an ILO
has been achieved.

They generally comprise a noun specifying the character-
istic or attribute (relevance, coherence, clarity, readability,
rigor, impact, etc.) and then the elements of production to
which quality can be attributed (concepts, sources used,
problem statement, reasoning, spelling, etc.).

+ Relevance of concepts

o Quality of reasoning

o Quality of text structure

* Framing of the problem statement



Using Assessment Criteria

Assessment criteria allow you to reduce subjectivity in your
assessment and thus ensure greater validity and reliability.

Validity

The validity of an assessment consists in ensuring that you
carefully assess what you intend to assess. This means there
should be close alignment with the ILOs. By setting your
assessment criteria on the basis of each intended learning
outcome, you will ensure a high degree of assessment
validity.

Reliability

Reliability can be defined as the consistency and stability
of the grading result over time and despite having different
correctors. Care must be taken to reduce any differences in
grading due to different correctors and reduce any assess-
ment bias (well documented in the scientific literature),
such as the Pygmalion effect, effects of stereotyping, the
Halo effect, etc.
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For students

It is useful to share assessment criteria with students, who
will then have a clear idea of what is expected of them as
proof of learning. It will encourage them along a process
of self-assessment, as well as help them to provide mutual
feedback and understand their results after an assessment.

For correctors

If several correctors are involved in assessing student
learning, having specific criteria helps correctors assess
the same thing and thus ensure equal treatment. The use of
an assessment rubric for oral presentations and written or
other deliverables can further help this process.
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The matrix below will allow you to bring together all the information you have
about the teaching choices you made and how they affect assessment.

1. Which aspects 3. What proof of 2. How to assess
of learning do learning is there? learning?
you want to
assess?
\ Assessment strategy
Intended learning

oubcomes Assessment criteria




Intended learning
outcomes

Assessment criteria

Assessment strategy

Quiz

Mindmap
+ plan

Problem
statement

State of
the art

Scientific
writing

Demonstrate the
principles of
essay writing in a
research report

Acquisition of princi-
ples for essay writing

X

X

Relevance of
concepts

Coherence of links
bebween concepts

Hierarchy of
concepts

XA X

Relevance of
sources

Quality of
reasoning

Quality of text
structure

KX X XA XX

Framing of the
problem statement

><><x,»<><><><‘<
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Developing a Criterion-based Assessment The number of descriptors may change. In this example, the
Rubric rubric has three levels of performance: “Needs improve-

ment,” “Meets expectations,” and “Exceeds expectations.”
As part of an oral, written or other assessment task, you may  There are no set rules for what to call these performance lev-
wish to develop a criterion-based rubric. Each assessment els. You could choose a value such as “0, 1, 2, 3, 4” or choose
criterion is accompanied by an explanation of the expected  other descriptors such as “Poor,” “Fair,” “Good,” and “Excel-
level of performance. lent,” etc. To make sure the assessment is reliable, it is rec-

ommended not to use more than four levels of performance.

@




Criteria

Descriptors

(

Needs

4

Design |

Meets e EXceeds - .
‘ improvement expectations expectations Perfomrgr;dw@
Relevance of The concepts employed | The concepts employed | The concepts employed non-achievement of
concepts indicate an incomplete | indicate a relatively indicate a complete the criteria to total
or out-of-date complete or and up-to-date achievement
/ literature review. up-to-date literature literature review.
As part of a summative as- The performance levels As part of a summative as- The required performance

sessment, you may wish
to assign a number value
to certain criteria so as to
increase or decrease their
importance in the overall
score.

should be written in the
form of a single, specific
sentence. This gives a pre-
cise idea of the different
levels of performance.

sessment, you may wish to
assign a grade to each perfor-
mance level. By taking into
account the weighting and
then adding the scores ob-
tained for each criterion, you
will come up with an overall
grade for the assessment.

level is generally described
first. This means that you
can explicitly state the
proof of learning.
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Demonstrate the
principles of essay
writing in a research
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(kM)

report
Descriptors
Criteria Needs improvement Meets expectations Exceeds expectations
Acquisition of principles for essay | The essay does not include a prob- The essay includes a problem The essay includes a problem state-
writing lem statement or has an incomplete|  statement, has a clear introduc- | ment, has a clear introduction, and
introduction or does not clearly tion, and, presents the ideas in an | presents the ideas in at least two
clearly structured parts.

develop the ideas.

unstructured way.
The concepts employed indicate a

The concepts employed indicate
a complete and up-to-date

Relevance of concepts

The concepts employed. indicate
an incomplete or out-of-date
literature review.

relatively complete or up-to-date
literature review.

literature review.
The concepts employed are related

Coherence of links bebween
concepts

The concepts employed are not or
are only barely related

to the subject. The links
between them are not clear
or sufficiently argued.

The concepts employed. are related

to the subject. The links bebween

them are relatively clear and
well-argued.

The most important concepts are

to the subject. The links between
them are obvious and, well-argued.

The most important concepts

Hierarchy of concepts

The most important concepts
are not systematically
highlighted. or only play

a minor role in the reasoning.

generally highlighted, or play a
relatively important role in the

reasoning.

The sources used are generally

are highlighted and, play an
important role in the reasoning.

The sources used are related
to the problem statement

Relevance of sources

The sources used are not
systematically related to the
problem statement or do not suffi-
ciently support the reasoning.

related to the problem statement
and support the reasoning in a
relatively specific way.

and, support the reasoning
in a specific way.

The reasoning is clear and is based

Quality of reasoning

The reasoning is not sufficiently
clear or is not systematically based
on convincing or solid arguments
from a scientific point of view.

The reasoning is relatively clear
and is by and large based on

a scientific point of view.

convincing or solid arguments from

on convincing or solid arguments
from a scientific point of view.
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It will take a certain amount of work when developing criterion-based rubrics to ensure that you reduce
subjectivity, restrict the bias that is inherent in assessment, and provide feedback to students. -
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Giving Feedback on Student Learning

To reinforce student learning and ensure that students can  between peers, detailed correction, grades, etc.). The pro-
achieve the intended learning outcomes, it is important to  portion of practice, testing, and feedback should increase as
provide them with regular opportunities to test their knowl-  the course progresses.

edge and receive feedback on what they have learned. This

feedback should take multiple forms (from the instructor,

time
Intended
learning outcomes

amount of content

practice and feedback
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Different Types of Feedback

- 9
4
 _ 2a8a,
Arsstia )
Me
. 9
| %o -
Feedback from the instructor Feedback among Automatic feedback
to the whole class peers after a quiz

AW o>

55
6

Answer sheet Grade from a test
or exam

+ N a
o
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Once you have drafted your learning outcomes and assess-
ment methods, and checked their quality, write them on
some sticky notes and place them on your canvas.

Students Resou,rces—‘

Curriculum Instructors




Based on your assessment strategy, plan the time and
methods for feedback.

Intended
learning outcomes

Assessment strategy

Assessment criteria

Design |
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VII. Creating a Scenario for How Your
Course Will Proceed

How do you connect the various learning sequences of your

course in a linear fashion?
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Creating a Teaching Scenario for Your Course

Filling out the constructive alignment canvas is the first step
when designing or reviewing your course. Once you have
done that, the next step is to consider the temporal dimen-
sion and schedule the various activities you have planned.
This is what we mean by creating your teaching scenario.

Creating a scenario in this way allows you to imagine how a
specific learning sequence will proceed (an hour class, a full
semester, etc.). It can also be used to communicate and share

your course information with other colleagues, as well as
providing a comparative record of different teaching years.

For example, after each class you can use your teaching
scenario to note down what worked well and less well. The
notes you write after giving a class for the first time can be
useful for adapting future iterations.
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The Teaching Scenario

Developing a teaching scenario allows you to fine-tune your  The columns are determined according to the needs of the
preparation and get an overall perspective of the course, instructor(s) but should include all the components from
while making the preparation of materials easier. When your canvas. After each teaching period, you can update the
sharing a course with another instructor, working from a  table with information for future editions.

joint document can also help you assign responsibilities.

Your teaching
and learning
Your intended, strategy, including  Your Other useful
learning outcomes Your content in-class and  assessment . -
information

out-of-class strategy

= 0 AN

seq ! Topic(s) 1L0s Content Activities Assessment 1 Support(s) Resources

The more interactivity you introduce into your course, the more difficult it becomes
to estimate how much time is required. It can be both helpful and reassuring to
plan “buffer zones” which allow you to add or remove an activity at the last minute
without losing overall course coherence. For example, you could shorten an activity
debrief by only outlining the essential points, ask students to carry out an activity
in their own time, add an application activity, or further develop an example.




146 | Course Design: A Visual and Modular Approach

Varying Student Involvement in Class

The below example illustrates differing proportions of student involvement over a one-hour class. Each step relates to a
different activity and is associated with a different level of student involvement.

& 8:30 8:40 8:4:5

“

The instructor draws on their own expertise The instructor assigns sub-groups with Situation debrief. The instructor collects
to introduce the subject before eliciting a case study / situation to analyze / answers from the students and adds
student knowledge. In this instance, the question to answer. The knowledge and further information. The knowledge and

instructor is a content expert. analytical skills of students are elicited analytical skills of both instructor and
here. In this instance, the instructor is a students are called on here.

process expert.
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9:00 9:10 9:20 9:30

The instructor asks students to summarize

The instructor
the discussion. Emphasis here is on giving

The instructor starts a class The instructor
gives another question-and-answer session where concludes the class
task instructions and facilitating the summarizing lecture  students ask questions and other students  and announces the
discussion, that is, the process. and is once again can answer. In this instance, there is a
a content expert.

topic for the next
combination of process expertise (inwolving  class, once again
students, facilitating the discussion) and becoming a
content expertise (answering questions). content expert.
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Defining Your Own Teaching Scenario

Each course is different, and so is each instructor. It is there-
fore important to adapt the teaching scenario to the specific
nature of your course. Begin with the temporal dimension
(for example, class hours, days, or sessions). Arrange your
intended learning outcomes and the content you previously
defined. List the different types of activities you intend to
use in each learning sequence.

Can you fit the course (for example, a one-day class) on
just one page? If your course is a semester long, it might
be worth drafting a macro teaching scenario (one line per
week) as well as a micro scenario (one line per teaching
period). Take the time to think about how the in-class and
out-of-class activities link together, whether for flipped
classrooms, field work or group work.

o periods i Semester
Learning ! I j
szzxw \Ommeleontent BllOCb weeb \ J Is-z:ym ;Owtc,omes; Content ;Ad:Lthies;Assessment; Resources
T Learning
LT B T
i ]
09000515 | Monday : I s ,Oubcomes: Content | M~ 3=~ T T T T T
'09:510—00_:_ B P a \ B e e D R S
| | Module. 1 | N Mees VNV _ Y _ 1 __
‘ s — === N Y S ) By DA RO D
vty _: Modde2 | | T I S DT B D
—————— B Bttt [ (L2 P R [P RN [
Thursday ) | Modue 3 | | ] ekt o 4 _4—-_"_
Thg IV T o e S i e
My, ' Module & ) | ' Weeb 10 _ _ . _ _ o — —_——— —
S St i P S S B
lodles e = T S S S D
ST DT 1" -
Modile & ! : Week 14y ' ' ' [
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Connecting In-class and Out-of-class Activities
90 howrs, including:

We tend to forget that time spent in class is only one part
of the total learning experience. It is therefore important

to make sure you connect in-class and out-of-class activi-
ties. This could be done by way of flipped classrooms (the
students prepare ahead, and time spent in the class focus- 46 hours
es more on discussing concepts) or field work (the students -
collect data in the field, analyze it, and then present it when in~class
they return to class). Lastly, make sure that the out-of-class
activities include enough time for exam preparation, wheth- S
er they are in the form of tasks to be handed in (essay, reflec- ﬁ
tive exercise, research report, etc.) or tests (written or oral
exam, etc.).
— 40 hours
of out-of-class
activities

f: & hours

T of exam time
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A Sample Canvas for a Semester Class

(kM)

Students: 50, haif did, their
BA at the same institution,

Critically evaluate the  ppply ethical standards
[)ernomsi?ﬂ!i?e‘c ﬂ;siav vesults of a research tﬁ ong's work
principles O project and, data <forent, steps
wriging in & l from several sources  Describe the differ
vesearch report in  research cycle

" Respect bibliographic  Distinguish, betyeen,

Present research that

f come from other ] .
?&L L ns: new subject standards v & Quantitative and, Work in a team to wn?;e demonstrates critical
for most students research repord ' qualitative research, a state of the art while  thinking, analysis and
" methods in the Wysw following the principles problem-solving in
Instructor: relatively of a scientific of scientific writing & STEe G
comfortable with the subject, .
1 week to develop the course,
. 8
no assistant available Co ——
 for the course Research, plan. (157%)
Resources: seminar room, Tea,d\mg and,
Moodle to post course learning Ass;:ssment Research project (707)
materiol and assignments strategy ° ategy‘-
Curriculum: MA, 3 credits, Intended learning Reflective exercise on
2 hours of in-person dlasses, outcomes the ethical aspects and
1 hour of practical work, r/ process (15%)
compulsory course Content
\
e ———
D Resear: i
Exercises Foer dis R,ZSAWCP» cycle and ch ethics
eer discussion p —
Research project ! 3%""’ Critical thinking
Quantitative,
qualitative and Group work
nuxed methods

- lectwre

i
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] |
| IL0s ; Content | In-dass/out-of- | Assessment ; Resources
1 \ 1 class activities | |
| | | )| | Powerpoint/Moodle
| T L o I | |with discussion forum
1 Describe the different steps | Research cyce b Lecture + 1 T ! Powerpoint and. an-
- in a research cycle | andplan ! exercises | b= ————-— 4 swer sheet
2 I Y I P 1 P | P 1 L __ _
_'\ Apply ethical standards | Research jl Lecture + | : Research !
Ll LT |— — _ foonsuork _ _ | _ethics _  discussion | . plan(i5) _ | _______
ientifi | Demonstrate the principles | Writing | oy | Access to
| of essay writing in | | | scientific
__emeachrot _ | _databases
| Critically evaluate the results |  Critical | lectwe + | | |
I | of aresearch project and data | thinking | exercises I |
from several sources |
SR Y [ R I A iy o e e e e — 4 | | R N | R S I U S
7 |Critical thinking 11 | Present research, that | I o \
| | demonstrates critical thinking, | | Lo |
| | analysis and problem-solving | | | \
T S e O e 2 e O LY O N e T A e
8 | Group work | Work in a team to write a state | Group work | | §’ | Reflective exercise on Workspace for
| | of the art while following the | | 8 | ethical aspects and. | groups
I Iy ! E@Esefﬁde_nﬂ_f'w_w;wJ_____l____.'gL_Pm_“Sﬁ__l ________
9 | Methods I | Distinguish, between quantitative | Quantitative, | Lecture + 8L _ _ _ _ _ _ 1 Access to propri-
SEmEm T T = 4 and qualitative research methods | qualitative | exercises | ‘S | |etary or open source
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When developing your teaching scenario, refer back to your
canvas to ensure constructive alignment and feasibility.

=l
:‘

tﬁﬁ

lll las i |

1. Decide how you want to 2. Fill out the table that 3. After you have filled out
break down your course: matches your chosen your macro and micro
by class hours, by week, by breakdown with the ele- tables, make sure your sce-

semester, by module. ments from your canvas. nario is still realistic.
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Organizing Resources for Teaching and Learning Activities

To implement your teaching scenario, you will also need
to make sure you have all the necessary resources. These
may be human (instructor, assistant, expert, etc.), material
(workspaces, prototyping material, etc.), digital (access to
online databases, proprietary software, workspaces such as
MIRO or Zoom), and/or financial.

Organizing these resources can take more time than you
imagine, and you might run into some issues, for example,
the heterogeneity of students (whether they have a laptop
on which they can work online or a smartphone to vote in
class) or excessive set-up costs compared to the expected
improvement in learning. Instead, you might vary teaching
and learning activities to maintain a high level of student
involvement. These two questions might be helpful when
reflecting on these issues:

«  Will the resources I am planning enable my students to
better achieve the intended learning outcomes?

« Do I have access to these resources or the help necessa-
ry to provide these resources?
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In Summary

Now you have everything you need to provide a realistic and
aligned course. All you need to do is carry it out.

From the canvas... to the scenario...
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‘@ @@

...to teaching... ...and learning activities.







Develop

This section meets a two-fold objective: on the one hand it
will help you improve your course, teaching skills and prac-
tice, and on the other hand, it will enable you to bring out
the value of the investment you have made in your teaching
practice and achievements. The most important aspects
here are your reflective approach and your documentation
practices. This process of reflection and documentation
can be useful when applying for a new position, creating
a teaching portfolio, or applying for a teaching award or
teaching innovation grant.
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Two Stages for Developing
Your Course and Your Teaching Skills

This section is made up of two parts. One focuses on assess-
ing and developing a course. It involves taking a reflective
approach and drawing on the various components of the
constructive alignment canvas we outlined in earlier sections.

Reflective Practice

The other part takes abroaderlookat the development of your
teaching skills and how to bring out their value. It builds on
the result of your reflective approach and also incorporates
other tools to support professional development, such as
communities of practice and Scholarship of Teaching and
Learning (SOTL).

@ ’ -
Continuing to Develop
Your Teaching Skills

If you begin by reading this section, make sure you have already established the intended learning out-
comes for your course, because they are the central point upon which your reflective practice will be
focused. The “documentation” part of this section will give you an opportunity to detail the various

aspects of the course.

159
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Reflective Practice

When it comes to teaching, reflective practice means devel-
oping and reinforcing your understanding of teaching on
the basis of your experience. It helps you adapt the course
to your expectations, student expectations, the institution’s
expectations, and the teaching context.

What did 1 do?
What context did my course take
place in (students, location,
class, curriculum, etc.)?

What was the aim of the course? '

What could 1 do differently?
And/or what could I do again
in a similar way?

By referring to different experiential learning models, we
have identified four stages in the reflective process that will
allow you to analyze how one of your courses functions and
to establish a concrete course of action for developing it and
sharing your experience.

This process can apply both to a specific course and to your
teaching activities as a whole.

What happened?
How did the students react?
What worked well?
And/or didn't work well?

q

Which general or theoretical
elements could help me

understand the situation?
What principles or lessons
. have 1 learned?
What possible approaches/methods Why did a particular aspect work wel?
could T use?

And/or didn't work well?



In this book, the process of reflective practice is based on
the constructive alignment canvas as illustrated below.

CO—
@
1. Describe

Explain the context and your teaching choices.

3. Analyze

Identify the main reasons for
satisfaction and dissatisfaction.

|~
— 3
-

2. Document

SE——
.
-

Identify your sources of information
and collect data.

4. Adjust

Define concrete actions you can take
to improve your course.

Develop |
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Describe

The aim of this stage is to describe your course in a relatively
precise way. To do that, you can either refer to the canvas you
have filled out or use the following questions as prompts.

\

Wl
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Document

This stage involves collecting information on how your
course functions. The information you gather will serve as a
basis for analyzing your course. The main sources of infor-

mation are:

v

This is not an exhaustive list, and you can add to it with surveys or feedback from alumni, ‘
employers, colleagues, a teaching and learning advisor after a class observation, etc.
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Analyze

The aim here is to systematically analyze the information
and results obtained from the various sources. Research on
this issue has highlighted the importance of certain learn-
ing variables or dimensions. Without trying to present a full
list, we have retained five key dimensions that have emerged
from the analysis: the context, the intended learning

Key points
How did you...?

outcomes, the content, the teaching and learning strategy,
and the assessment strategy. We have chosen to draw your
attention to specific aspects that emerged from an analysis
of student feedback. These aspects are given in the form of
questions, and possible courses of action to prevent or cor-
rect issues have also been provided.

Suggestions for improvement

You could, for example,

Integrate contextual elements

Make connections between your course
content and content from other courses.
Examine how contextual elements affect
your course.

into your course?

Context
Define the intended learning
level?

Intended

learning outcomes
outcomes?

Clarify the intended learning

Identify the types of learning outcomes that
must be achieved by the students (knowl-
edge, skills, attitudes).

Find a balance between feedback, applica-
tion, reflexivity, and interactivity.

Clearly explain what the students should
know or know how to do by the end of the
course.

Explain the link between the intended
learning outcomes and learning assessment.




H [

Content

Teaching and
learning
strategy

Assessment
strategy
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Demonstrate the interest or
usefulness of the content to the
students?

Make it easier for students to
appropriate the content?

Clarify how the content you presented can
be applied and its implications.

Show how the content will enable students
to achieve the intended learning outcomes.

Highlight the most important points and
devote more time to them.

Use examples and illustrations to aid under-
standing.

Explain and present the course
structure to students?

Reiterate the links with other
parts of the curriculum?

Clearly explain the course outline.

Make explicit the connections between the
different parts of the course.

Explain the specific reasons behind all
course activities (seminars, practical work,
exercises, etc.).

Explain how the various learning activities
in the course complement each other.

Define the assessment methods?

Clarify the relationship between
learning outcomes and
assessment?

Present and outline the assessment methods
(written or oral exam, project, etc.).

Regularly remind students of which assess-
ments are coming up.

Explain the intended learning outcomes and
the criteria for assessment.

Explain how various learning activities can
help prepare students for assessment.
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Analyzing Constructive Alignment

By referring to your constructive alignment canvas, your
scenario, and, if you have completed them, the matrices you
filled out in the Design section, now you can check that for
each learning outcome:

+ The teaching and learning strategy allows your students
to achieve the ILOs;

«  The assessment strategy allows you to verify whether
the students have acquired the necessary knowledge,
skills and attitudes; and

« The elements of content you include are related to the
learning outcomes and support the intended learning.

Make sure that your intended learning outcomes are still
realistic, given the teaching context.

b Pl B B

R B B B B B B

%] selx] ¢l > o 4%




Adjust

The aim of this stage is to make the necessary adjustments
to your course. “Given what I know about this situation,

what can I do differently or improve from now on? How can
I do this?”

The adjustments you plan to make can be written down in
the scenario or on the canvas. Communicate these adjust-
ments to your students.

Develop |
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Describe the principal elements of your course for each

block.

What worked well? What didn’t work so well?

Context

e
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Based on your analysis, what do you think you should do differently? Is there anything you should do
more or less of?
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Continuing to Develop
Your Teaching Skills

Engaging in reflective practice not only allows you to devel-
op your course but also your teaching skills.

The reflective thinking you carry out can be related to
models describing how teaching skills are developed. These
models generally identify various development stages whose
type and description may differ according to the author, but

Doing

and acquiring

Understanding
and affirming

they all emphasize that there are stages in development.
One such model, for example, describes the progression
from “survival” to “expertise” with “construction of
identity” in between. On this basis, we have suggested three
development stages and summarized them below. Engaging
in reflective practice on the basis of your experience is vital
for moving from one stage to the next.

Sharing

your experience and contributing to
the development of others




Doing

My first class was split into two parts:
a course presentation and an introduc-
tion to the subject. For the first week,
1 focused on the subject matter and
my credibility. Two 45-minute periods
seemed never-ending, so 1 prepared a
lot of material. Student questions about
assessment and expected workload,
and my answers to these questions
disrupted my planned timing. In the
second week, T included a “buffer zone”
for when student interaction took more
time than expected.

What helped me:

Being clear about the intended learn-
ing outcomes for each session and for
the cowrse as a whole.

Being able to make connections
between the previous session and the
following one.

Keeping the student/instructor
relationship in mind.

Understanding

After a few years, 1 wanted to adjust
my course. This was the ideal oppor-
tunity to question some of my choices
and diversify my teaching and learning
strategy, as well as my assessment
strategy. [ decided 1 needed to
encourage reflexivity and interaction
between students. To achieve this, 1
put more emphasis on the “project”
element in cowrse assessment. Also,
each student had to do a reflective
exercise to examine their learning and
how they managed group work.

What helped. me:
Being prepared to develop different
teaching scenarios.

Gradually introducing change and
determining the effect it had on
student learning.
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Sharing 9

Over the years, I had the opportunity
to participate in teaching and learn-
ing courses offered by the university.
Initially, all T did was discuss my
teaching practice with my colleagues.
Then 1 began engaging with experts
in learning sciences, where we started
by talking about teaching scenarios.
I dlso put in place observation
protocols and systems that allowed
me to measure student learning in my
course.

What helped me:

Working with teaching support
centers, which allowed me to better
understand the field of learning
sciences.

Coming up with the teaching scenario

for a course right from the beginning

and conducting research to evaluate
its success.
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Doing

When in “survival mode,” instructors often focus on master-
ing the content they must teach. Their aim is to acquire the
basic tools to ensure teaching takes place in the right con-
ditions. This might involve, for example, acquiring a meth-
od for developing an assessment rubric, facilitating group
work, etc. During this phase, instructors focus on increasing
their range of teaching tools so they can better adapt their
course to the surrounding context.

Some ways of acquiring these tools are to follow general
training courses offered by teaching support centers, tap
into the various resources offered by these structures, and
seek advice from a teaching and learning advisor. Some
teaching textbooks designed for higher education instruc-
tors also contain information about methods for designing,
running, and assessing a course, as well as for communicat-
ing with colleagues in a professional environment.

Logbook

A logbook is a collection of ideas, past events, answers to
questions, and personal reflections. In it you can note an
idea for an activity and describe the context for imple-
menting it, as well as your feelings about how the activity
actually went. But it can also involve simply writing notes
after reading a book on teaching and learning or attending

a conference.
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Attributes of a Logbook

12.06.2019

09.04.2021

A logbook is a document that may contain written texts, The information is dated and presented in chronological
illustrations (constructive alignment canvas, concept map, order. Dates allow you to see how your ideas have progressed
diagrams, etc.) and/or videos. and to understand situations across time.

21.11.2006

1 Documented 2 Dated

3 Informality 4 Flexibility

This writing is intended for you. The document should not force you into a strict framework
but allow you to integrate resources of different shapes and
forms.

The document could be useful in the future for creating a promotion file, a CV, or for developing a professional development
plan.
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Understanding

During the phase of identity construction, instructors con-
tinue to assert their teaching choices in order to refine their
teaching philosophy (understanding of teaching) and con-
cretely put it into action. If the teaching philosophy involves
giving students more autonomy in their learning process
and guiding them toward deep learning, this may include,
for example, developing active approaches and providing
more feedback to students.

Teaching support centers generally offer training courses that
cover specific teaching approaches (setting up a flipped class-
room, teaching by using a problem-solving approach, etc.).
They may also provide work placements for improving spe-
cific teaching skills. Communities of practice can be set up to
discuss with colleagues how to implement certain approach-
es. And lastly, there are many books focusing on higher ed-
ucation that present a range of teaching methods and their
implementation.

During this phase, instructors can share their experiences
at teaching days held at their institution or discuss issues
in conferences on higher education teaching and learning.

Communities of Practice

A community of practice brings together instructors who
wish to discuss and further develop a specific subject (e.g.,
student group work, technology in teaching, dealing with
absenteeism in lectures, etc.), and identify concrete paths of
action.

The instructors meet regularly at a given frequency and talk
about their practices and reading they have done on the sub-
ject. After the meetings, a document containing information
about teaching practice is produced and distributed to par-
ticipants.
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Conditions for a Community of Practice Some Questions to Help You Set Up
to Be Effective: a Community of Practice:

«  What subject will it focus on?

+  What is the aim of the community (produce teaching
resources for colleagues, publish a book, continuing
professional development for participants, etc.)?

« Who will the other participants be?

+ What roles will the other participants have?

*  What documentation (books, guides, videos, examples,
etc.) will the participants be able to refer to?

+  What activities will be organized?

+ Active involvement of participants;
* A document containing the subjects discussed and
practices to be implemented should be distributed
after the meeting;
« Creation of resources describing “good practice” on a
given topic;
+ Creation of a community identity that clearly reflects
the group’s field of expertise and activities. ‘
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Sharing

In the expert phase, instructors that have developed their
teaching skills to a high level of expertise can help other col-
leagues in their professional development.

They can give courses on teaching approaches they have
developed in their classes, produce teaching resources, and
lead communities of practice.

Instructors can also carry out research on their own teach-
ing as part of a Scholarship of Teaching & Learning frame-
work. They could then share the results of their research
with other colleagues in higher education conferences or
within their discipline and/or publish the results in special-
ist books.

The Scholarship of Teaching & Learning
Approach

This approach involves making your own teaching the sub-
ject of research in order to improve the quality of both your
course and your teaching skills. It is a structured approach
comprising 6 clear steps:
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Apply reflective technigues
to identify an issue
Communicate the results to members or concern that has emerged
of your institution as part of a teaching from. your pracice.
seminar or publish them
in an academic journal or book.

Carry out a literature review
on the issue in order
to better understand
Follow rigorous methodology the issue.
to collect data on how
your course works or
on students’ learning results.
To do this you can develop
and, use surveys, interviews,
Focus Groups, expert or peer
observations, resource assessment
grids (e.g., teaching materials),
analysis of learning results, etc.

(D

On the basis
of your reading,
you can modify
your canvas and check
its alighment.

The assessment approach
should be considered at step 3.

After having prepared. and informed,
the students of the changes
to the course, the new actions

become part of your teaching.
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After this process of analysis and reflection, you will probably want to make adjustments to your course and continue to
develop and bring out the value in your teaching skills. These are often stimulating projects but can require a substantial
investment in time and energy. To ensure that your motivation remains high, we suggest that you:

Start with small steps and proceed
gradually. For example, in one year
you might revise one or two class
sessions or other teaching segments
without necessarily changing eve-
rything in one go. In this way you
will steadily develop your teaching
practice to ensure it corresponds
with your intentions.

Seek advice and help from teaching
and learning support centers. They
can give you another perspective
on your teaching practice and can
suggest avenues for analysis and
action, as well as provide multiple
resources. Talking about your ex-
periences with colleagues is also an
excellent way of reinforcing your
reflective practice and coming up
with new ideas.

Remember that professional de-
velopment is a “work in progress”
and that some experiences may be
less successful than others. Not all
attempts work the first time. When
this happens, you should continue
your process of analysis and keep
trying new approaches, while using
the information in this book as a
guide.

In any case, remember that there is not just one correct way to do things. There is no miracle solution that guarantees
success. The aim of this book is on no account to defend a normative approach or a single “right” way of teaching. Instead,
we have endeavored to provide you with reference points to help direct your thinking and tools to help you take action,
while emphasizing the importance of aligning your choices and applying a systemic view to all the dimensions that teaching
involves.
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