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Faculty Luncheon 
MAY 16
12-1:30 pm
MC Grand Ballroom 

Faculty members who have classes during this time 
are encouraged to create activities for student-led 
assignements so they can attend Ainsley Rose’s 
presentation on John Hattie’s research.

Related Workshops

MAY 2, 6 ,  & 7
In preparation for the faculty luncheon, several 
discussion groups are being held to receive 
background on John Hattie’s research.

MAY 16
Workshops will be held after the faculty luncheon 
where Ainsely Rose will discuss how John Hattie’s 
research can be applied to the classroom.

Brown Bag  
MAY 22-23 
Writing Effective Multiple-Choice  
Questions & the Effective Use of 
Alternative Assessments 

Led by 
Jason Shaw and Martin Raish

Faculty Banquet
JUNE 12

Brown Bag 
JUNE 26 -27
Applying ‘Visible Learning’ to our Students? 
A Follow-Up Discussion to Ainsley Rose

Led by 
Devan Barker

R&CW Conference 
JULY 17



IN THIS ISSUE OF PERSPECTIVE

The theme of this issue is about innovative teaching. Why did we choose this topic? When our 
Publication Committee was asked about the potential topics for the Spring 2014 edition of the 
Perspective, innovative teaching in concordance with the BYU-Idaho Learning Model came 
out on the top of our list. From my personal experiences, innovative teaching has turned out 
to be somewhat of a mixed bag: Beginner students have responded well, while intermediate 
students have not. My mind is bogged down with questions such as: Is it worth spending 
substantial time innovating or trying new things in a seemingly well-established course? Will 
changes negatively affect my course evaluation? What resources and opportunities are available 
if I need additional help to complete my project? What spiritual strength can I lean on? If you 
have had similar concerns, we hope this issue can ease your mind and invite you to take action.

What are the findings and lessons of experimenting with innovative teaching ideas? If you have 
the patience to finish reading the articles, you will find our writers’ journeys are not rosy and 
picture-perfect, but painstaking and uncomfortable. Then why did they do it at all? From our 
writers’ perspectives, acting upon innovative teaching is an answer to the urgent call of our 
times, an opportunity for personal growth, a chance to tap potential, a process of building our 
faith in the Lord, an exercise in using agency, and, most of all, a way to transform our students 
from within by preparing them to become disciple-like future leaders. With firm support in 
time, finances, and resources, from the University and departments, contributing authors feel 
accomplished in their effort to improve students’ learning experiences.

What can we learn from our writers in this issue? First, have faith in the Lord and do our 
best. An example would be giving our first talk in sacrament meeting: Fear, doubt, challenge, 
and failure, all of which are inevitable as we strive for improvements.  As Elder M. Russell 
Ballard taught, “Then, we must demonstrate our faith and watch for the opportunities.[...]It is 
impossible for us to fail when we do our best when we are on the Lord’s errand.”1 Second, look 
forward and have the desire to bring goodness.2 In his talk “Look Ahead and Believe,” Elder 
Edward Dube stated, “In the sight of the Lord, it is not so much what we have done or where 
we have been but much more where we are willing to go.” Our free will to anxiously engage 
ourselves in doing more shall “bring to pass much righteousness.”3 Third, take action and move 
on. A Chinese proverb says “complacency marks the start of regression.”4 We may feel we 
are on the right track and do not have a burning desire to take immediate action to move on. 
Nevertheless, we may not realize what we do makes a difference in students’ lives.   

In conclusion, this magazine is a product of collective effort. From exploring topics for each 
issue to the design of each page, the team of committed faculty writers, meticulous Publication 
Committee Members, and dedicated unnamed staff (e.g. advisers, photographers, graphic 
designers, etc.) all work diligently in the hope of presenting you with something that benefits 
you and your students both academically and spiritually.
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Effective learning and teaching involves doing and not just 
hearing (2 Nephi 2 13-14). Typical pedagogical instruction, 
aimed historically at children, teaches to subject matter and 
not to the student. Students are a blank slate and the teacher 
is the only one in the classroom who can write on that 
slate. In contrast, adult learning or andragogy is more than 
acquisition of knowledge; it “emphasizes the person in whom 
the change occurs or is expected to occur. Learning is the 
act or process by which behavioral change, knowledge, skills, 
and attitudes are acquired” (Knowles, Holton, & Swanson, 
1998, p. 11). Learning involves change not only with the 
student (i.e., the adult learner) but also with the ability “to 
do.” It enables the learner to change behavior “as a result of 
experience” (Haggard & Crow, 1963, p. 20).

In 1938, Dewey argued that all genuine education comes 
from experience and the best classroom teaching utilized 
hands on experience (Dewey, 1938).  Forty years later, Kolb 
(1984) stated experiential learning is the process whereby 

knowledge is created through the transformation of 
experience. Experience is the central role in the learning 
process (Kolb, Boyatzis, & Mainemelis, 1999, p. 2) and as 
Morrison and Branter’s (1992) research found, experiential 
learning accounts for over 70% of individual development. 
Experiential learning has steadily gained popularity and 
acceptance in higher education and “serves as a valuable 
resource for learning and teaching” (Kolb & Kolb, 2006). 

In 1999, while attending the University of Idaho, I had 
what L. Dee Fink called “a significant learning experience.” 
It wasn’t a new acquisition of hidden doctrine or profound 
wisdom attained through reading a book. It was an “a-
ha” moment where I was able to connect the dots myself 
instead of the teacher doing it for me. I discovered agency 
through experience. O’Connell (2005) argues that after 
learning a concept, student application of knowledge in 
their environment provides an opportunity to practice a 
new insight. Once students have used this new knowledge 
in a social setting, they can improve confidence and are 
more motivated to repeat the new skill. That discovery of 
agency gave me confidence “to do” and not to be acted 
upon (2 Nephi 2 13-14). 

Once students have used 
this new knowledge in a 
social setting, they can 
improve confidence and are 
more motivated to repeat 
the new skill.

 

Confidence “to do” is directly related to agency—the 
power to choose (D&C 29:35) as well as significant 
learning experiences. According to Elder James E. Faust, 

“Agency, given us through the plan of our Father, is the 
great alternative to Satan’s plan of force. With this sublime 
gift, we can grow, improve, progress, and seek perfection” 
(Faust, 1987, p. 35).  

Connecting the 
Dots of Learning  
& Teaching
JIM HOPL A



Ewert and Garvey (2007) state the outcomes of 
experiential learning include personal growth, moral, 
group, and leadership development. Personal growth 
is characterized by changes in self-concept, self-esteem, 
personal motivation, and confidence. As Bandura (1986) so 
aptly noted in his ground breaking work in Social Cognitive 
Theory (SCT), confidence is a key component in one’s belief 
and ability to perform a learned task, which is also known 
as self-efficacy. Self-efficacy simply refers to a judgment 
a student makes about his or her ability to accomplish a 
specific future task (Bandura, 1982).

This judgment of being able to accomplish a task appears 
to affect many activities. Beauchamp, Rhodes, Kreutzer,  
and Rupert (2011) described a study conducted with  
students who ran a race.  They illustrated through their 
results that students who were “experientially-primed”  
with more running experience reported significantly 
higher levels of self-efficacy and desire to participate in 
physical activity compared to the students who were more 

“genetically-primed” in good physical condition (Beauchamp 
et al. 2011, p. 12).

When I started teaching at BYU-Idaho, I found myself as 
one who needed to teach the content my way and if they did 
not get it my way they were going to “dwindle in unbelief.” I 
had taken agency and “learning by faith” (Bednar, 2007) out 
of the classroom. It was at the end of my first semester when 
my Father in Heaven decided to provide me an opportunity. 
An upset student came to my office and said the following 
words I will never forget: “What is it you are looking for and 
how can I do this assignment so I can get the best grade?” 
According to this student’s perspective, agency and learning 
was what I dictated. 

President David A. Bednar in his first all-employee 
meeting as president of Ricks College, invited his colleagues 
to “think about how we think” and “set goals so high that we 
cannot imagine achieving the results through our existing 
processes” (Worrell, n.d., pp. 14, 46).  This was a challenge 
to rethink higher education, teaching and learning. This 
aim is found in the unique BYU-Idaho mission statement 
and student learning outcomes. Following that challenge, 
President Henry B. Eyring stated the result of this rethinking 
as the graduates of BYU-Idaho will become 

natural leaders who know how to teach and how to learn. 

They will have the power to innovate and improve without 

requiring more of what money can buy. Those graduates 

of BYU-Idaho will become… legendary for their capacity to 

build the people around them and to add value wherever 

they serve (Eyring, 2001).

Significant learning experiences are tied to student 
performance and confidence. Research shows individuals 
with high levels of self-efficacy are more confident in their 
ability to perform a certain task, or accomplish a difficult 
challenge (Bandura, 1994; Caulkins, White, & Russell, 2006; 
Cervone & Peake, 1986; Hechavarria, Renko, & Matthews, 
2011). In 2013, in conjunction with Julie Buck, Cheryl 
Empey, and Tom Anderson, we conducted an assessment 
of BYU-Idaho students from three experientially based 
programs; Family & Consumer Sciences Education (FCS 
Ed), Health Sciences, and Recreation Management. We 
wanted to first examine student self-efficacy and their 
confidence “to do” using a general self-efficacy scale (GSE) 
developed by Schwarzer and Jerusalem (1995), as well as 
examine the relationship between student perceptions and 
student reported experiential learning opportunities among 
freshman, sophomores, juniors, and seniors.

Significant learning 
experiences are tied to 
student performance and 
confidence.

As a result of this assessment, generally, we found self-
efficacy is quite high when students enroll in their major 
program courses of FCS Ed, Recreation, and Health Science. 
The scale we used has a high point of 40.  The students scored 
a 34.16.  In a seminal study examining the psychometric 
properties of the GSE Scale, 25 samples were taken, each 
from a different country with a total of 19,120 participants 
(Scholz, Gutierrez-Dona, Sud, & Schwarzer, 2002). The mean 
score for general self-efficacy was 29.55 ± 5.32.  The highest 
values were found for the Costa Ricans and Danes, 33.19 and 
32.87 respectively. A mean score of 34.16 ± 3.66 is 4.61 points 
higher than the mean score of all samples combined and 0.97 
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points higher than Costa Rica’s general self-efficacy score of 
33.19 (Scholz et al., 2002). 

The student GSE scores maintain approximately the same 
level throughout their four year program of study. The 
correlation informs us that the programs and the way they 
are taught are not eroding student’s confidence “to do” their 
academic experiences, rather the programs keep student self-
efficacy at a high level where they apply as well as be able to 
perform competencies. 

BYU-Idaho has been identified as an innovative university 
(Christensen & Eyring, 2011) with a unique DNA. We as 
instructors need to continue to empower students through 
agency by giving them significant learning experiences. 
These experiences not only build perceived self-efficacy but 
individuals to be lifelong learners. According to Lawrence W. 
Green, we need to ask graduates not

what do you want to do, but what do you want to 

accomplish. Embrace the longevity and continuity of your 

career as an opportunity to make a cumulative contribution, 

building on each accomplishment, as a foundation for 

the next, not as an end in itself. Each leg of your journey 

presents you with a new fork in the road, with two or more 

options of where you proceed next. Anticipate those forks 

as you near the completion of each endeavor and consider 

which branch will enable you to serve… more effectively. 

And remember—remind yourself as your boss or your 

colleagues press you to take up the next challenge of that 

organization—your loyalty or your commitment is not to an 

institution, but to a cause, a value; a value that led you to a 

career commitment… (Green, 2012, p. 641).

I have seen firsthand what President Eyring talked about 
when referencing the graduates of BYU-Idaho as being 

“legendary.” Those students are not successful because of 
me but because of them. Teaching and learning are not 
just acquisition of knowledge but transformation of the 
individual behaviorally and spiritually. This transformation 
comes from within and those students become “legendary” 
as well as leaders who are loyal and committed “not to an 
institution, but to a cause, a value.” It is humbling to watch 
this transformation and witness President Eyring’s prophesy 
come to pass every semester. y

I have seen firsthand what 
President Eyring talked 
about when referencing the 
graduates of BYU-Idaho as 
being “legendary.” Those 
students are not successful 
because of me but because 
of them.
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Part of my Continuing Faculty Status (CFS) evaluation 
at BYU-Idaho included a classroom visit from Fenton 
Broadhead, then Dean of the College of Business and 
Communications. He came to see how I was doing as the 
teacher of a Project Management class. As was usual for 
my classes at that time, I attempted to help the students 
explore and discuss the issues and ideas at play within a 
case study. 

During Brother Broadhead’s visit the students were 
great. They were asking each other questions, discussing 
possibilities and alternatives with each other, and nearly 
did all of my work for me for the entire hour. All I had to 
do was moderate their discussion. I was feeling pretty good.

The written evaluation of my work came as a shock. It 
simply stated “You are lecturing too much.” This simple 
statement turned on its head how I thought about my 
role as an instructor. I hadn’t thought I had lectured at 

all. Wasn’t lecturing where the instructor pontificated 
and expected students to lap it up? What had Brother 
Broadhead seen that I hadn’t? 

Gradually I came to realize that the course I had 
designed severely restricted the students’ agency. It 
was I that had decided the readings for the case and 
its accompanying discussion. I had tossed out the first 
and subsequent provocative discussion questions. I 
had made all the important decisions for the class. 
Brother Broadhead had seen me restricting the students’ 
opportunity to realize their agency where I thought I had 
been allowing the opposite—agency’s greater realization 
and expression.

a foundation of agency

Agency is a foundational doctrine of the gospel of Jesus 
Christ, the Church of Jesus Christ of Latter-day Saints, and 
the Learning Model (Brigham Young University-Idaho, 
2007). As such we cannot ignore it. Building an educational 
environment that enhances student agency is an important 
part of our role as instructors at BYU-Idaho. My 
experience with Brother Broadhead led me to reconsider 
how I had been acting in this part of my stewardship.

The written evaluation of 
my work came as a shock. 
It simply stated “You are 
lecturing too much.” 

Concerning all humanity the Lord said, “He that is 
compelled in all things, the same is a slothful and not a 
wise servant; wherefore he receiveth no reward” (Doctrine 
and Covenants 58:26). Prior to this CFS evaluation, when 
I heard or read this scripture I understood it to say that 
if someone must be compelled then they are slothful, 
unwise, and won’t get the Lord’s blessings they need or 
want. After my experience with Brother Broadhead and 
a long period of deep reflection, I saw another possibility. 
The scripture didn’t say “If someone has to be compelled.” 
What it said was “If someone is compelled.” While this 

Agency, Becoming, 
and Risk: An 
Educational Journey
LEE BARNEY
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may seem a subtle difference, I have come to understand 
that if I compel others, I reduce their wisdom, contribute 
to their slothfulness, and disrupt blessings they may have 
otherwise received. This new understanding drove me 
to want to know how student agency could be enhanced 
while maintaining the integrity of my courses, my 
department and college, and BYU-Idaho.

To accomplish this I needed to expand beyond 
experimenting in the classroom to include exploring 
educational research and other sources. I found Bandura’s 
(2001) work that illustrated the idea of expressions 
of agency influencing both the individual and their 
environment (p. 15). I also found a talk by Sister Larsen 
of the Young Women’s General Presidency which taught 

what to do?

Assuming we have accepted our responsibility for learning 
and teaching and have achieved an increased collective 
capability, what am I and my students to teach each 
other? It is certain that teaching knowledge regarding our 
disciplines is needed, but is that enough? For me and what 
I was becoming, it was not. 

Elder Oaks told a parable about “becoming” in which 
one character said to another, “That which I have I can 
easily give you, but that which I am you must obtain for 
yourself ” (Oaks, 2000). As a professional in my discipline, 
I love what I do. I enjoy exploring and trying new 
ideas. I love sharing what I have learned and discussing 
implications. I love using creativity and knowledge of my 

discipline to solve problems experienced by real  
people. I cannot give this love to my students, yet I 
hope I can help them to begin becoming this same  
type of professional.

In order for my students to experience love of the 
profession, I decided I needed to change my course 
designs. I started by modifying the outcomes for 
the courses over which I had stewardship. Previous 
outcomes for these courses had focused on knowing 
and doing and ignored other professional attributes 
such as self-reflection, meta-cognition, creativity, 
communication, and responsibility to peers.

Through pondering and experimentation I found 
that I needed to add course outcomes for these 
attributes that were coequal with knowing and doing 
in order to help the students see their importance. 
Support for these types of outcomes was then achieved 
by shifting my courses to have a strong agency 
foundation. I also had to accept the risks associated 
with agency (Lupton and Tullock, 2002, p. 123).

that agency is “accompanied by responsibility and 
consequences” (Larsen, 1999). Eventually I found work 
by Ballet, Dubois, and Mahieu (2007), who proposed 
combining agency, interacting with one’s environment, 
and responsibility, and then suggested that “when, 
through commitment and social interactions, personal 
responsibility is introduced, it leads to a strong version of 
agency” (Ballet, Dubois, & Mahieu, 2007, p. 198). They 
further maintained that this self-restrained type of agency 
leads to “collective capability” (Ballet, Dubois, & Mahieu, 
2007, p. 199) in organizations and societies. 

Ballet, Dubois, and Mahieu’s strong agency is reflected 
in many principles and goals of the Learning Model. One 
of these states that both students and instructors “accept 
responsibility for learning and teaching”. Another is that 
students and instructors should “love, serve, and teach 
one another” (Brigham Young University-Idaho, 2007, p. 
1). These declarations succinctly express how I and my 
students can be more anxiously engaged and more fully 
express strong agency.

Building an educational environment that enhances 
student agency is an important part of our role as 
instructors at BYU-Idaho. 



risks for all

Make no mistake, this change was dramatic and 
personally scary. Having been trained as a scientist 
from my youth, and being a teacher of computing I 
was unsure how I could measure these professionalism 
outcomes equitably. I was unsure if students would 
learn as much of the technical knowledge as they had 
before. I was unsure if a failed attempt would impact my 
ability to help not only the students that were part of the 
failure but also those who would come later. I was also 
concerned with what the student reviews of the course 
and my work would be.

The risks, however, were not all mine. The students 
also experienced risks due to the scale of the changes. 
Gone was the safety of defined assignments and readings 
with quizzes and tests to perform against. Gone were the 
explicit declarations of what students had to know. Gone 
were declarations of non-gospel truths by the instructor. 
Gone were many of the structures that the students 
were trained to depend upon by previous educational 
environments and experiences.

Instead the course focused on the learning interactions 
between students, between students and the class, and 
between students and myself. To accomplish this change  
I supplied the students with a non-comprehensive list of 
resources for topics, ideas, and skills the student should 
be fluent in if they wanted to be professionals in my 
field. Then, working together in self-assembled teams, 
the students proposed ideas for how they could use 
these ideas and skills to express creativity, self-reflection, 
communication, and other professional attributes.

For the students and myself, technical knowledge and 
skills ceased to be viewed as the only end of education 
(Kerr, 2013) and became our language of communication. 
We used this language to express what we were becoming. 
This change of view regarding technical knowledge and 
skills aligns with what Elder Kerr taught in his recent 
devotional talk. He emphasized that we should view 

“learning as a progressive process—that we not just learn 
“about” something, but that we learn “from” it—that 
learning is not just about acquiring knowledge; it is all 
about becoming the people we ought to be” (Kerr, 2013).
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student experiences

Student experience 1: Initially I was scared. I wasn’t sure 
what I was supposed to do. When I accepted responsibility 
I finally understood.

Student experience 2: I was amazed at how much I’ve 
learned this semester. I never thought I could learn so 
much on my own and working with my team.

implications for practice

By embracing agency, educational risk taking, and 
complexity:

A.   It is possible to deeply know the technical 

knowledge acquired by each student due to 

more frequent and more telling interactions with 

them along with observations of them in the 

classroom.

B.   It is possible measure the ‘soft skills’ equitably. 

students seem to retain not only as much 

technical knowledge as they used to but often 

more.

C.   After an adjustment period students desire to 

apply agency and risk in their educational work

D.  Not only can I better assist the students in 

learning the technical aspects of my field but 

they have lifted me technically, mentally, socially, 

and spiritually. y
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Transforming 
Teaching Through 
Primary Literature
STEVEN CHRISTENSON

I have two uncomfortable confessions. First, I really want 
to be a teacher whose classroom is filled with deep learning 
activities, meaningful applications, and the opportunity 
to learn and practice valuable skills. But in practice, I 
more typically ask myself the question, “Did I cover all 
the content today?” I blame Apple and Google. Without 
smartphones and search engines lecturing makes sense. 
How else can students get all the valuable information 
accrued by science over the past two millennia? The 
Internet changed all that. Information is now literally at 
my student’s fingertips. They don’t need more information, 
what they really need is insight and skill to retrieve, sort, 
analyze and apply that information and turn it into 
knowledge. Here is my second confession. Despite what I 
consider a worthy effort, I am not always totally sure how 
to teach them critical thinking skills. So when I stumbled 
across a poster at the National Association of Biology 
Teachers conference that promoted a method of teaching 

experimental design, data analysis, critical thinking, and 
creative design all through the medium of using primary 
literature, I was intrigued. I had tried using primary 
literature in my classes before without much success, but 
what I saw in front of me was a systematic method of 
incorporating so much of what I wanted to do with my 
students. When the opportunity came to apply for a week 
long National Science Foundation (NSF) funded workshop 
in upstate New York, I jumped at it. I was accepted into the 
program, probably because as an Idahoan I actually qualify 
at the NSF as an underrepresented population! That week 
ended up being a transformative experience for me as I 
learned and applied the CREATE  method of teaching. Let 
me tell you about it.  

CREATE  is an acronym. It stands for Consider, Read, 
Elucidate the Hypothesis, Analyze, and Think of the next 
Experiment. It refers to a process of reading primary 
literature and as such can be applied to most disciplines. 
It was designed and developed by Dr. Sally Hoskins at 
the City College of New York (Hoskins, 2007) who was 
frustrated by the reality that her teaching of science (in this 
case biology) involved so little science. It was crammed 
with endless facts and figures but held very little of the 
actual process, skills, and debate that she herself found to 
be so rewarding. A paradigm shift was needed in which 
students could engage in the scientific process and build 
needed intellectual skills sets in a way that would increase 
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understanding of, and enthusiasm for science. A course 
built around a traditional textbook would be of little help 
because they often exacerbate the problem (Duncan, 2011). 
Primary research articles from the scientific literature, 
however, held real promise. Each article contains its 
own miniature review, examples of experimental design, 
figures for analysis, and proposals for future work. Each 
experiment is part of larger paper and each paper is part 
of a larger quest for knowledge and understanding. The 

struggle was how to unlock that potential in a way that 
made that story accessible to undergraduates.

the create method

A standard CREATE  course is designed around a body of 
3-4 scientific articles taken from the primary literature. 
Articles are typically clustered around a common theme. In 
some cases the papers follow the chronological progression 
of a single lab through the topic while other courses might 

The struggle was how to unlock that potential in a way 
that made that story accessible to undergraduates.
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follow the contribution of several different labs to the 
current understanding. Early articles introduce and 
employ a specific set of activities and associated skills that 
are then reiterated in the analysis of subsequent articles. 
This repetitive process serves to train students in specific 
skills while maintaining novelty through the progression 
of new articles. 

Consider. In the first phase of the CREATE  process 
students are presented with just the introduction of the 
selected article. The title, abstract, and certain parts 
are removed to keep students from circumventing the 
analytical process by automatically accepting the authors’ 
conclusions. From the introduction, students are asked 
to identify key terms and concepts and then construct 
concept maps that illustrate appropriate linkages. This 
activity helps students connect prior knowledge to the 
current application as well as integrate new knowledge 
into existing paradigms. Class discussion is spent 
reviewing maps for accuracy, providing mini-lectures 
to review or present needed information, and ensuring 
that students have captured the critical elements and 
connections for the rest of the paper. 

Read. As students leave the first discussion they are 
provided with a copy of the Methods and Results from the 
paper. Their preparatory task is to go through the paper 
figure by figure and prepare a sketch of the process used to 
obtain each figure’s data. They are also trained to annotate 
each figure by identifying control samples, expounding 
labels, and marking trends or patterns in the data. As a final 
activity, students rewrite or “translate” figure titles and/or 
captions into a format that has more personal meaning to 
them. Through cartooning, annotation, and translating titles 
students are forced to integrate information from disparate 
sources, and come to better understand research techniques 
and how they lead resulting data. This connection allows 
them to better understand the interpretation of that data 
toward a proposed conclusion. It encourages visualization, 
abstraction, and synthetic thinking. 

Elucidate the Hypotheses. From their newly annotated 
and titled figures students are then asked to work backwards 
and deduce the question or hypothesis that motivated 
each experiment presented in the figures. This is a great 
deductive activity and helps students see how each inquiry 
helps develop the scientific story presented in the full paper. 
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Analyze. Having annotated each figure, deduced its 
motivating hypothesis, and examined the methods used 
to obtain data, students are now prepared to analyze the 
paper as a whole for its scientific merit. This is an active 
discussion where students address questions such as: 
Were the proper controls established in the experiment? 
Is the evidence direct or inferred? How convincing is the 
provided evidence in addressing the hypothesis? And, 
what role does this figure play in the overall direction of 
the paper? This creates a rich atmosphere of scientific 
evaluation and insight that is reminiscent of an actual 
lab meeting of professional scientists. Students further 
see that published statements are open to interpretation 
and may be taken from different viewpoints. Following 
the discussion period students are asked to record their 
overall conclusions as a list of bulleted points. Only then 
are the students allowed to read the actual discussion 
from the paper. Similarities between their own points and 
a list created from the paper can reinforce student’s self 
confidence in their capacity for science. Differences can 
also highlight the interpretive nature of science and that 
even professional scientists will sometimes disagree on 
their interpretation of data. 

Think of the next experiment. Practicing scientists know 
that the investigative story does not end with publication. 
Conclusions from one paper set the stage for continued 
exploration. In CREATE  students model this feature of 
science by proposing future experimentation based upon 
their understanding of the recent article. The class as 
a whole selects criteria for judging proposals and then 
submitted proposals are evaluated by 3-4 person “grant 
panels.” Each grant panel selects one proposal for future 
funding. The proposal/grant panel activity helps students 
develop creative thinking, good elements, experimental 
design, and criteria-based evaluation. Selection of 
alternative proposal by different panels illustrates that the 
course of science is not predetermined. They also see how 
science can be directed by the requirements of funding 
agencies and that proposal must be designed to meet 
those needs. It is not uncommon to have very creative or 
interesting proposals rejected by grant panels because they 
did not adhere as well to the selected criteria.

Practice, Practice, Practice. One of the things I love 
about the CREATE  process is that after the first article, the 

same skills of concept mapping, cartooning, annotation, 
analysis, and experimental design are repeated with 
subsequent articles. This allows students to learn, 
practice, and hopefully master these skills through a 
reiterative process that remains novel as it is applied to 
the new articles. 

my create experience

Teaching at BYU-Idaho can sometimes feel like an 
evolutionary process. The pressure to improve the 
quality of education, lower its cost and increase its 
impact while maintaining the spirit of Ricks creates 
a constant need for pedagogical innovation. Ideally 
these innovations are tried, tested, and where needed, 
adaptations are implemented. This is the current status 
of CREATE  at BYU-Idaho. We are piloting the use of 
CREATE  in the novel setting of an Introductory Biology 
lab. Our students are introduced to the tools and process 
of CREATE  through shorter less technical training papers 
that analyze just one or two figures. These tools are then 
applied to longer, more technical papers as the course 
progresses. We are interspersing the CREATE  readings 
with wet labs in which students learn a basic technique 
and then apply the “Think of the next Experiment” 
activity to design and evaluate their own study. Using 
this approach we hope to emphasize the importance 
of technique, design, and critical thinking. We are 
collaborating with Sally Hoskins to evaluate the efficacy 
of this approach. 

Mastering the activities 
and techniques has 
also challenged and 
strengthened my own 
teaching practices.



Since my training in CREATE  I have found that I can 
include many of the activities in my other NON-CREATE 
courses. For example, in my molecular techniques course 
students have a hard time linking the separate experiments 
needed to clone genes as they occur over multiple lab 
periods. Having them cartoon the process allowed them 
to better understand the process in a way that made 
sense to them. I have also considered using Think of the 
Next Experiment and Grant panels as a way of practicing 
creative thinking and experimental design. In my Cell 
Biology course we do not read entire papers, but I do give 
them problem sets that incorporate figures from actual 
papers and we use the Read, Elucidate, and Analyze 
activities to solve them. This is one of the features I love 
about the create course – it is so adaptable. The tools, 
activities, and outcomes can be learned an applied to a 
wide array of teaching situations simply by changing the 
identity of the primary literature articles. 

I really do not consider myself much of a salesman, 
but when you find a product or technique that impacts 
your own experience so deeply you can’t help but want 
to share it with others. I recognize that it may not work 

for everyone or every situation but for me the CREATE 
process has helped me to engage with primary literature 
as I survey topics looking for that perfect paper to share 
with my students and as I join them in its in-depth analysis. 
This makes me more current in my field. Mastering 
the activities and techniques has also challenged and 
strengthened my own teaching practices. It is rich in 
skill based activities while covering a surprising amount 
of content and this content is all the better because 
my students can see for themselves why it is needed in 
understanding and solving real world problems. CREATE 
has allowed me to align my teaching practices with my 
teaching philosophy. I feel it is moving both me and my 
students toward being crafters of knowledge and not 
simply consumers of content. y

For more information on the CREATE method read:

Hoskins, Sally G., Stevens, Leslie M. and Nehm, Ross H. (2007) Selective use of 
the primary literature transforms the classroom into a virtual laboratory. Genetics 
Educ. Vol 176, pgs 1381-1389.

Gottesman, Alan J. and Hoskins, Sally G. (2013) CREATE Cornerstone: Introduc-
tion to Scientific Thinking, a new course for STEM-interested freshmen, demysti-
fies scientific thinking through analysis of scientific literature. CBE – Life Sciences 
Education vol 12, pgs 59-72
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Can “Becoming” 
Be Taught?
DREW E AGAR

Over the last three to four years, the Business Department 
has dedicated a significant amount of effort towards 
improving the learning taking place among our students. 
While these efforts have been promoted and supported 
by our department chairs, most have been initiated and 
carried out by smaller groups of motivated faculty wanting 
something better for their students. Many of these faculty 
have invested a substantial amount of time exploring, 
researching, studying, praying, pondering, trying, failing, 
and succeeding in different learning approaches. They have 
trained in the Socratic Method, the case method, activity-
based learning, discovery learning, and other pedagogy in 
order to give themselves a broader set of tools to improve 
their teaching and their students’ learning. 

One of the targets of our innovation efforts has been 
the Integrated Business Core (IBC). We’ve spent the last 
two years formulating and implementing changes meant 
to continue improving the learning in this already popular 
and successful twelve credit hour program. We have been 
making fascinating and helpful discoveries in the areas 

of intrinsic motivation, student engagement, just-in-time 
content delivery, and other teaching and learning concepts. 
One of the more interesting and possibly most innovative 
areas we’ve been working on is “becoming.”

know, do, become

While we were in the middle of our pedagogical 
explorations, President Clark gave the talk in which he 
presented the idea of knowing, doing, and becoming. As 
a discovery group that message resonated with us. We all 
felt fairly proficient at teaching content that checked off the 

“know” box, and we also felt that the business department 
as a whole did a good job at helping students “do” a lot 
of their learning through activities that encourage real-
life application of the concepts, thus facilitating deeper 
learning. But the idea of helping the students “become” 
something was intimidating. We understood that by 
encouraging the first two elements, we also encourage 
the third; however, many of us had seen that even helping 
students with knowing and doing did not always lead to 
them becoming something different. The learning can still 
glance off and not be adopted into their lives. They learn it 
deep enough to pass the test and then they make room for 
more “knowledge.” 

We were looking for a tool 
that would allow the faculty, 
and, more importantly, 
students, to get a relatively 
accurate assessment of 
changes that were taking 
place in their everyday lives.



Also, how do you measure becoming? What kind of 
instrument could you use to assess it? Is a semester really 
enough time to expect to see any kind of measurable 
change in who a person is? Could they even begin to 
make these changes? These and dozens of other questions 
continually peppered our conversations for several 
weeks. On numerous occasions the group decided not to 
pursue this too literally but to comfort ourselves with the 
supposition that if we were helping the students know and 
do, then becoming would follow automatically. But none 
of us could ignore the underlying opportunity to directly 
help a student become more than they currently were, to 
help them become a better disciple of Christ or a better 
innovator or to better lead with a small “L” or to become 
someone that “adds value wherever they go.” We could 
not pass up the opportunity to create an environment that 
would promote this, despite having no idea how we would 
possibly do it. 

So, of course, we decided to try. 
After several rounds of exploring tests students could 

take to demonstrate becoming, we could not settle on an 
effective and reliable way to assess this using a traditional 

“test.” Most tests are designed to test knowledge, not 
“becoming.” We then explored more subjective assessments 
that the instructors could perform through observation. 
But we had seen, through experience, that many students 
act differently around professors than they do in their 
normal everyday circumstances. So instructor evaluation 
would be challenging. We were looking for a tool that 
would allow the faculty, and, more importantly, students, 
to get a relatively accurate assessment of changes that were 
taking place in their everyday lives; changes inspired by 
the curriculum they encountered in the IBC. We were also 
looking for an assessment that the students would trust. If 
they didn’t trust the becoming assessment to be accurate, 
they would not make the mentally and emotionally difficult 
efforts required to achieve change in thought patterns 
or behavior. Our personal experience had taught us that 
many times students trust instructors to deliver accurate 
content, but may not trust instructors to accurately assess 
something as personal as “becoming.” We needed an 
assessment tool that was reliable, observant, honest, and 
legitimate from the student’s perspective. 

the integrated business core

That is when we realized that we already had useful tools 
in the IBC that a typical class doesn’t have. In the IBC 
students are divided into functioning companies of about 
fifteen students each and those companies are further 
broken down into three teams of five students each. These 
companies and teams form semester long cohorts that 
work together in four different simultaneous classes – 
twelve credit hours of classes. In addition to the classes, 
these same teams also ideate, create, open, run, and finally 
close a real money-making business during the semester. 
They work together minimally 36 hours each week. So 
these are not the typical non-committal, superficially 
engaged study groups we sometimes see in our other 
classes. With all the ordeals IBC students go through 
together in just the first three weeks of class (they struggle 
through three days and two nights camping together at the 
university’s Badger Creek facility during week three), by 
the end of the semester, they act much more like a band of 
brothers and sisters than a study group. 

By the end of the semester, 
they act much more like a 
band of brothers and sisters 
than a study group.

The cohort configuration, the difficult group challenges, 
and the time spent working together have the combined 
potential to create an unprecedented level of trust, 
candidness, and charity among group members. This, 
we realized, created the perfect measuring tool to gauge 
becoming. Students in these peer groups have an extremely 
accurate ring-side view of each of their peers. These 
students saw their peers at their very best, at their very 
worst, and at every increment in between. Additionally, 
students seem to understand that they can’t fool their peers 

– they especially can’t fool them for 36 hours a week. This 
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had the potential to lead to a different level of honesty and 
openness among group members. Also, we assumed that 
the observations and opinions of one’s close and respected 
peers, with regard to areas of personal growth, would carry 
more credibility than that of a more distant instructor.

“becoming” outcomes

The areas of becoming we were measuring came from 
several of the IBC course outcomes. These four “becoming 
outcomes” of the IBC, distinct from more quantitative and 
functional skill outcomes, are: 1) acting as a disciple of 
Christ in a business setting, 2) leading in groups as a small 

“L” leader, 3) innovating, and 4) taking initiative. Each of 
these outcomes are further clarified by descriptions of 
behavior that exemplify the outcome. For example, under 
the outcome “Acts as a disciple of Christ in a business 
setting” there are descriptions such as “I am humble, easy 
to be entreated, and strive to improve” or “I use appropriate 
humor and language”, while under the outcome “Innovates” 
there are descriptions such as “I perform well in 
ambiguous situations and don’t disengage when the next 

steps are unclear” or “I find ways to test and prove new ideas.” 
Under the outcome “Leads with a small ‘L’” are descriptions 
like “I provide honest feedback that builds others in a loving 
way” and “I counsel with others before making a decision” and 

“I care about the success of others as well as my own.” Finally, 
under the outcome “Takes initiative” are descriptions like “I 
look for better ways to do things”, “I do not procrastinate” and 

“I focus my efforts on things I can do something about rather 
than on things beyond my control.” 

Each of the four becoming outcomes had a list of six to eight 
behavioral descriptions as described above. We first would 
ask the students to take a self-evaluation of these behaviors 
and then prayerfully consider which of the behaviors they 
felt they most needed to work on. We would then ask them 
to choose three specific behaviors to target from each of the 
four outcomes. We hoped that by allowing them to choose the 
specific behaviors they would work on, it would be seen as a 
more personal choice rather than an imposed requirement, 
and would therefore be more likely to be internalized.



“becoming” assessment

In order to assess progress, we designed a questionnaire 
that a student would give to the peers they felt were able 
to effectively observe these specific behaviors. Again, we 
would leave the choice of evaluators up to the student, 
hoping that they felt more autonomy and personal 
investment in the evaluation. The questionnaire would be 
administered using a ten point Likert scale across each of 
the twelve behaviors the individual students had chosen. 
The questionnaire would be given out at two-week intervals 
to gauge changes in the target behaviors. We also made 
a seemingly risky decision to not make these evaluations 
anonymous. We had seen the occasional negative attitude 
that anonymity engenders, and decided to see if the 
students could find a way to lovingly give difficult feedback 
to their peers. Once the evaluations were returned back to 
the person being evaluated, we would allow time for them 
to ask clarifying questions of the evaluator.  

As we were designing this evaluation exercise, we 
identified several potential problem areas that raised 
significant questions. The first was how to help the students 
take the exercise seriously and really decide to attempt 
significant, personal changes in attitude and behavior. The 
second was how to prevent them from causing harm with 
unrestrained criticism and do serious emotional damage to 
each other. Unfortunately, in prior semesters, when faculty 
attention was not focused on these issues, overly aggressive 
business students would create an unfriendly, even hostile 
environment in their companies by being unthoughtfully 
critical. This we wanted to avoid. Finally, we wondered 
how to encourage students to provide meaningful, helpful 
feedback, and to have difficult but beneficial conversations 
in a spirit of love and assistance. 

We leveraged some of the existing structure of the IBC 
to overcome these potential problems and create additional 
materials and activities as well. The choice to create a 
closely bonded team, rather than just a study group, was 
our strongest tool for resolving the three above concerns. 
These students had helped push and pull each other over 
15-foot walls, dragged their camping gear in sleds in sub-
freezing weather, endured each other’s snoring, and cooked 
and ate together for three full days. They already really 
cared about each other’s well-being, mental, physical, and 
spiritual. Most of them would not want to hurt anyone on 
their team, intentionally or unintentionally. 

To further ensure they really cared enough to fully 
engage in the becoming process, we would add several 
activities and discussions to the curriculum designed to 
convince students to willingly and openly ask for feedback 
on their performance in the targeted areas, as well as to 
teach evaluators how to give feedback in a constructive 
and loving manner. In these discussions we would openly 
promote the charity and concern that would be necessary 
to properly conduct the evaluations. 

With these additional preparations, we started our first 
round of evaluations in Winter semester 2013.

results

The results of this three-semester experiment have been 
intriguing. In the first round of these evaluations, we 
held our breaths and prepared to immediately terminate 
the activity if it looked like any emotional harm was 
occurring.  Not only were our fears allayed, we were also 
humbled by the Christ-like love and humility that students 
demonstrated during the first round and every subsequent 
round of this exercise. 

As an example of the growth we have witnessed, our 
first semester there was a well-mannered young man that 
received a low score (5 out of 10) for the chosen behavior 

“I use appropriate humor and language” under the “Acts as 
a Disciple of Christ in a Business Setting” outcome. The 
score was given to him by a close team member, and he 
was surprised by it. During the allocated question time he 
approached the evaluator and, in a humble rather than an 
argumentative tone, asked for clarification on the score. 
His evaluator reminded him of a story that he told the prior 
week that was inappropriate and not in keeping with the 
other standards this young man maintained. The evaluator 
specifically told him it was not in keeping with someone 
who had served a mission and regularly attended the 
temple. During a group de-briefing discussion that took 
place the next day this young man thanked his evaluator 
publicly for having the courage to reveal a blind spot he 
had regarding an area of his behavior that was important 
to him. He vowed to never repeat an inappropriate story or 
use inappropriate language. His evaluation scores regarding 
this behavior improved dramatically over the next three 
evaluations. A year later, this student has reported to me 
that he still remembers the lesson he learned that day and 
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that it has continued to help him better align his behavior 
with his beliefs.

Another example of the effect these evaluations have 
on behavior came in Spring semester 2013. A young man 
received low scores from all three evaluators on “I act 
without having to be asked or coerced” under the “Takes 
Initiative” outcome. He had always perceived himself as 
a proactive person and was surprised by the low scores. 
When he individually asked his evaluators to help him 
understand the low scores, the evaluators were able to 
describe multiple instances where the young man either 
didn’t take action when it was obviously needed and was 
obviously his responsibility or shirked the responsibility 
completely. Again, in a group debriefing discussion the 
next day the young man expressed deep gratitude to his 
evaluators for showing him an area of his behavior he was 
not aware of. From that day on, he was consistently the 

most proactive member of his company and his scores 
improved dramatically in these behaviors for the next 
three evaluations. 

These are just two examples meant to illustrate how 
the process works in action. Since the first round of 
evaluations in Winter 2013, we’ve had approximately 
70 students go through this process. While it hasn’t 
worked perfectly in every case, and there are individual 
circumstances and personalities that have to be taken 
into consideration, the vast majority of students that have 
gone through the process have made measurable and 
meaningful progress at becoming better in their chosen 
behaviors. They seem to internalize the feedback that is 
caringly, carefully, and honestly given by their peers. This 
experience indicates to us that there is indeed a way to 
create an environment where becoming can be fostered, 
measured, and even achieved. y

Not only were our fears allayed, we were also humbled by 
the Christ-like love and humility that students demonstrated.
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end of those semesters, I (and I think my students also) end 
up miserable once again because it has taken so much time 
to evaluate the writing assignments that the students no 
longer really care about their feedback, only their grade. I’m 
miserable because I’m not sure I was accurate, consistent, 
and fair in the grading of the writing assignments. And I’m 
miserable because I realize the students still aren’t writing 
well, and I wasn’t able to teach them to write any better. I 
just ask them to write and then take a really long time to tell 
them they aren’t very good at it. The students are glad it’s 
over, and I’m ecstatic it’s over.

Recently, I found some help that really worked for my 
students and me. My department chair helped me to 
understand that writing assignments don’t need to be long 
to help students learn to write. I also have come to believe 
that a plan to help students learn to write has to involve a 
quick, thorough evaluation of the students’ work and an 
opportunity for the students to incorporate the feedback 
in other writing assignments. Assigning short, meaningful 
writing assignments gives students the opportunity to learn 
and develop writing skills and allows me the opportunity to 
evaluate and respond quickly to their work.

My department chair helped 
me to understand that 
writing assignments don’t 
need to be long to help 
students learn to write.

Here’s what I did. First, I picked topics that are relevant 
to accounting and the course content and developed seven 
prompts for the writing assignments. Second, I asked the 
students to respond to each prompt in no more than three 
paragraphs, using their own words. Since I am interested 
in the student’s ability to express their understanding of 
course content, and not in citing authority, no quotations 
are allowed. Finally, I made each of the seven assignments 
due on successive weeks, with the commitment to provide 

Turnitin Relieves 
Grading Miseries
ROBERT CL ARKE

For years, the Accounting Department has sensed that 
accounting students do not write very well. All of the 
industry publications, as well as the firms that hire our 
students, tell us that new accounting graduates lack good 
writing skills. We always want to spend time during the 
semester helping our students write better, but there never 
seems to be time in the schedule.

As a department, we understand the importance of 
helping our students become good writers, and most 
courses require some amount of evaluated writing. 
I, however, have been reluctant to include writing 
assignments in my courses because every time I do, I 
end up being miserable. Miserable because I don’t feel 
competent to evaluate mechanics, grammar, and style. 
Miserable because it is hard to grade writing assignments, 
it takes a long time, and (for me) requires great focus. And, 
miserable because the students, for a variety of reasons, 
simply do not write well.

Nevertheless, every few semesters I think I have 
stumbled upon the grand cure to poor student writing and 
assign a newly contrived writing assignment. Alas, by the 
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the students with feedback on their writing assignments 
within 48 hours of the due dates. (Each assignment is due 
on Monday morning at 8:00 AM, so my commitment is to 
have the feedback to the students by Wednesday morning.)

Forty-eight hours is not much time to evaluate up to 
60 writing assignments, even if they are three paragraphs 
or less. A colleague recommend that I consider using 

“Turnitin,” for which the university had just purchased a 
license. Desperate, I investigated. I found Turnitin to be the 
tool set I needed to help me thoroughly evaluate students’ 
writing assignments within the 48-hour time limit.

It’s not perfect, but it is a 
great tool for identifying 
areas of concern and where 
to start looking.

Turnitin is a learning management system (LMS) which 
focuses on writing assignments. It is not integrated with 
I-Learn, so teachers have to create classes within Turnitin 
and invite their students to register for the class at no cost. 
(When a class is created, Turnitin provides the instructions 
for students to register.) The teacher creates assignments 
for the class from the class home page. All assignments can 
be configured for open date, due date, grade post date, etc., 
as would be found in any LMS.

Turnitin has four main tools to assist teachers in  
grading writing assignments. Each is listed and briefly 
described below.

Originality Report: This tool generates a report detailing 
any and all specific content matches found on each 
assignment. The Originality Report tool searches a 
repository of all student papers submitted to Turnitin, 
current and archived web pages, periodicals, journals, and 
publications for matches to content in the students’ writing 
assignments. The teacher can set match sensitivity and 
specific exclusions.
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assignments, less than 10% of the writing assignments 
submitted have significant content matches.

If matches are found with content submitted from 
other universities, Turnitin does not show the context. 
Rather it lists the university at which the match was found 
and provides a link to contact the university to receive 
permission to review the content.

Students are provided a qualitative rubric for the writing 
assignments in my class. (I’m not comfortable leaving the 
grade entirely to a formula; I think it’s important for me 
to have subjective input in the grade.) Using GradeMark, 
I created a rubric with seven criteria and four skill levels. 
After reviewing each writing assignment for content 
and grammar, I opened the rubric and, with the mouse, 
selected the skill level appropriate to each of the criteria. 
The implementation of this tool is well executed and  
easy to use.

Any errors in grammar are highlighted and annotated 
by the ETS e-rater tool when a writing assignment is 
opened for grading. This is the area where I need the most 
help grading, and the tool is good, but not perfect. The 
ETS e-rater consistently identifies cannot as being spelled 
incorrectly, it is overly aggressive in identifying missed 
commas (commas, I am learning, are often a matter of 
opinion), and it is sensitive to article errors. It’s not perfect, 
but it is a great tool for identifying areas of concern and 
where to start looking.

Of all the tools provided by Turnitin, QuickMarks is 
most useful to me. Rather than having to write the same 
comments repetitively on students’ writing assignments, 
the text in question can be selected and a custom or a 
preset mark, or comment, is selected and attached to the 
text. Additional remarks can be added to each comment, 
whether custom or preset. I created a set of custom and 
preset comments for each assignment. The comments in 

GradeMark: This tool allows teachers to create three types 
of rubrics to help grade writing assignments: a standard 
rubric which allows the teacher to enter scale values for 
each column and weight criteria rows using percentages, a 
custom rubric which allows the teacher to enter any value 
directly into each rubric cell, and a qualitative rubric which 
provides standard feedback with no scoring.

ETS e-rater: This tool provides grammar checking for 
each writing assignment. The five categories of grammar 
checking include: spelling, grammar, usage, mechanics, 
and style. Each category has several elements which may 
also be individually included in, or excluded from, the 
grammar check.

QuickMarks: This tool provides custom and preset marks, 
or comments, that can be attached to highlighted text 
within the writing assignment.

Additionally, there are other tools allowing peer review 
of writing assignments that are not used in my course.

Despite my hopes, I found that Turnitin did not 
completely grade each assignment: I still needed to review 
content. However, it does provide a quality first review 
of the grammar and mechanics of each student’s writing 
assignment, a thorough comparison of the assignment’s 
contents to selected sources, and a robust tool to provide 
feedback and scoring to each student.

The Originality Report worked well. It shows students, 
after they have submitted their writing assignment, any 
content matches found. Students may rework and resubmit 
their assignments, but the Originality Report response 
time on the second submission is really slow (about a day) 
becoming available to the students. The Originality Report 
shows the teacher the content matches in the writing 
assignment and the context of each match found. On most 

Finally, the realization hit me: the students don’t 
understand what I want. They know they need to write 
well, but they don’t know what “well” means.
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each set are customized to indicate whether or not specific 
criteria from the writing assignment are met, to indicate 
common errors, and to indicate areas for attention. This 
tool saves me from a lot of writing and fatigue.

One of the difficulties I have with subjective grading is 
identifying the degree to which a submitted assignment 
earns an A, B, C, D, or F. The differences between an A 
and a B, and between a C and a D, etc., seem to be pretty 
clear. However, in absence of a rubric which assigns a strict 
score for every degree of every criteria, it seems difficult to 
identify, subjectively, whether an assignment has earned 
a 77% or a 76% or a 78%. If fact, I found that a lot of my 
grading time is taken with trying to “justify” the grade that 
I feel an assignment warrants.

My strategy to avoid “grade lock” is to remove the 
graduation between the grades. Each assignment is worth 
30 points. When assigning a grade to an assignment, I limit 
myself to giving grades in multiples of three (i.e. 3, 6, 9, 12 

… 27, 30). No exceptions. If a writing assignment is really 
good, at least 90%, but not quite 100%, I don’t worry about 
the score: it’s a 27 (90%). As much as anything else, this 
strategy has saved me a lot of time.

I learned some things about writing assignments. The 
average score on the first assignment was 47%, with one 
student scoring 100% and four students scoring 90%. 
When I asked the students about why they thought they 
had done so poorly they said that they were feeling me out 
to find out how carefully I would grade.

After the first three writing assignments, the students’ 
grammar and overall writing didn’t seem to be getting any 
better. I was becoming frustrated because it seemed to me 
that they weren’t trying and I knew they were capable of 
writing better, but they just didn’t seem to be giving any 
effort to the assignment. Finally, the realization hit me: the 

students don’t understand what I want. They know they 
need to write well, but they don’t know what “well” means.

With that realization, we began taking class time to 
discuss what it means to “write well.” Soon, the level of 
writing on the writing assignments began to increase.  
Once students know what is expected they work to 
perform at that level.

I began to notice something else: while there began to 
be more high scores on the writing assignments, there also 
began to be more low scores, including a higher percentage 
of assignments that received no score because they 
contained too many grammar or mechanical errors. The 
average stayed about the same. The students told me that 
because I told them I agreed to drop the two assignments 
with the lowest scores, many of them stopped trying on 
the last few assignments. They said they figured they 
would have to do really well on the last two assignments to 
improve their grades and they felt it wasn’t worth the effort.

This semester I repeated the assignments in my class, 
but with two fundamental changes: 1) while I continued to 
drop the students’ lowest two scores, the last assignment 
was not eligible to be dropped; and 2) I changed the 
syllabus to include parts of several class days to review 
grammar and mechanics. The results have been dramatic: 
on five of the first six writing assignments the scores have 
been on average 10.2% higher this semester than they  
were last semester.

While not everything has gone as planned, I am happy 
with the past two semesters’ writing assignments. I have 
found a way to help my students improve their writing that 
isn’t pure misery for the students and for me. Turnitin has 
increased my grading accuracy and reliability, decreased 
the time it takes to evaluate writing assignments, and help 
provide consistent feedback to the students. y
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(CHEM 481), and have enjoyed the freedom to improve my 
teaching. Coming here with a research background, I had 
little previous teaching experience, but I did find the people 
and resources to aid my teaching development. The first 
concern I had was in the quality of teaching I was providing 
to the students and the department. I found this was shared 
by Hector Becerril and Aaron Johnson with whom I now 
collaborate closely in teaching a curriculum and developing 
pedagogy in the general chemistry course (CHEM 105). 

As chemists we like numbers. The numbers that I initially 
had at my disposal were my teacher evaluations, semester 
grade data shared among all sections of common classes, 
and a common final exam (American Chemical Society 
standardized test) given in all general chemistry sections 
of our department. Having these data allows us to gauge 
how our students compare to all other sections, and this 
also enables an environment for innovation in teaching by 
providing a way to measure what my teaching outcomes 
look like through the students’ performance in my classes. 
Having discussions with Hector about these outcomes 
allowed us to investigate how we influence the students’ 
learning. The use of assessment data gave us confidence that 
we could try new methods of teaching and determine the 
benefits and detriments beyond our own intuition.

The power of collecting assessment data has been 
enhanced through working with others in the department 
with faculty who teach the same course and even reaching 
out to other colleges to utilize expertise of others. Originally 
this came about as Hector and I started to discuss our 
experiences in teaching the first semester of general 
chemistry. We had taught the curriculum in different ways 
and, as a result, we wanted to understand if the types of 
teaching activities we used made a difference in the students’ 
learning. We identified what types of activities we had 
used and the distinction in our pedagogical approaches. 
We made an analysis of students’ scores on each type of 
learning activity and the final outcome for each student as 
determined by their grade and score on the common ACS 
exam. We anticipated discovering which pedagogy had 
an impact and the types of activities that showed strong 
potential for learning.  

To re-confirm our initial work, we repeated the analysis. 
Why exactly? We met and discussed our work with Yohan 
Delton from the Department of Psychology. He understood 

Chemistry in 
Context: Using 
Research Methods 
to Identify Effective 
Teaching Tools
SHANE RUEBUSH

At BYU-Idaho we enjoy great measures of freedom 
and assistance to innovate teaching. I have personally 
discovered this freedom because of three specific practices. 
These practices are first, by attending professional 
development workshops, either on campus or externally, 
where I have learned many effective teaching practices; 
second, establishing close working relationships with other 
members of the faculty so that responsibilities and ideas 
are shared and implemented more effectively, and third, 
listening to the Holy Ghost and having faith to prepare and 
implement the knowledge that comes from God, knowing 
that He is interested in what occurs in my classroom. 

During the five years that I have taught at BYU-Idaho 
in the chemistry department I have taught first semester 
general chemistry (CHEM 105) and Biochemistry 
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the statistical analysis of the data better than we did, and 
this led to developing a better methodology and tools for 
effectively analyzing the teaching data. Our relationship 
was facilitated through a workshop in which all three of us 
were participating. This experience with Yohan illustrates 
the importance of cross-disciplinary interactions in 
furthering our steady improvement. 

In our course analysis, we looked at learning activities 
such as narrations, laboratory reports, homework, 
quizzes, mid-term exams, and the ACS final exam. We 
also examined differences in delivery modes used in class, 
including traditional and hybrid course structures. We 
knew of another member of the department who employed 
a different pedagogy—peer oriented guide inquiry learning 
(POGIL)—and asked him to participate by sharing his 
course data to compare with our classes. 

Using the common assessment instrument of the ACS 
exam, we were able to make some conclusions from 
our analysis. First, it appeared that student learning 
was not heavily impacted by any of the three teaching 
methods (traditional, hybrid, or POGIL). This suggests 
that pedagogical differences do not lead to a significant 
difference in content and skill knowledge, so long as the 
same material is covered in each course. Second, many of 
the learning activities showed a poor correlation between 
the student scores and the final exam. These results have 
led us to consider the need for alternative assessment tools 
to gain a more representative and accurate measure of the 
types of learning we are seeking to improve. 

During this time of self-assessment, Hector and I 
both felt that there were other things we would like to 
incorporate into our teaching, in particular how to make 

The challenge in modern chemical education is helping 
students realize that chemistry is a way of thinking rather 
than a body of knowledge to be memorized.
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Pollard, 2010). The title certainly caught our attention, and 
we read about an approach that seeks to build chemical 
models and apply them to real world problems. This was 
appealing to us. We saw that many of our students used 
strategic learning to move past difficult content and failed 
to develop the model building skills to think through 
problems. This struck a chord for us. This is not surprising 
as it is a common desire among teachers to share with 
students their fascination and passion for their own 
discipline, and so it was for us with chemistry.

The article stated that in many general chemistry 
curricula are still focused on facts, abstract concepts and 
instruction in algorithmic skills. The material taught is 
often removed from practices, thought and applications 
that take place in current chemistry research. The challenge 
in modern chemical education is helping students realize 
that chemistry is a way of thinking rather than a body 
of knowledge to be memorized. The authors propose 
that chemical education should be more contextual and 
less abstract. The typical chemistry curriculum rarely 
provides opportunities for students to approach scientific 
problems from a chemical perspective using the useful and 
productive models that chemists regularly employ. The 
proposed curriculum purports to address this issue while 
maintaining the necessary knowledge and related skills. 

So, we had found something that we thought would 
be worthwhile, but would we dare to make a significant 
change to our instruction? We felt something in it ring 
true. Innovation can only come when we allow ourselves 
to follow line upon line to the end of a sincere inquiry. 
Comfortable practices and habits will be set aside.  

We contacted Talanquer and Pollard, established a 
collaboration to use the materials they had developed and 
in return we would share our experiences in teaching. With 
the support of members of our department, we planned 
for the introduction and testing of a “new approach” to 
teaching chemistry. Our previous data could be used 
to compare the performance of students taught in our 
sections before and after adopting the Chemical Thinking 
curriculum. In addition, we could still weigh the student 
performance of our sections to the standard of those in 
other sections taught each semester in general chemistry.

The method of teaching was not explicit with the 
Chemical Thinking curriculum so this left us opportunity 

the material more relevant to the students. Because we 
had embarked on a scholarly tack in analyzing data for our 
courses, we looked to the education literature in an attempt 
to learn more about teaching. In searching the Nuts and 
Bolts of Chemical Education Research (Bunce and Cole, 
2008), a text published by the American Chemical Society, 
we discovered an article entitled, “Let’s Teach them How 
We Think and Not What We Know” (Talanquer and 
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to implement and adopt practices from the BYU-
Idaho Learning Model. We have included in the course 
architecture preparation assignments of reading typically 
10-15 pages, a module (lasting three class periods), 
with the expectation that the student is accountable to 
understand it sufficiently to discuss the ideas and models 
presented in the text. This is assessed using an individual 
and team readiness test at the start of class when each 
module begins. Implementing the practices of Team 

Based Learning (Team-Based Learning, Michaelsen, 
Bauman Knight, Fink; 2004) has improved the level of 
preparedness and classroom discussions. Students work 
together in groups that are formed for the duration of the 
semester. They collaborate on solving questions that are 
based in current issues that involve chemistry. The types 
of problems that are generally of interest to chemistry 
students are medicine, materials, the environment, and 
energy. We have the students work through the thinking 
process together using application activities and giving 
them formative assessment. These activities are based 
in one of the four general areas of interest and require 
the teams to apply the models that they have studied to 
propose solutions to each challenge. They have to justify 
their choice with an appropriate explanation, whether part 
of an in-class discussion or on paper. This type of peer 
instruction benefits students that choose to participate fully 
and motivates many of them to do so.

For the past year we have worked at teaching and 
assessing the progress of the students we have taught. Part 
of the assessment has been to add other tools to determine 
if concepts in chemistry are better understood along with 
the content. We are tracking students’ performance in other 
chemistry courses to identify the strengths and weaknesses. 
We have also introduced a course survey that addresses 

the students’ perceptions of relevance of chemistry in their 
lives and their interest in chemistry. We have made these 
additional assessment tools available to the other members 
of the department so we can have an external validation of 
our results. We are trying to learn what best helps students 
to learn the necessary thinking skills to make sense of the 
issues that involve chemistry, which are many, whether in a 
classroom or in their own lives.  

We have learned of the advantages to meeting together 
frequently and regularly as a teaching group to discuss 
successes and failures.  This helps us to move forward in a way 
that I have not experienced when teaching on my own—it is 
exciting. We have developed materials for class and improved 
our teaching very rapidly from close collaboration. Students 
benefit from the ideas that are shared and used in classes 
from our various expertise. We are blessed knowing that in 
the event of an emergency any one of us can substitute for 
the other because the sections are synchronized. Power to 
continue the upward course comes from a unifying purpose.

In conclusion, I appreciate having such fine people to work 
with in my department and across campus. The practices 
for good teaching abound here and will continue as the 
commitment to teaching remains strong. In following the 
knowledge and inspiration that have come from peers, the 
literature and the Spirit I have found a greater enthusiasm and 
higher standard for my own teaching. y

References:

Bunce, D.M. & Cole, R.S. (Eds.). (2008). Nuts and bolts of chemical education research. 
Oxford University Press.

Michaelson, L.K., Bauman Knight, A., & Fink, L.D. (2004). Team-Based Learning: a 
transformative use of small groups in college teaching. Sterling, VA: Stylus Publishing.

Talanquer, V., & Pollard, J. (2010). Let’s teach them how we think and not what we 
know. Chemistry Education Research and Practice, 11, 74-83. doi: 10.1039/C005349J

Innovation can only come when we allow ourselves 
to follow line upon line to the end of a sincere inquiry. 
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Plant Curiosity to 
Harvest Creativity
BRIAN MEMMOT T

If you want to become more creative, first become more 
curious. Curiosity and creativity are symbiotic—you can’t 
have one without the other—but curiosity is always the first 
of the two to emerge. Understanding this relationship is vital 
if we are to help our students develop as creative thinkers. 

the backstory

Prior to becoming a faculty member in the BYU-Idaho Art 
Department, I spent 20 years in an industry that required 
constant creative effort. Creativity is hard work. It has 
also received a lot of press in recent years. From Harvard 
Business Review articles with titles like “America’s Looming 
Creativity Crisis” to books like Sir Ken Robinson’s Out 
of our Minds, much has been said about the increasing 
value of creativity along with its alarming decline in 
both business and education. In response, creativity has 
become a priority topic for many institutions. Innovative 
educational programs, like Stanford’s d.school and business 
training, and IDEO’s creativity workshops, represent high 
profile versions of these efforts.

During the past three years of my new teaching career I 
have realized that, as hard as it is to engage in creativity, it 
is even harder to teach someone else to become creative. 
We often struggle to articulate activities that have become 
intuitive. Because teaching doesn’t allow the teacher to 
remain inarticulate, I’m striving to better understand how 
creativity works and what is required to develop it. Our 
library contains wonderful resources on this subject. I’ve 
learned that, to grow creatively, one must develop:

1. A deep body of knowledge in at least one area of expertise

2. A playful and flexible mind

3. A desire to constantly reach beyond the status quo

4. Most importantly, curiosity

The connection between creativity and curiosity has been 
a most enlightening discovery for me. As a result, I made 
it the topic of my master’s thesis and am now beginning to 
integrate what I have learned into my curriculum. I’d like to 
share what I’ve learned to this point.

curiosity and education

The connection between curiosity and learning is well 
established. Developmental psychologists explain that the 
curiosity-driven behaviors exhibited by young children 
allow them to learn. Educational theorists have observed 
that, “stimulating curiosity is central to education and 
learning” (Schmitt, 125). So why does curiosity apparently 
disappear for most people between ages 5 and 15? Although 
the reasons for this are still being studied the effects are clear. 
Researchers have noted that, between kindergarten and sixth 
grade, “the proportion of curiosity-type questions raised by 
students drops by half ” (Chak, 143). As most students’ age 
they lose interest in learning for its own sake.
 

Creativity has become 
a priority topic for many 
institutions.
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There is another problem involving curiosity and 
learning. Although there is a general consensus that 
curiosity is important in education, very few resources 
exist that attempt to help teachers integrate the two. Unlike 
creativity, curiosity has garnished little research attention. 
There simply aren’t a lot of books or papers about curiosity, 
either in our library or elsewhere. There may be many 
reasons for this but I’ll mention two specifically.

First, curiosity is complex. How else could it be pinned 
to topics as diverse as scientific exploration, intrinsic 
motivation, sensation seeking, and gossip? It is difficult 
to know how to properly integrate into class curriculum 

something blamed for instigating all sorts of deviant 
behavior (Note: during this article I’ll be mostly referring 
to epistemic curiosity, the type that encourages scientific 
exploration and is fueled by intrinsic motivation).

Second, curiosity can be scary. It can disrupt well-laid 
lesson plans and blur the edges of neatly defined course 
outcomes. It also blurs the definition of “correct answer.” 
Look into the anxious eyes of a student struggling to 
complete an assignment that has no defined right answers, 
tell them they need to stop worrying and instead become 
more curious, then note the change of expression. It usually 
isn’t positive.

Educational theorists have observed that,”stimulating 
curiosity is central to education and learning”
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curiosity is the foundation 
for creative development

Creativity thrives on a strong foundation of curiosity for a 
few reasons. First, curiosity doesn’t permit one to accept 
explanations without question or to settle for obvious 
solutions without further exploration. If creativity is the 
process of developing ideas and artifacts that are “new, 
surprising, and valuable” (Boden, 1) then an acute sense 
of wonder concerning the world, coupled with a healthy 
skepticism for the status quo, is critical. Without this desire 
to know we slip into a state of routine which is  
antithetical to creativity. 

Second, curiosity cultivates attention. We certainly 
can’t become curious about anything we aren’t aware 
of and attention generates awareness. In fact, curiosity 

“always emerges out of attention, not the other way 
around” (Schmitt, 133). Curiosity also affects attention by 
sustaining it until our curiosity is satisfied. Often, curiosity 
even envelops related topics, broadening our attention in 
the process. If, as James Young claimed, “an idea is nothing 
more nor less than a new combination of old elements” 
(Young, 10) then expanding our attention fills our minds 
with the elements needed to produce ideas.

Third, curiosity fuels exploration by encouraging us 
to override any anxiety we experience when engaging in 
something unfamiliar. Curiosity encourages the risk taking 
necessary in creative effort.

practical ways to reintroduce  
students to curiosity

Currently, there is little reference material available 
to guide teachers in establishing a curiosity-focused 
curriculum. However, we can study other learning-
conducive qualities that have been successfully 
implemented in education. These qualities provide the 
patterns needed to develop a curiosity curriculum.
 
Metacognition and Curiosity
In the late 1970s John Flavell attached the name 
metacognition to the study of cognitive process and then 
established a two-part framework for discussing it.

The first part, referred to as Metacognitive Knowledge, 
covers knowledge about how human beings generally 
approach learning coupled with specific knowledge 
about “one’s own learning process” (Livingston, 17). It is 
essentially about knowing how to learn.

The second part of Flavell’s framework is Metacognitive 
Regulation. It involves developing processes to control and 
enhance one’s cognitive processes. It is essentially about 
doing things that effectively encourage learning.

If thinking about thinking enhances the process of 
cognition then curiosity about curiosity may enhance the 
process of being curious. In other words, metacuriosity 
may influence curiosity similarly to the way metacognition 
influences cognition.  
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The first step toward teaching curiosity might simply be 
to teach what curiosity accomplishes. Gaining insight into 
the purpose and power of curiosity may provide enough 
motivation to resuscitate latent curiosity and to invigorate 
curiosity that is already manifested. 

Once a fundamental understanding concerning the 
purpose of curiosity is established the next step is to teach 
how curiosity works. With metacognition, individuals 
better develop their own processes for controlling it as 
they become versed in its mechanics. This may also hold 
true for metacuriosity.  As students become aware of 
how curiosity works, and how it is working in their own 
lives, they should be in a better position to regulate their 
curiosity and to encourage its development.

One way to help students regulate their curiosity may 
be to help them perceive value in information they are not 
inherently drawn to. Pluck noted that students’ perception 
concerning the value of the information they were learning 
was “the most important aspect underlying curiosity 
to learn more” (Pluck, 27). Perhaps a teacher’s true 
responsibility is to help students discover the relevance of 
any given topic. Perceiving the relevance of a subject has an 
uncanny way of focusing our attention on it, and gaining 
attention is half the battle in the fight for curiosity.

Question Theory and Curiosity
Another step toward helping students develop their 
curiosity is to teach them how to ask questions. Dennis 
Whitcomb proposes that “the contents of curiosity are 
questions” (Whitcomb, 671) and that “we manifest 
curiosity by asking” (Whitcomb, 672). Others have noted 
that “the wording of questions is important” to the quality 
of learning (Blosser, 4). If this is true then students need 
to know how to build better questions. Various processes 
have been developed for improving question asking. Each 
hinges on paying attention to questions, categorizing them, 
and reworking them, until the right questions emerge.
Multiple attempts to categorize questions have been 
developed with each attempt providing further insight into 
the nature of questions (for a survey of these classifications 
see Blosser, 13). Value comes from learning about various 
question types and their qualities. Rothstein and Santana 
devised an exercise where students rework questions from 
one type to another. Rothstein explains the transformative 

moment that occurs when students realize that “the 
construction and phrasing of a question shapes the kind of 
information you can expect to receive” (Rothstein, 74).

Self-Determination Theory and Curiosity
Self-Determination Theory involves promoting intrinsic 
motivation by increasing competence and autonomy (Deci, 
Intrinsic Motivation 20). Competence represents both 
the ability to carry out something successfully and the 
perception that one possesses that ability (Kashdan, 485). 
Autonomy represents the ability to govern one’s self. In 
order to feel more competent in any situation we must first 
feel we are in a position to control desired outcomes (Deci, 

“Meta-analytic” 693). 
Perceived autonomy and perceived competence 

evaporate in the presence of threats, punishment, negative 
feedback, and surveillance (Kashdan, 484). These negative 
influences move motivation outside the individual, causing 
a cascade effect that impairs other intrinsically motivated 
activities including curiosity.

All forms of curiosity share a common trait with 
intrinsic motivation: they can be easily disrupted by the 
same sources that harm competence and autonomy. To 
encourage curiosity we must first reduce anxiety and 
extrinsic influences. This may prove difficult as many 

Creativity thrives on a strong 
foundation of curiosity for a 
few reasons. First, curiosity 
doesn’t permit one to 
accept explanations without 
question or to settle for 
obvious solutions without 
further exploration. 
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students approach their education from an extrinsically 
motivated standpoint. They focus on grades and are 
conditioned to study to the test. Attempts to refocus their 
academic energy toward intrinsic learning can itself create 
anxiety. However, it is worth the effort to try because, “as 
anxiety decreases, the tendency to achieve and master 
increases” (Franken, 337). One way to mitigate anxiety 
in students is by critiquing their work with the purpose 
of encouraging curiosity. Critiques, by nature, produce 
anxiety for those unaccustomed to receiving constructive 
feedback. Yet, if given in a way that helps students  
identify gaps in their knowledge (Pluck, 29), then 
according to information gap theories, critiques will 
actually increase curiosity.

Students also stand a better chance of being curious 
when they perceive their exploration as self-determined. 
To increase curiosity we must increase autonomy without 
eliminating the structure that epistemic curiosity needs to 
thrive. We can do this by allowing students to develop their 
own questions about what is being studied and by allowing 
them to establish their own methods for answering those 
questions. This approach matches contemporary theories 
in higher education that address ‘open inquiry learning’ 
and ‘inquiry based learning.’

Developing competence within students should also 
encourage curiosity. As students master content skills, 
research skills, and curiosity skills their confidence to 
continue exploring diverging branches of inquiry will 
increase. One way to develop competence is to introduce 
interesting problems that are slightly above the skill level of 
each student (Csikszentmihalyi, 49). Another is to provide 

“appropriate and sincere praise,” which has been shown to 
increase competence (Kashdan, 485). 

next steps

The product of my research into curiosity (and of 
my Master’s thesis research) is a workbook designed 
to introduce my students to its role in their creative 
development. The workbook covers the topics listed above 
and integrates activities geared toward helping these 
students become comfortable with being curious in a 
university setting. Although the workbook looks finished 
(designers excel at making things look finished) I’m well 
aware that it is still in early beta testing. I still have a long 
way to go toward mastering the art and science of fostering 
curiosity in my students. However, this step will provide 
me with valuable experience and a place to start.

It’s possible that integrating curiosity into curriculum 
will continue opening one door after another, requiring 
a lot of exploration from educators. But the potential 
compensation, however, is more than worth the effort if 
students learn to master creativity in ways that prepare 
them for the twenty-first century. y
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As most students’ age they 
lose interest in learning for 
its own sake.



Bloomberg – 
A Teaching 
Innovation
RICK L. HIRSCHI

Finding the proper balance between theory and 
application is a challenge faced in many university 
disciplines. Although the task to locate timely and 
meaningful datasets that allow students to apply the 
theory to real world problems can be an ominous and 
time-consuming task, practical application in conjunction 
with theory is essential in preparing students to meet the 
demands of today’s labor market. 

While the internet provides numerous data sites with 
varying degrees of credibility, the challenge is often 
sorting through the myriad of sites, deciphering which 
are credible, then extracting the relevant information 
needed to conduct the analysis. The goal is to find the 
relevant data necessary for students to gain knowledge, 
understanding, and ultimately wisdom. 

As many traditional teaching pedagogies give way to 
innovative, case-based teaching methods, the need for 
relevant, readily available data for students to analyze 

becomes increasingly important. Class discussions 
become more meaningful as students analyze data, 
discuss their observations and relate their findings to the 
underlying theory.  

bloomberg

Founded more than 30 years ago, Bloomberg employs 
more than 15,000 people in 192 locations around the 
world, and is a leader in global business and financial 
news, data, and analytics. The goal of Bloomberg is to 
provide business and financial professionals with reliable 
news and needed data at a single location. Just as the sun 
never set on the British Empire, Bloomberg is gathering 
news and information around the world, producing over 
5,000 stories a day from 150 bureaus in 73 countries1. 

The University currently has nine Bloomberg terminals 
available to students in the Economics Lab in Smith 123 
and in the Student Technology Center in the McKay 
Library room 140A during the labs’ open times. Each 
student is required to create a log-in which allows for the 
personalization of settings on the terminal.

The Bloomberg Essentials Online Training (BESS) 
function provides online video tutorials to help students 
quickly become familiar with the basic Bloomberg 
functions and system operations. In addition to the core 
training, Bloomberg offers training videos in the market 
segments of equities, fixed income, foreign exchange, 
and commodities. After viewing the training videos and 
successfully completing the core and market sector exams 
(with a score of 75% or better), students can become 
Bloomberg certified in that market sector. Certification 
in Bloomberg is just one more way students are able to 
differentiate themselves in the job market indicating they 
are familiar with functions and capabilities of Bloomberg. 

Another way students are able to differentiate 
themselves is by taking the Bloomberg Aptitude Test 
(BAT). This two-hour proctored test allows students to 
demonstrate their competency and compare themselves 
with other students around the world. The exam covers 
news analysis, economics, math, analytical reasoning, 
financial statement analysis, investment banking, global 
markets, and chart and graph analysis. The Bloomberg 
Talent Search (BTS) function displays the student’s 
overall performance on the BAT in each of the sectors 
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along with the student’s education, career 
interests, past work experience, and 
leadership/awards. A student’s name and 
other personal information is not initially 
disclosed. Employers who are interested 
in a student can request more information, 
whereupon the student has the choice to 
disclose additional information, including 
a resume. Currently there are over 2,475 
institutions in 60 countries involved in the 
Bloomberg Aptitude Test. 

educational applications

Fenton Broadhead, BYU-Idaho Academic 
Vice President, said, “Teaching without 
reflection, repetition, and application 
is only entertainment.”  Bloomberg is 
a tool to facilitate the active learning 
students require to understand the 
principles. Confucius reminds us, “I hear 
and I forget. I see and I remember. I do 
and I understand.” As students struggle 
with the complexities of the data and the 
significance of the situations, then analyze 
and make recommendations, they become 
problem solvers and decisions makers. 

There are many uses of Bloomberg 
ranging from business, finance, and 
economics to law and government. The 
following example demonstrates some of 
the basic functionality and information 
Bloomberg provides to students who 
are assigned a project to analyze a 
company. The example focuses on the 
resources available for an equity, but 
similar resources are available for bond 
markets, money markets, foreign exchange, 
commodities and derivatives.  Information 
of all types can easily be accessed using 
Bloomberg, from the macroeconomic 
data of countries throughout the world 
to the microeconomic data of individual 
companies and commodities.

Figure 1. Bloomberg Industries, Industry Outlook for 
Computer Hardware. Source: Bloomberg

Figure 2. Bloomberg Quote Screen of Hewlett-Packard 
Co. Source: Bloomberg
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macroeconomics 

Starting from a macroeconomic perspective, Bloomberg’s 
World Economic Statistics (ECST) function gives national 
income accounts, price levels, labor market data, interest 
rates, and other macroeconomic numbers broken down 
by sector. Students are able to assess the overall economic 
health of the countries in which their company operates or 
does business. The Economic Calendars (ECO) function 
lists the release dates of macroeconomic measures along 
with the median estimate of surveyed economists. As 
students track these numbers throughout the semester, 
they are able to see the impact on the company as the 
macroeconomic numbers are released and either meet 
or differ from expectations. Clicking on a particular 
macroeconomic measure allows a student to drill down 
and get additional details. The Economists’ Estimates 
(ECOS) and Economic Forecasts (ECFC) provide further 
details about economic estimates by various economists. 

industry analysis

Once students have a sense of the overall 
economy, their focus narrows to the 
particular industry of the company they 
are analyzing. The Bloomberg Industries – 
Industry Research (BI) function provides 
key industry data, interactive charts, and 
written analysis from industry experts 
for every major sector of the economy.  
Measurements of key drivers and metrics 
for the sector are given along with an 
industry outlook and outline of critical 
themes. Students are able to quickly 
obtain the essential information needed to 
understand an industry, the firms in that 
industry and the market outlook. 

If the company produces or consumes 
a particular commodity, the Commodities 
(F9) section provides an in-depth market 

analysis and market overview.  The Fundamentals (FDM) 
function provides information about physical demand 
and supply statistics of the various commodities as well 
as transportation, environment, and weather information. 
Drilling down in the Commodity Playbook (CPLY), 
statistics on individual commodities are available including 
the primary fundamental drivers of that commodity and 
the related macroeconomic statistics. 

Past, present, and future prices are available for various 
commodities. Historical prices are available in daily to 
yearly periodicities in graphical or table format using 
the Historical Line Chart (GP) function. Intraday prices 
range from one to 240 minutes. The function for finding 
current or spot prices depends on the commodity: AGGP 
for Agriculture Spot Prices, BOIL for spot oil prices and 
refined products, USME for spot metal prices, and FXC 
for spot rates of foreign currency along with forward and 
fixing rates. Since the current price of a commodity can 
vary by location based on supply and demand factors, 
Bloomberg provides current prices by location for various 
sites around the world. 

 The CTM (Exchange Contracts) function provides 
the future prices of exchange traded commodities, bonds, 

Figure 3. Supply Chain Analysis Screen of Hewlett-
Packard Co. Source: Bloomberg



The Supply Chain Analysis (SPLC) function provides a 
visual of the main suppliers, competitors, and customers 
of the company, and serves to aid students in assessing the 
various forces faced by the company. Bloomberg currently 
covers the supply chain for over 26,000 companies, and 
with the given data available in Bloomberg, an industry 

analysis using Porter’s Five Forces takes 
on a whole new dimension. For example, 
Bloomberg shows that Hewlett-Packard, 
the world’s largest provider of PCs, has 476 
suppliers, 278 customers, and 39 peers. 

In addition to the Supply Chain 
Analysis, in-depth historical and future 
estimates of financial information can 
be accessed using the Financial Analysis 
(FA) function. Balance sheets, income 
statements, and cash flow statements 
along with key financial ratios allow for 
a thorough analysis of the company’s 
financial situation.  An Ownership 
Summary (OWN) provides a breakdown 
of which institutions, including the 
government, own shares in the company 
along with a geographical breakdown of 
that ownership. The Credit Rating Profile 
(CRPR) function indicates the company’s 
credit worthiness based on ratings by 
Moody’s, Standard and Poor’s, Fitch, and 

others. Company research from over 2,500 providers 
is located using the Research (BRC) function. These 
reports from brokers, market research firms, and industry 
associations are aggregated on a single screen. 

The Relative Value (RV) function allows students to 
benchmark the company’s performance with comparable  
companies in the industry. These measurement include 
financial ratios, markets, ownership, and credit ratings. In 
addition, custom fields can be created as needed. 

 The Historical Line Chart (GP) function for an equity 
is similar to that for a commodity. The graph can be 
augmented by comparing the company’s price relative 
to other companies or indices. Technical studies such 
as the Relative Strength Index, Bollinger Bands, and 
Mean Average Convergence Divergence can be added 
for further analysis. In addition, major events related 

currency, and credit derivatives. Students are able to see 
how future prices have changed during a given time period 
using the Commodity Curve Analysis (CCRV) function. 
The Commodity Price Forecasts (CPFC) function allows 
students to compare exchange-traded future prices to the 
median forecasted price of the commodity by analysts.  

equity analysis

Information about publicly-held companies worldwide 
is available with only a few keystrokes using the Equity 
screen (F8), allowing students to quickly access a 
company’s filings, news, and financial information and 
to compare with other peer firms. The Bloomberg Quote 
(BQ) function provides a snapshot of the equity including 
key statistics such as earnings, dividends, and price 
ratios, along with a comparison to other companies. A 
list of analysts’ recommendations, price targets and price 
target time periods and a consensus rating about the 
company’s stock price is available using the ANR (Analyst 
Recommendations) function. 

Figure 4. Comparable Analysis Screen of Hewlett-
Packard Co., Source: Bloomberg
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to the company can be added to the graph such as 
acquisitions, dividends, and debt offerings, as well as 
major news and macroeconomic announcements. With 
the use of Bloomberg students are able to find the needed 
information to conduct a thorough analysis of a company 
even with limited time for data gathering.

conclusion

With a scarcity of time each semester to cover the desired 
course topics, Bloomberg reduces the time required 
to gather data, freeing up valuable time for analysis. It 
offers seamless data conversion from Bloomberg to Excel 
for further study. Traditionally, students would spend 
80% of their time gathering data, but only 20% of their 
time conducting analyses. With easy access to reliable 
data, those numbers can be reversed, allowing students 
more time to analyze the data and examine the results, 
better preparing students to be problem solvers, not 
just data gathers. As students evaluate data and analyze 
results, their level of understanding deepens. Knowing 
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Bloomberg’s functions for finding 
and retrieving data gives students an 
added advantage as they go to work 
for companies that use Bloomberg 
terminals. Demonstrating knowledge 
via the Bloomberg Aptitude Test 
further helps students differentiate 
themselves. In an increasingly 
competitive job market, the need for 
students to know, do, and become 
requires students to be adept problem 
solvers and decisions makers in a data 
rich environment. 

With such rapid advancements in 
technology, the challenge is to adapt 
and incorporate those changes to 
improve the educational experience 
for students and better prepare them 
for the job market. As Abraham 
Lincoln taught: “It is not ‘can any of 
us imagine better?’ but, ‘can we all do 

better?’ The dogmas of the quiet past, are inadequate to the 
stormy present. The occasion is piled high with difficulty, 
and we must rise with the occasion. As our case is new, so 
we must think anew, and act anew.”2  y

Notes: 
1Bloomberg Publication: Know More, Do More, Bloomberg for Education.
2Lincoln, Abraham, Annual Message to Congress, Concluding Remarks, Washing-
ton, D.C., December 1, 1862.

Figure 5. Historical Graph Line Screen of Hewlett-
Packard Co. Source: Bloomberg

With a scarcity of time 
each semester to cover 
the desired course topics, 
Bloomberg reduces the 
time required to gather 
data, freeing up valuable 
time for analysis. 



The Necessity of 
Meaning
CHARLOT TE CARLUS

It is obvious to everyone, especially to Latter-Day-Saints, 
that the Lord is hastening his work. We see it all around us, 
we hear it regularly from our Church leaders, and we feel 
the impact in our lives. Concurrently, events in the world 
and in this country are speeding up, constantly changing 
our environment (culturally, professionally, politically, 
etc.) and the conditions of our future. This fast changing 
world keeps presenting us with new demands and requires 
constant adaptation. This includes our teaching practices—
the content of our teaching, but also the manner in which 
we deliver it to our students. Today, innovative teaching is 
not just an intellectual fad, it is a necessity. Further, since 
the unstable economy simply adds to the pressure, we 
have reached a time when we have to do much more with 
significantly less (as Henry B. Eyring had prophesied1).

It is not surprising then that our University insists so 
much on the necessity of investing our time, mind, and 
creativity into innovative teaching practices. However, is 
there any limit to our teaching experiments? Are there 
safeguards that we should keep in mind? I was faced with 
these questions and had to try to find answers as I was 

asked to create advanced multilingual classes. The idea 
was to offer classes for students who learned a language 
(typically on their mission) not taught in a regular program 
at the university to keep studying these languages. How 
do you have 20-30 students in one class, speaking all 
kinds of languages (I have had 39 different languages so 
far), working on language acquisition while still being 
taught together and working towards a common goal? 
As I pondered, I came to the conclusion that whatever 
subject we teach, there will always be at least one common 
purpose: good teaching brings meaning to light. Whatever 
content I was going to choose for these classes, whatever 
method I was going to use, I had to make sure that the 
teaching which was going to take place, coming from me or 
the students, would be meaningful.

From a young age, I have been fascinated with 
psychoanalysis and the works of the human mind. I was 
particularly inspired by the writings of Viktor Frankl, an 
Austrian psychiatrist. According to him, the main drive 
in anybody’s life is the search for meaning (hence the title 
of his most famous book: Man’s Search for Meaning2). 
Someone who has meaning in life will be emotionally 
and intellectually more apt to face any situation, will try 
to change one’s attitude rather than events if that is not 
possible, and will, generally speaking, be more enduring. 
Now, as Viktor Frankl puts it, “...[M]eaning is something 
to discover rather than to invent.” This idea should make 
sense to any believer in God and His plan. Meaning 
precedes our existence; it is the origin of our existence. But 
at the same time, we have to (re)discover this meaning 
through our existence (I am an existentialist in this sense). 
This is where our role as teachers is crucial: we have to 
make sure that through our teaching we bring meaning to 
light. If this meaning is in accordance with the principles of 
God, the Spirit will testify of its truthfulness, our students 
will receive a feeling of fulfillment and enlightenment, and 
their lives in turn will be truly enriched and strengthened.

So, to come back to my language puzzle class, I had to 
put together a system and curriculum that would not only 
provide a real opportunity for language acquisition, but 
would also offer a possibility for meaningful experiences 
individually and as a class. With that purpose in mind, 
I asked the students to read/listen to cultural material 
(literature, news, etc.), write research papers in their own 
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language, and then share with the rest of the class what 
they had learned. Then, as a class, we analyzed the different 
topics they had to study and present, drawing general 
conclusions, but with the advantage of having different 
perspectives provided by the various viewpoints. Many 
students have commented in their evaluation of the course 
that this course had been truly eye-opening to them, and 
had helped them not only better understand the language 
and culture they were studying, but also the world in which 
we live. Here is an example of an assignment that we do 
in the Language 400 class. The students have to read and 
watch the news in their language of study several times 
during the week. Then, at the end of the week, by a certain 
date and time, they have to post on the class “newsblog” a 
summary of the national and international news of their 
country for this week. Before the next session, the whole 
class has to read this “newsblog” and we discuss the news 
as a group. The students answer the questions of other 
students about what they posted or what is going on in 
their country of study, and I, as the teacher, also bring 
information to help them understand what is going on in 
this world more clearly. Thus the students work on reading 
and listening comprehension in their language of study, 
but also have an opportunity to share their knowledge, 
and last but not the least, we follow the admonition of the 
Lord in D&C 88:79 to study “things which are at home, 
things which are abroad; the wars and the perplexities 
of the nations, and the judgments which are on the land; 

and a knowledge also of countries and of kingdoms.” Here 
are a few comments from the students’ evaluations about 
this assignment: “With culture and civilization we have 
a tendency to see things from one side or another on 
the news but rarely do we have the chance to see it from 
multiple angles. I really enjoyed that about the class.” “She 
really made us realize what is going on in the world and 
the consequences of each country’s action.” “The news blog 
was very interesting. I really enjoyed the discussions on the 
subjects in class, and the perspectives that different people 
incorporated and the connections that were made by them 
and through them.” “This class was a truly eye-opening 
experience for me.”

I had to make sure that the 
teaching which was going to 
take place, coming from me 
or the students, would be 
meaningful. 

We live in complex times which are becoming more 
and more challenging and demand constant adaptation. 
This has a direct impact on what is required from us as 
teachers. But whatever we come up with and try in our 
classes, we should ensure that it truly leads to the discovery 
of deeper meaning. Innovative teaching just for the sake 
of innovative teaching can turn out to be a true disaster. 
In other words, applying the letter of the Learning Model 
without understanding the spirit of it can have a worse 
result than having no Learning Model at all.

Innovative teaching is a necessity, but meaningful 
innovative teaching is an even greater necessity, especially 
in the times that we are going through. y

Notes:
1Elder Henry B. Eyring, A Steady, Upward Course, Brigham Young University–
Idaho Devotional, September 18, 2001
2Frankl, V. E (I. Lasch, Trans.)  Man’s Search for Meaning: An Introduction to 
Logotherapy.  New York:  Washington Square Press, 1963.



Engagement Gives 
Learning Meaning
K ARL A L AOR ANGE

“Can we do that? Can we do what Dr. King did?” The 
unanticipated question hung in the air as twenty-eight 
sets of fifth grade eyes focused on me. My classroom 
was filled with students who had little in the way of 
material possessions and often felt powerless to make 
a positive change for themselves. As a teacher of these 
impoverished students, I felt their pain and desire for a 
better life. My mind flooded with doubts. Would I have 
the courage to teach my students correct principles and 
let them govern themselves?

I was completing what I thought would be the final 
lesson in a unit about Dr. Martin Luther King Jr. with my 
fifth grade class. We had watched videos, read text, and 
listened to eye witness accounts of the events leading 
up to the Civil Rights movement of the late 1950s and 
1960s. We stepped back in time to learn of segregation, 
non-violent resistance as conceived by Gandhi and 
implemented by Dr. King, freedom rides, lunch counter 
sit-ins, and how these events impacted our nation. Dr. 
King’s book, Why We Can’t Wait, provided a concrete 
example of the non-violent resistance movement. 

Included in the book were ten commandments Dr. King 
required of his followers. The commandments included in 
the unit of study required observation of the ordinary rules 
of courtesy, performance of regular service for others, and 
refraining from violence in heart, tongue, or fist.

These commandments had opened my students’ minds, 
helping them to see that change could be brought about 
through polite responses and service to others, eternal 
and enduring truths that could guide them throughout 
their lives. This was in stark contrast to what many of 
my students had often seen and experienced throughout 
their young lives. Their minds had been opened as they 
embraced a new world of possibilities, where all had worth, 
regardless of race or social standing. As a young teacher, 
my satisfaction in knowing they had learned  
new, challenging content, while being presented with 
powerful tools that could empower them throughout their 
lives, was palpable.  

My feelings of satisfaction dissipated, however, as 
I focused my attention on the real question. Would I 
allow my students to use what they had learned about 
non-violent resistance to protest our school’s lunchroom 
conditions? My students felt they were not treated 
with respect by those who worked in the lunch room 
and were tired of being acted upon. Students reported 
demeaning comments from adults and demands to 
perform undesirable tasks such as dumping trays and 
wiping spills without a thank you or acknowledgement.  
For students who were surrounded by their own lack, 
these situations reinforced their perceived absence of 
worth and powerlessness. On the other hand, the adults 
involved were coworkers with whom I had worked for 
years. Elementary schools have long been the bastion of 
unquestioning adult superiority. These young students 
were often expected to follow directives without input or 
question. With each change in lunch staff, management 
techniques based on this premise were passed on and 
perpetuated. Morally I knew my students needed to act 
and use their agency to create positive change. I believed in 
my students and the power of children to change the world 
in a positive way, despite their young age. I knew allowing 
my students to apply what they had learned would have 
lasting implications for me, while my students would 
move on. I also knew that my students had engaged in 
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learning with their heart, mind, and soul and were ready to 
apply the principles they had learned.  Denying them this 
opportunity would invalidate their desire to learn and grow, 
both now and in the future.

I believed in my students 
and the power of children 
to change the world in a 
positive way, despite their 
young age. 

Fully engaging students in learning is an arduous task 
for any teacher, regardless of the age of his or her students.  
Christ, the master teacher, modeled how to engage 
learners throughout his ministry. He was able to engage 
the hearts and minds of those he taught, acting as a guide 
for reflection and enlightenment, as the learner came to 
understand eternal truths. Having been discussed for many 
years in educational research, engagement has recently 
become the focal point of educational reform. Engagement 
is more than participation or involvement. It requires a 
much deeper investment on the part of the student, one 
that entails feelings, sensemaking and activity (Harper and 
Quaye, 2009).  This kind of experience occurs as students 
use their agency as learners to act, rather than be acted 
upon. Compulsion has no place in engagement. As we look 
to Christ as the model for teaching, distinguishing aspects 
of engagement are understood.  Christ knew each of His 
students. He taught correct principles in meaningful ways 
and allowed his followers to determine for themselves 
how to apply His teachings in their lives. Christ did 
not coerce or compel others to apply his teachings. He 
allowed meaningful discussion and examination of the 
truths taught that included parables and examples of how 
truth, or lack thereof, affects the course of one’s life. By so 
doing, Christ honored the agency of the learner.  These 
principles serve as a guide for teachers who seek to engage 
their students in learning.  My students’ engagement had 

surpassed that of their teacher. They were ready to apply 
and act upon their learning without direction from me. 

My fifth grade students had never been exposed 
to Ghandi, Dr. King, the Civil Rights Movement, or 
nonviolent resistance. This history and content engaged 
them because it challenged their understanding, showed 
the challenges of generations that had gone before them, 
and the sacrifices made by others for the freedoms 
Americans enjoy today. This unit also caused my students 
to question their own identity and beliefs about the worth 
of others.  This powerful combination of content and 
human rights evoked both a cognitive and emotional 
response, resulting in a depth of learning I had not 
anticipated. This experience taught me content matters. 
Students crave new content and ideas.  They want to 
see ideas through multiple perspectives.  As learners, 
students thrive when asked to think about the value of 
what they are learning and find their own meaning of 
truth as they ponder and prove their own learning. When 
designing course content, teachers must ask themselves 
what enduring principles and truths do students need to 
endeavor to understand in order to expand their thinking 
and abilities.  That said, one must be cautious in assuming 
that just because content is new it will be interesting and 
meaningful to students.  Content becomes significant 
when students are grappling with ideas, determining how 
to apply the knowledge learned to their life and using the 
knowledge to create something new to them as a learner.  
These experiences deepen learning and require students to 
make meaning of what they are learning.  

Before a teacher can fully engage students, he or she 
must come to know each learner. Readiness matters.  As 
teachers, our focus is most often on mastery of content. 
An understanding of students’ prior knowledge is a key 
component to designing experiences that engage students 
deeply in learning, and help them understand and use 
new content. Understanding what students do and 
don’t know empowers the teacher to design curriculum 
that is customized to the unique understandings of 
each class and student. Pre-assessments yield powerful 
and rich data, showing areas of strengths and deficits 
that inform course design and requirements. Specific 
content can then be quickly reviewed or studied in-depth, 
depending on the readiness and needs of students.  This 



critical step in engaging the learner is a daunting task. It 
requires time to develop reliable questions and probes 
that can be administered, scored and reported efficiently 
for immediate use. It requires diligence to analyze the 
assessment and revise the information as needed. 

Gaining an understanding of the knowledge students 
already possess interests most educators. Knowing students, 
however, goes far beyond assessment and evaluation of 
prior knowledge. It includes developing an understanding 
of students’ interests, how they learn best, and of the types 
of teaching methods that will spark discussion and create 
opportunities for students to formulate new constructs and 
associations to previous learning. Students always make 
their own meaning of what they learn. We can leverage 
personal experiences to deepen the learning experience 
by asking students to apply their learning to their own life 
experiences. This means the teacher must be a learner. He 
or she must be willing to allow ideas to be challenged as 
students explore their new concepts from various vantage 
points, trusting that this examination will lead students to 
understand true principles rather than memorize content 
that can now be found at the click of a button. Knowing the 
learner involves trusting your students and yourself.  

During the Martin Luther King unit, one of my fifth 
grade students shared with pride that his grandfather had 
shot and killed a black man.  The class was silent as he 

disclosed this story that 
was an affront to what 
most students had come 
to understand. I can still 
see this young man’s 
face as he looked at me, 
knowing I did not agree 
with what he had shared. 
He was challenging me to 
contend with him. I felt 
myself fill with emotion, 
boiling with indignation 
that he had not come to 
understand the struggle 
of black America. I also 

knew that my reaction had to embody what we had learned 
about respect for others, even those who may differ from 
me personally. If we are to act as influential guides who 

engage students at every level, we must respect differing 
viewpoints. I looked at the young man who seemed to 
be smirking at me and acknowledged that such acts did 
occur. That each of us must determine what we will learn 
from the past and how we will allow that knowledge 
to shape our future. I believe my response provided a 
far more important lesson than memorizing dates and 
events. Honest sensemaking can only be realized when 
students are given the opportunity to learn eternal truths 
and then allowed to formulate their own opinions. I can, 
however, still feel my heart race knowing this child had, 
for the time, come to a different understanding than I 
had planned. I have come to realize, that regardless of 
the teaching methodology, students formulate their own 
opinions and shape their own learning. We can require 
them to support our ideas and notions in order to pass 
a test or class, but students will, in the end, shape their 
own understanding of the concepts learned. Engagement 
occurs when teachers act as facilitators and engage 
students’ hearts and minds, leading them to know and 
understand truth.

The methods we use to convey knowledge and deepen 
understanding have a significant influence on the level of 
engagement found in the classroom. There are a plethora 
of strategies and practices that will engage students. When 
teachers step aside and students are asked to apply their 
new found learning in realistic situations, sensemaking 
and feeling combine, creating an engaging, powerful 
learning experience.  Students become an apprentice, 
honing skills as they synthesize knowledge and discern 
truth. The role of the teacher is to design experiences 
that allow students to explore, test, and possibly fail, 
in an academically safe environment that recognizes 
and rewards effort, and attempts more than simply 
memorizing a set body of facts or concepts. Although this 
foundational knowledge is necessary, methods that ask 
students to investigate possibilities and evaluate solutions 
forge enduring understandings.

Once again I pondered the question. Would I allow my 
students to use what they had learned about nonviolent 
resistance to protest the school lunchroom conditions? 
My response surprised both my students and myself. I 
would support my students in their protest under one 
condition. Twenty-eight sets of eyes fixated on me, 
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waiting for the stipulation. I asked each student to 
agree to follow the ten commandments outlined by Dr. 
King, promising that regardless of the response to the 
lunchroom boycott, the students would only respond 
with kindness or silence. I made it clear that if even one 
student violated this requirement, I would no longer 
support their effort. They all agreed. First, students 
discussed what they would do for lunch the next day. 
Because these students were impoverished, almost every 
child had a lunch provided for them at no cost to their 
family. This protest would require sacrifice on their parts. 
Students discussed what would be done to insure each 
member of the class had a lunch, providing assistance to 
one another as needed. Next, two student representatives 
were selected to meet with the principal to share their 
concerns and the details of the planned protest. Students 
left school that day armed with a desire to make a 
positive change and a plan to make it a reality.    

Each student was true to their word. Every member 
of the class brought a lunch from home, leaving twenty-
eight unserved school lunches. The students completed 
the lunchroom tasks they had previously been assigned. 
Although negative comments were stated directly to 
students regarding the lunch boycott, they responded 
with kindness or said nothing. Classroom representatives 

again met with the principal to 
discuss their concerns. Students left 
this meeting with no agreement or 
plan to address their stated grievances. 
As a class, students agreed to a second 
day of protest with a surprising result. 
Students from other classes joined 
the boycott, also bringing a lunch 
from home. As the protest entered 
day three, with more students again 
joining the cause, the representatives 
met with the principal and lunchroom 
manager to discuss their collective 
concerns. In the end, some of their 
stated grievances were addressed. 
Others were not. My class determined 
enough progress had been made and 
agreed to end the boycott. 

The following day students entered 
the lunchroom with hope and a bit of trepidation. Unsure 
of the response they would receive, I too held my breath 
as we walked to lunch. They were pleased to discover 
the agreement had been honored and revisions made 
in lunchroom operations. Beyond the study of Dr. King 
and nonviolent protest, my students found their voice 
and learned they could use their agency in a constructive 
way to transform their world. These students taught me 
engagement gives learning meaning. It reaches to the heart 
and soul of the learner, requiring each individual to act. 
Rather than passive students who mastered content, my 
students became empowered scholars. I was humbled and 
honored to be a part of their journey. I discovered that 
in empowering my students to engage in applying their 
learning we were both forever changed.  y
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Lessons in 
Circumlocution
ROBERT COLVIN

If you look up the word “circumlocution” in the dictionary, 
you’ll see the irony: there are many synonyms for it.  
These are circumlocuted ways of saying “circumlocution.”  
Writers have addressed this topic. Jorge Luis Borges wrote 
dizzying stories about the precise nature of meaning, or 
perhaps, the meaningless nature of precision. (Just exactly 
WHAT am I trying to say here?)  Dickens describes 
the “Circumlocution Offices” in the London of “Little 
Dorrit.” The endless, round-and-round red tape of the 
British government is magnificently exposed. Dickens’ 
description of bureaucratic circumlocution is (again, 
ironically) spot-on.

As language teachers, we encourage circumlocution.  
We tell students things like, “If you don’t know the word 
for ‘apple,’ describe it!”  What we receive is a deliciously-
mangled sentence with poor attempts at other vocabulary 
words like “round,” “food,” and “bite.” Somehow, in 
Spanish anyway, everyone gets the “rojo” part of it. The 
positive outcome of our demand for circumlocution is that 
we’ve encouraged speech and instead of saying just one 
word, the student ends up using several.  Circumlocution 

is both vital and necessary as we move toward proficiency 
in a second language.

Some may argue that the skill of circumlocution does 
not apply to their field. I boldly call these people “wrong,” 
with no beating around the bush.  All kidding aside, I 
believe that circumlocution is an essential skill for reaching 
proficiency in any skill or field of study.  I look to my own 
experience with math as an example.  I remember a high 
school teacher who tried to teach me a certain formula 
which would lead me to correct solutions. I struggled with 
this approach. I could never remember the formula and it 
seemed confusing to me. It wasn’t until I slightly modified 
it in a way that made more sense to me that I was then 
able to reach the correct answers from a different angle.  It 
worked and although I circumlocuted the original formula, 
my approach worked for me every time.

Circumlocution means flexibility. As instructors, we 
should question the rigidity of our methodologies, and 
always commend the circumlocuted approach to the 
learning outcomes that we have set up for our courses.  
Clearly, we must be careful. Reading the book jacket is not 
an appropriate circumlocuted approach to the assignment 
of reading the book itself (again, a high school reference).   

 What if we pull back from our busy lives as teachers 
and try to view the trajectory that our careers have taken? 
We may notice times of wild circumlocution from our 
original expectations that came with our advanced degrees.  
The Ph.D. may indeed stand for “Pretty Hard to Deviate” 
because we felt certain of our abilities and locked into a 
career path based on our level of expertise in that area. 
BYU-Idaho has a healthy tradition of asking us to “Rethink 
education” and perhaps go around the easy, smooth career 
path that we all anticipated.  Teach until July? OK.  Teach a 
foundations course on Pakistan? Sure.  Develop an online 
course? Why not?  Just as language learners learn how 
to successfully circumlocute with the language to move 
toward proficiency, for teachers at BYU-Idaho, the full and 
proficient use of our talents may indeed require us to skirt 
the obvious career path and approach our work from a 
different angle. y

Just a few comments by the Spanish Professor who served his mission in Argentina, 
studied at Vanderbilt University, and has taught at BYU-Idaho for 11 years.

P E R S P E C T I V E  |  4 2



C O L V I N  |  4 3

CALL FOR 
PAPERS
We are accepting articles for an array of topics: 
collaboration in teaching, religion in teaching, 
innovative teaching ideas, and assessment & 
outcomes.

We would like to issue a call to faculty to submit short 
articles devoted to any of these themes and would like to 
have each college represented. Articles can range in length 
from 1800 to 3000 words (approximately 6-12, double-
spaced pages of text). If willing to submit an article or if 
you have questions, please contact one of the editors for 
Perspective or send an email message to: 
Perspective@byui.edu



I have seen firsthand what President 
Eyring talked about when referencing 
the graduates of BYU-Idaho as being 
“legendary.” Those students are 
not successful because of me but 
because of them.

JIM HOPL A


