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photos preserved and provided by Special Collections & Archives and encourage all faculty to make use of 
this excellent resource.



in this issue oF perspective

Two years ago I attended a national conference for my respective profession. In one 
particular session, a discussion ensued about the importance of becoming better 
teachers. During the discussion many of the participants deliberated about how 
little time they had to develop their teaching skills. They discussed their research 
obligations, credit loads, and other responsibilities. When I commented how BYU-
Idaho supported us by offering brownbag luncheons, development hours (80/20), a 
faculty teaching conference, etc., my comment was met with disbelief.

Having been a teacher, at that point, for less than four years, I was naïve to what other 
organizations provided for developing teaching skills. This experience forever solidified 
my appreciation for the emphasis that our institution places on becoming good teachers. 

Recently, I sat in a meeting where a ballpark figure of hours was tallied up. This figure 
represents the estimated hours and faculty experiences accumulated through trainings 
coordinated by the Learning and Teaching Committee. In 2013 it is estimated that 
there were about 3,651 hours of participation with 3,795 individual faculty experiences 
provided. In addition, this ONLY covers the efforts of the Learning and Teaching 
Committee. It doesn’t include additional development opportunities offered through 
Instructional Development (i.e. SCOT, guest speakers, new faculty trainings, etc.). 

One of the finest examples of this practice is the annual faculty conference. Every 
winter each of us receives an invitation to submit to present at this conference, 
and some of us decide to share, while many of us decide to be partakers of shared 
insights. Regardless, when autumn rolls around, we can choose to be edified!

I have found that the commitment to attend this event has blessed my students 
and has helped me to become a better teacher, at times, completely revamping the 
structure of my class to implement new learning. With the patience of the students, 
the blessing of the Spirit, and the imparted knowledge of the conference presenter, 
magic happens in the classroom!

As we as a team developed this issue, our goal was to capture the learning and greater 
depth of the sessions offered. Recognizing that many of us would want to reference 
a session we attended or were unable to attend, the presenters graciously agreed 
to create a summation of their presentations and in some cases greater depth of 
information regarding the presented subject matter. 

This issue contains research regarding how effective reflection is in the classroom, 
how feedback (positive and negative) can create a growth or stagnant mindset in our 
students, how to help to create self- reliance and personal responsibility for learning 
within our students, and much, much more!

We hope that this issue will be a resource of how to improve teaching in order to 
strengthen the students we have the opportunity to serve. 
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When ephraiM hanks accepts the 
invitation to bless another, What 
is the role oF ephraiM hanks?  
 
This question has been with me since my family attended 
the movie, Ephraim’s Rescue earlier this summer. The film 
depicts episodes in the life of Ephraim Hanks, a Mormon 
pioneer who participated in the rescue of individuals in a 
stranded handcart company and gained a fair reputation 
as one who possessed the gift of healing. Multiple times, 
Brother Hanks was present as miracles occurred – 
physical ailments disappeared as he brought life and 
vitality through his work. 

As a member of the West Main Ward, I began to 
wonder, are people currently stranded on the west main 
plains – unable, unsure, or uncertain how one would 
realize safety and peace? If I were determined to join a 
rescue effort, to minister to those stranded on the west 
main plains, what would be my role? 

The question of role is central in my thoughts. I 
continually ask if the work I am doing is the work I am 
supposed to be doing. What is my role as a learner and 
a teacher? What is my contribution? My invitation to 
you is to develop your own questions regarding your 
practice and allow the framework of doctrine, principle, 
and application to become active in your development of 
possible answers. 

So, back to Ephraim Hanks – the gifted pioneer. What 
is the role of Ephraim Hanks in the process of healing? 
Perhaps Ephraim is, himself, the healer. I assume many 
spoke of his work in that way. He, Bro. Hanks healed me. 
Is Ephraim the healer? Is it possible that Ephraim is the 
wordsmith? His role is to organize words in such way that 
healing follows. In this case, we would call on Bro. Hanks 
because he will know what to say and we can count on his 
presentation to be powerful. 

Maybe Ephraim is the keeper of the bottle. He 
remembers the words to consecrate oil and always 
carries a few drops on his person. Call Ephraim, they’d 
say. He has the tools that will heal you. Could it be that 
Ephraim’s role is to walk in faith and strict obedience? 
Through personal preparation he could offer a service of 
discernment and recognize a will beyond his own. What if 
Ephraim’s role was invitational? He could be a conduit to 
faithfully connect need and power. 

Just as I’ve wondered about the process of healing, I 
continually wonder about my role as a learner and teacher. 
I wonder if I am the teacher or the learner – the orator 
or the listener, the one to be prepared, to bring the tools, 
to invite needed change. As outlined by Elder Holland a 

“Let Us Go On 
Unto Perfection”
Hebrews 6:1
DAVID MAGLEBY

If I were determined 
to join a rescue effort, 
to minister to those 
stranded on the west 
main plains, what would 
be my role? 
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decade ago, I see a close relationship between teaching and 
healing. Elder Holland refers to Matthew’s New Testament 
account to demonstrate a connection as we come to 
recognize the Savior’s way. Referring to the work of Jesus 
Christ, Elder Holland invites us to consider the following:

“Now, the teaching and the preaching (of Christ) we 

know and would expect. But we may not be quite as 

prepared to see healing in the same way. Yet from 

this earliest beginning, from the first hour, healing is 

mentioned almost as if it were a synonym for teaching 

and preaching. At least there is a clear relationship 

among the three . . .As with the Master, wouldn’t it 

be wonderful to measure the success of our teaching 

by the healing that takes place in the lives of others?” 

(Jeffery R. Holland, Ensign, Jan 2003).

What then is My role as a 
learner and teacher? My hope 
is to illustrate portions oF My 
personal journey to Wrestle  
With this question. a question  
i  see as having great Worth.

I am usually content to give thoughtless gifts. As 
“receiving gifts” is not my personal love language, I have 
a hard time seeing how it might be significant to others. 
So, I’m standing in Deseret Book, browsing, when I notice 
Elder Bednar’s likeness on a marketing video. I turn my 
attention to the screen and gradually recognize I am 
watching the DVD that attends Elder Bednar’s book, 
Increase in Learning. A couple of brief encounters with 
Elder Bednar as president of this university solidified my 
belief that I could learn from him, so I attended to the 
presentation. What happened next holds great significance 
in my learning journey, and given a favorable spirit, will 
hopefully illustrate the heart of my message. 

Just as I’ve wondered about the process of 
healing, I continually wonder about my role as  
a learner and teacher.

The DVD segment, playing on the screen, was from 
an open discussion with a group of young adults. The 
picture was of a classroom setting with Elder Bednar 
responding to participant questions. A young man 
in the audience stood and asked, “How can I use the 
framework of doctrines, principles, and applications in 
something as simple as home teaching?” Elder Bednar 
invited those assembled to use the framework to consider 
home teaching and led with a question about how we 
tend to “fix” home teaching in branches and wards. He 
then related examples of tools that might be applied to 
enhance home teaching and suggested, if we stop to think, 
“Most attempts to remedy home teaching are focused on 
different applications.” Elder Bednar then proceeded to 
explain that understanding doctrine and principles would 
be the key to change and posed a further question. “If I gave 
to each of you men a little piece of paper and said, jot down 
the doctrinal reason for home teaching and if you can think 
of some scriptures that go along with it, do that too, would 
we get the same answer from all of you brethren?”

you Might consider accepting this 
invitation beFore reading Further. 

Standing in Deseret Book that afternoon, I recognize 
something despicable in me. After approximately 30 years 
of doing home teaching, I couldn’t answer Elder Bednar’s 
question. I had a thought here and there – but I wasn’t 
confident I had a solid doctrinal understanding of the 
work I had diligently pursued for 30 years. That doesn’t 
mean I don’t report 100%. That means it didn’t matter if  
I reported or not because lives weren’t changing due to my 
effort. Healing was not frequent enough. 

On that day, standing in the book store, I saw things 
as they really are. Understanding became clear and 
obtainable and necessary. Doing home teaching was no 
longer sufficient – I would become a home teacher. Doing 
learning tasks was no longer sufficient – I would become  
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a learner. Playing school or teacher was no longer 
sufficient – I would become a teacher. Applications or 
tools or process steps simply would not suffice for a deep, 
abiding understanding of doctrine and principle that 
would guide my actions. 

hoW Would you invite a student to 
learn or love or serve or teach? 

Consider this example of the framework used to 
communicate a devotional address given by Bro. Gerald 
Price, a former employee of BYU-Idaho. These are 
my notes from his presentation. As you reflect on this 
example, consider what Elder Bednar wrote regarding the 
three elements of the framework: 

doctrine:  A gospel doctrine is a truth – a truth of 
salvation revealed by a loving Heavenly Father. Gospel 
doctrines are eternal, do not change, and pertain to the 
eternal progression and exaltation of Heavenly Father’s 
sons and daughters. 
principle:  A gospel principle is a doctrinally based 
guideline for the righteous exercise of moral agency. 
Principles are subsets or components of broader gospel 
truths. Principles provide direction.  
application:  Applications are the actual behaviors, 
action steps, practices, or procedures (we could easily add 
outcomes and process steps) by which gospel doctrines 
and principles are enacted in our lives. 

In his devotional address Bro. Price views Stewardship 
as a truth of salvation. Attending principles provide 
guidance for us to exercise our moral agency. What 
responsibility or availability actually look like – that is left 
to us, as it should be. We are all cast members, except this 
is not a pretend fairyland. As President Clark has proposed, 
it is a kingdom – and it is moving forward – and we have a 
role to play in learning and teaching. I am confident that a 
deep understanding of principles and doctrines will prepare 
us to accomplish our role more sufficiently. 

At BYU-Idaho, we have developed a learning model 
that contains five principles. Although the thrust of this 
conference was toward application of those principles, my 
position would be to turn the other way – to the doctrines 
that undergird the principles. As in Elder Bednar’s 
invitation with home teaching, I assume many of us might 
have trouble outlining the five principles of the BYU-
Idaho learning model without peeking – let alone having 
those principles and attending doctrines dwell deep in 
our hearts. I know, as I’ve reviewed these principles in the 
past months – I anticipate further growth in my ultimate 
understanding of their meaning. 

the pattern

• DOCTRINE 

  ‧ Stewardship (personal / professional commitment)

• PRINCIPLES 

  ‧ Love 

  ‧ Agency 

  ‧ Available 

  ‧ Responsibility 

  ‧ Accountability

• TOOLS

gerald price. BYu-idaho devotional. 26 July 2005.
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From the moment the learning model came to be – 
collectively, we have viewed the principles as – well,  
you tell me. 

We find the following quotation in a current description 
of the learning model on the BYU–Idaho website 
explaining innovative learning and teaching:

“This approach, called the Learning Model, is based on 
three key steps: Prepare, Teach One Another, and Ponder 
and Prove.” 

•	 Based on steps – like home teaching is based on a 

monthly visit? 

•	 Based on steps – like understanding is based on 

completing the assigned reading?

•	 Based on steps – like Christianity is based on going  

to church? 

•	 Based on steps – like teaching is based on presentation? 

•	 Based on steps – like agency is based on doing what you 

are told? 

I once had a brief conversation with a seminary / 
institute teacher. I asked him, “In the end, ultimately, what 
is it you want to see from your students – what would be 
their demonstration of learning?” What on this campus 
we would call an outcome. He answered, “Read the 
scriptures.” I pressed him further, “The desired result of 
your experience with your students is that they will read 
the scriptures?” “Yes,” he responded. 

Let’s be clear – it’s a learning model. Reading is an 
action – something one would do – hopefully to learn 
– to understand – to change – to repent – to grow – to 

build – to create – to become. I hope reading is part of a 
university experience. Reading and writing and thinking. 
I’m not suggesting it is unimportant, simply that it is 
insufficient. Quizzing me on my reading isn’t going to 
answer any significant question. What is the project from 
which reading the scriptures or any other significant text 
would follow? Invite them to the project and allow them to 
recognize reading as a necessary step. Let’s not be content 
to call the steps the learning just because steps are easy to 
measure and fit nicely into percentage points. 

The work of learning and teaching, accomplished 
through BYU-Idaho or anywhere, is not based on doing 
– on steps. Learning and teaching are based on eternal, 
unchanging truths of salvation. Which, I admit, I only 
sort of understand. This work is too precious to pretend – 
like I pretend to understand home teaching. 

Consider these words from Elder Holland. “Therefore, 
what?” I think that is what the Savior answered day in 
and day out as an inseparable element of His teaching and 
preaching. His sermons and exhortations were to no avail 
if the actual lives of His disciples did not change.

“Therefore, what?” You and I know that too many 

people have not made the connection between what 

they say they believe and how they actually live their 

lives. (Jeffery R. Holland, Ensign, Jan 2003).

These are the words of Elder Holland in an Ensign 
article from a decade ago, Teaching, Preaching and 
Healing. In an Ensign article this month, Elder Holland 
urges us to turn from ignorance – to repent of this sin of 
not knowing. The article reads:
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“What seems to me to be the supreme initial bond in 

our lives is simply not to know enough. Let me say with 

all the intensity I have that nothing will hurt you more 

than what you don’t know. I believe that we will be 

indicted for the resulting bondage that we incur and that 

we will serve some sentence in this life or the next for 

that which we fail to learn.” (Jeffrey R. Holland, Ensign, 

Sept. 2013, p. 20).

If a better way is available – and we choose not to seek 
it – if we are capable of leading from ignorance and we 
believe our current state is sufficient – what have we done? 

Some of you will recognize the name of John Dewey, a 
progressive educational reformer in the early 1900s. John 
Dewey was a proponent of doing. I trace portions of my 
own educational practice to the call of John Dewey to 
be active and engaged. The trouble with Dewey and his 
doing is it doesn’t matter much what doing is done. I have 
found doing without understanding to be shallow. I have 
found understanding, through principle and doctrine, to 
be a powerful influence toward righteous creation. Might 
I suggest, before we arrive at application perhaps we first 
dig to understand doctrine. 

Consider a couple of gems that reside in the original 
documents of the learning model. 

“Many in the secular world are often adrift and 

anchorless. Only an education which educates for 

eternity has the wholeness which humans need. When 

we separate learning from divine moral truth it quickly 

deteriorates into a restless, roving search for meaning 

and often drifts into a sensual selfishness.” (Edward L. 

Kimball in The Teachings of Spencer W. Kimball,  

1982, p. 387.) 

“A skilled teacher doesn’t think, ‘What shall I do in 

class today? but asks, ‘What will my students do in 

class today?’; not, ‘What will I teach today?’ But rather, 

‘How will I help my students discover what they need 

to know?’ The skilled teacher does not want students 

who leave the class talking about how magnificent and 

unusual the teacher is. This teacher wants students who 

leave talking about how magnificent the (subject) is.” 

(Virginia Pearce, Ensign, November 1996, p. 12.) 

Now, I am likely speaking to an audience who gets it. It 
has been an interesting few days with the mixed messages 
of how great we are doing versus how far we must go. It 
may be true that the comments about changes needed 
were directed at me. I may be the one who has yet to fully 
understand things like:

•	 Eternal education

•	 How our disciplines come together to form a whole. 

•	 What is actually magnificent about Algebra – frankly, I’d 

be thrilled to have a student explain to me what Algebra 

is. Oh, they can do it – don’t worry about that. But do 

they know what it is? 

•	 I see a large cross section of our student body 

“teaching” public school students. I attest they are not 

yet clear what learning is. So, if you do have it figured 

out – please, teach them – and me. 

At first glance, the scripture Hebrews 6:1 is a bit 
confusing. With the assistance of footnotes however, 
much more useful. It reads, “Therefore, not leaving the 
principles of the doctrine of Christ, let us go on unto 
perfection.” 

Perfection becomes possible through the Atonement 
of Christ. Thereby, we might overcome weakness, 
shortcoming, ignorance, and hurt. The BYU-Idaho 
learning model is based in principles and truths of 
salvation. Let’s accept the model as our own. For us, as 
faculty. That we might receive the healing powers and 
position ourselves to lend the same. Learning must 
be rescued from an exercise of doing to a pattern of 
becoming. 

Without understanding, we are in the difficult spot of 
justifying current practice rather than transforming that 
practice. Learners and teachers alike must understand if 
I only do what I’m prodded to do – we haven’t yet come 
to understand. My journey became clear as I recognized 
the pattern – of repentance – that I needed to heed that I 
might gain ground on the path of perfection. 

What is the role of Ephraim Hanks? To realize 
perfection in ourselves and others. To create environments 
where that journey of healing can occur. My hope is not 
to be content with a third of the equation – the doing. My 
hope is to come to understand healing. To become a healer. 
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Box Canyon 
Excursion
raFting trip reFlections
MIKE GODFREY

The sun filters through the trees as the river glides over 
the rocks. A fly fisherman casts his line right behind the 
rock, hoping to land that record German Brown. A mixed 
group of musicians, outdoor enthusiasts, engineers, and 
a collection of experts in other areas drift past, ready for 
the big rapids that never come. They discuss the river, the 
fine sunshine that will turn wintery soon, the cormorants, 
kingfishers, osprey, and bald eagles soaring overhead, the 
moose they saw earlier, and the deer or elk they hope to 
see. They even notice Hereford cows grazing along the 
bank, comparing them to rocks and telling tales of the old 
farming days. Most of all, they discuss their past and what 
links them together; a university that is about an hour’s 
drive south.

Sixty miles away, a much larger group huddles over 
their computers typing hurriedly and stressfully. They 
quickly meet with colleagues as the deadline of next 
Monday and the return of students loom ever closer.  
They don’t feel the soft breeze—except the air 
conditioner—and completely miss the joyful, relaxed 
camaraderie of meeting new friends. They escape the 

feel of a waterfall’s cool shower as it cascades over a cliff. 
They can’t see the basalt walls that make this a mostly 
inaccessible Box Canyon. 

As the final days of summer drift into memory, the 
Faculty Conference Box Canyon raft trip seems very 
appropriate. It is a time to process the morning, discuss 
ideas with old and new colleagues, experience first-hand 
the natural beauty of the area and, most of all, get some 
all-important down time. This is nature at her finest,  
and the rafters are ready Monday morning, in more  
ways than one.

raFting reFlections
PHIL MURDOCK 

On Wednesday, 11 September, 3 vans—one pulling a 
trailer stacked with three yellow rafts—drove north from 
campus into the Island Park Caldera. The destination 
was Box Canyon, a three-mile stretch of the famed 
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Henry’s Fork of the Snake River. At the launch site below 
Island Park Dam, several faculty run the shuttle while 
Phil Murdock (English) gears faculty and reviews safety 
procedures. Then it was into the current for 22 BYU-Idaho 
faculty. Jeff Slagle (English) and Mike Godfrey (Home 
and Family) guide the other two rafts. The first hundred 
yards are slack water, giving crews time to practice paddle 
maneuvers called out by the guide; “Left side forward, 
right side back” yields a quick clockwise pivot, useful 
as the rafts rounded the first bend and slid into the easy 
class II rapids at the confluence with the Buffalo River. 
But this is a scenic float, and after the first bit of choppy 
water it is time to enjoy the scenery and learn some 
natural history. The Box creates a microclimate. Buried 
in a lodgepole pine forest, the shallow canyon supports 
a narrow strip of massive Douglas Fir. Manning the fir 
snags are the feathered fish hunters—osprey, kingfishers, 
and cormorants. We see they have competition as we pass 
several drift boats.  

Halfway through the canyon, the rafts stop at a waterfall, 
where the more adventurous climb the volcanic talus to 
sample the cold water. All too soon, the rafts round the 
final bend to see the waiting vans. Then it is some heavy 
lifting and strapping, and a lovely drive back to Rexburg 
with good company.

Mike Godfrey guides  
and gives thumbs-up. 
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Collaborative 
Conversations
JANIEL NELSON

It is not new to many of us the “the single biggest 

problem bedeviling attempts to improve education is a 

profound misconception about what it means to actually 

know something” (Caine & Caine, 2001). Despite 300 

years of educational reform, much compulsory and post-

compulsory education still follows a largely transmissive 

approach, which “tend[s] to equate knowledge about 

the world with direct knowledge of the world (Caine & 

Caine, 2001).” This article will explore how contemplative 

pedagogy can shift teacher education from knowledge 

about the world to direct knowledge of the world.

“Everything is separated and connected.” “What is, is 
always in process.” “Order is present everywhere.” These 
statements, as well as others, constitute the beginnings 
of “a Framework for Holistic Thinking.” In education we 
use the term “framework” to mean “a basic conceptual 
structure of ideas.” For example, “the whole is greater 
than the sum of its parts” is another statement of “holistic” 
thinking, used in home and family management as an 
underlying principle of systems theory. This emphasis on 

the whole and the interconnectedness of its different parts 
is appropriate for the eclectic, interdisciplinary field of 
management. Also, as individuals and families are part 
of larger behavior and environmental systems, it makes 
sense to view them as parts of a whole rather than as 
isolated units.

Home and family management is one of many, many 
areas of study that collectively use statements that can be 
classified as holistic thinking. For example, psychologists 
might say, “Thinking processes are frenzied and 
sequenced;” while sociologists are interested in, “Conflict 
and cohesion are separately connected in families.” 
Economists would chime, “Families are an economic 
unit;” and cultural anthropologists would agree that “you 
cannot talk your way out of problems you behave yourself 
in to.” What conceptual structure of ideas does your area 
of expertise bring to mind? What deep, contemplative, 
collaborative conversations could your students have 
when challenged with a list of holistic thinking statements 
from your content area?

Learners and teachers 
act for themselves and 
accept responsibility for 
learning and teaching.

I attended the Lilly Conference in Bethesda, MD. 
One of the workshops was titled, “Deep Engagement, 
Contemplation, Collaborative Conversation, and a 
Framework of Holistic Thinking.” The presenter, Rupert 
Collister from George Brown College, believes that “all 
learning should be relevant to the lived experience of the 
course,” which is a restating of Learning Model principle 
#4: Learners and teachers act for themselves and accept 
responsibility for learning and teaching. Regardless of 
subject matter, Dr. Collister follows a similar classroom 
structure based around collaborative conversation and 
holistic thinking. Students come to class with chapter 
information read, then watch a short video or engage in 
some other form of stimuli. Afterwards, he displays his list 
of holistic thinking statements, and has students engage 
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in a collaborative conversation, each student building on 
what the other shares. He uses this technique throughout 
the semester and as he reads students journals, he notices 
how students’ lives are transformed.

For our workshop, Dr. Collister showed us the video 
of “Power of Ten Zoom Out.” This video has you begin 
at a single point on earth and watch as that single point 
expands into the universe, outside the Milky Way and 
beyond, seeing stars and planets pass before your eyes. 
You are left with this deep, profound sensation of the 
vastness of the universe and how insignificant you can 
seem when compared to this great expanse. Then, Dr. 
Collister displayed his list of holistic thinking statements 
and had us participate in a collaborative conversation with 
other workshop members, sharing any/all impressions/
insights during the video by connecting them with a 
holistic thinking statement.  
(see below):

Everything is separated and connected 

What is, is always in process 

Reality consists of matter, energy, and meaning 

Order is present everywhere 

Inner and outer reflect each other 

There is always more than meets the eye 

The whole is greater than the sum of its parts 

Everything comes in layers 

Everything is both part and whole simultaneously 

Reality is both linear and non-linear 

Rhythms and cycles are present everywhere 

Stable systems resist change; dynamic systems  

exist by changing 

The whole is contained in every part

Someone commented that “you couldn’t help knowing 
and feeling that ‘there is more than meets the eye’ as 
we continued throughout space.” Another’s thought 
was, “Everything in space seemed both separated and 
connected; connected as in sharing the expanse of the 
space, but also separated in that each planet, star, and 
galaxy was its own entity.” Sharing our insights and 
impressions and building on each other’s contributions 
helped me as a learner realize that I was responsible for 
my own learning, that I could contribute to someone else’s 
learning, and they could contribute to mine.

After this innovative and inspiring presentation, I 
decided I could use this strategy with my own students. 
I began with enrollees in my Home and Family 
Management class. Students came to class having read 
Chapter 14, “Managing Tomorrow.” This chapter talks 
about preparing yourself and your family for the changes 
ahead in technology, household innovations, health 
care and the food supply. Because we also study Stephen 
Covey’s 7 Habits of Highly Effective People, I showed 
students the last video in the series called “Leave a Legacy” 
that asks who has made a difference in your life and 
recognizes that we leave a legacy whether we choose to 
or not. Every choice ripples out to affect others and is the 
legacy left behind. I then displayed an altered version of 
Dr. Collister’s holistic thinking statements (see below) by 
adding some additional statements from the content we 
studied throughout the semester: 

Where there is risk, there is opportunity 

Through our choices, we define our lives 

Life management is a way of thinking and acting 

If something can go wrong, it will 

Planning creates and relieves stress 

Sharing our insights and impressions and building 
on each other’s contributions helped me as a 
learner realize that I was responsible for my own 
learning, that I could contribute to someone 
else’s learning, and they could contribute to mine.



Everything is separated and connected 

What is, is always in process 

Order is present everywhere 

Inner and outer reflect each other 

There is always more than meets the eye 

The whole is greater than the sum of its parts 

Everything comes in layers 

Rhythms and cycles are present everywhere 

Stable systems resist change; dynamic systems  

exist by changing

I video-taped students’ collaborative conversations; some 
of their comments included:

 “I liked the one that says ‘everything comes in layers.’ 

I’ve learned a lot from Covey’s 7 habits of highly 

effective people. It’s important to know all those habits 

are not going to happen overnight. You do have to take 

time to work on them and it will be a lifelong process. 

Just keep working on it and be your best self.”

“I like the one that talks about ‘through our choices we 

define our lives’ and how Dr. Covey talked about how 

leaving a legacy and the choices we are making now 

define the legacy we are leaving.”

“To go off that, our choices show what we value so 

when we make a decision, whatever we choose shows 

what’s important to us so how we’re making our 

choices shows what we want in our lives and that’s how 

we define ourselves is by those decisions and those 

choices so we want to make those good things so we 

leave a good legacy behind us.”

“I like the part that says ‘the whole is greater than the 

sum of its parts.’ It reminds me of Badger Creek and 

how when we worked together in our groups, we 

were able to accomplish things that we wouldn’t have 

been able to accomplish on our own. It’s important 

to remember that we can accomplish more together, 

especially in our families, and with work that we learn 

from each other and work with each other.”

“I feel like ‘if something can go wrong it will’ is an 

attitude choice. If you are expecting something to 

go wrong it will. You can think the opposite too. If 

something can go right it will. Our attitudes play a big 

difference on which way it goes.”

“I think that ‘where there is risk there is opportunity’ 

goes along with that. It is really scary to take risk, but 

there is opportunity to learn, to grow, and to progress. If 

we just take the risk, we will open doors of opportunity 

in our lives and learn to grow.”

These statements demonstrate how learners acted for 
themselves and accepted responsibility for their own 
learning, as well as teaching other’s what they learned. 
These students understood the holistic thinking 
statements and took time to think deeply and contemplate 
their meaning so they could engage in a collaborative 
conversation with each other. An exercise as this will not 
only have our students critically thinking about what they 
know about the world, but also know of the world. 
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Be Ye Doers of 
The Word

DAVID ALLEN

“But be ye doers of the word, and not hearers only, 

deceiving your own selves. “For if any be a hearer of the 

word, and not a doer, he is like unto a man beholding his 

natural face in a glass: “For he beholdeth himself, and 

goeth his way, and straightway forgetteth what manner 

of man he was. “But whoso looketh into the perfect 

law of liberty, and continueth therein, he being not a 

forgetful hearer, but a doer of the work, this man shall 

be blessed in his deed.” (James 1:22–25.)

In my experience both in life and in school I have found 
the best learning comes as we apply what we learn. By 
applying principles in every course, we follow a basic 
principle of being doers and the doctrine of becoming. 

“But be ye doers of the word, and not hearers only, 
deceiving your own selves…. “(James 1:22–25). Dallin 
H Oaks said; ”The Apostle Paul taught that the Lord’s 
teachings and teachers were given that we may all attain 

“the measure of the stature of the fullness of Christ” (Eph. 
4:13). This process requires far more than acquiring 
knowledge. It is not even enough for us to be convinced 
of the gospel; we must ACT and think so that we are 
converted by it. In contrast to the institutions of the world, 
which teach us to know something, the gospel of Jesus 
Christ challenges us to BECOME SOMETHING.  (Oct. 
2000, The Challenge to Become. Dallin H. Oaks) 

A study of adult learning theory and practices in higher 
education often focus on reaching higher thinking such 
as analyzing, evaluating and creating. Bloom’s taxonomy 
even places applying at the lower end of his taxonomy 
(remembering, understanding, applying, analyzing, 
evaluating and creating). However, at first look at the plan 
of salvation- applying appears to be central to God’s plan.

Abraham 3: 

24 And there stood one among them that was like unto 

God, and he said unto those who were with him: We 

will go down, for there is space there, and we will take 

of these materials, and we will make an earth whereon 

these may dwell;

25 And we will prove them herewith, to see if they 

will do all things whatsoever the Lord their God shall 

command them;

26 And they who keep their first estate shall be added 

upon; and they who keep not their first estate shall not 

have glory in the same kingdom with those who keep 

their first estate; and they who keep their second estate 

shall have glory added upon their heads forever and ever.

Why is it that some students are responsive to 
this principle and others are so far from acting for 
oneself in the learning process?
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As the learning model embraces, “acting for yourself 
and accepting responsibility for learning and teaching” 
seems easy enough in principle, but why is it that some 
students are responsive to this principle and others are 
so far from acting for oneself in the learning process? It 
seems as though many are just focused on the grade and 
not on learning. My twelve years experience here has truly 
changed as application, doing the word has become a 
paramount part of my courses. 

Have you ever stopped to ponder the circumstances that 
surrounded the prophet Joseph Smith’s declaration after 
reading James 1:5 in Joseph Smith’s History 1:12 ? “Never 
did any passage of scripture come with more power to the 
heart of man than this did at this time to mine. It seemed 
to enter with great force....” Wow! If only our students 
could receive the words we bring to them like that! Three 
principles that play out here in the life of Joseph Smith 
that might explain why he had such an experience: he 
was an honest seeker, he had a true problem, and he was 
spiritually and emotionally immersed in the learning. 
Interestingly, I have found in my own research—and more 
recent adult learning theory—more emphasis on creating 
questions to develop honest seekers of truth, problem 
based learning, and affective learning. 

I have in my own experience set up application 
experiences that create opportunities for affective 

response to learning along with real life dilemmas that 
in turn promote real life question of honest seekers of 
truth. Examples from the teacher education program 
are practicum experiences and case studies associated 
with course work. Not case studies developed by others 
and studied, but actual case studies carried out with real 
children/students that need help. 

I have noticed a few other examples across campus 
that move to this real applying level. One is the business 
department’s student-run enterprises. I can get some 
great food for a pretty good price by visiting one of these 
small business operations. Think what the BYU-Idaho 
student is learning about- cost of running a business, 
location, competition and management. Another example 
on campus is the communication department’s video 
productions. About a year ago I had some communication 
majors come to me about making a video about 
promoting special education. I met with them a few times 
and by the end of the semester they had made three videos 
that are now being used by the State of Idaho and our 
department to promote early childhood special education. 
Wow, talk about learning how to negotiate between, what 
they as the movie-maker wanted and meeting the needs of 
a department and a state organization. Others that I have 
seen are the Pathway’s student-to-student mentoring, the 
English department’s real life grant writing, Secondary 
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Education’s teaching via technology and the intern 
program for off-campus experiences.

You might be saying to yourself, but my subject area 
does not lend well to application. It appears to be true that 
some subject areas are more natural for applying, but all 
subjects can be applied at different levels. I was asked to 
teach a teacher education course on being responsive to 

Real Embedded Simulated Case Study

culture and diversity in the classroom. I really wanted the 
students to apply what we were discussing, but the class 
size was typically large and each student had experiences 
that were vastly different from each other. I could not 
create practicum with a diverse student population for 
them to practice the strategies on. So I asked the student 
to choose principles they valued from class, reflect on 
their significance and then create their own application in 
their everyday lives. This assignment really changed the 
dynamic of the class. The assignment was really little work 
for me as the instructor (outside of grading). And, with 
the exception of the required write-up, the actual applying 
of the concepts was just part of everyday experiences for 
the students. However, what I saw was students adopting 
principles in their life, talking about them in class and 
showing deep learning for the principles associated with 
the course. 

From my experiences, there are at least four ways to 
effectively apply content from a class. The first two were 
essentially described above and appear to create the 
greatest depth in learning. The first is the actual real life 
experience, where you apply your 
knowledge in a real experience. 
This requires finding an internship, 
practicum or an assignment that 
requires you to do something real. 
The second is creating or embedding 
your learning into the life you are 
already experiencing. This is easy and 
does not require setting up anything 

These first-hand and hands-on experiences 
change the learning in the classroom.

outside of training the students in course to understand 
what changing your behavior looks like and how to 
document it.

The third level of application is simulation. Simulation 
requires some work by the instructor, but lends ways 
to understanding how to use the content of the course. 
The instructor must set up an experience in which the 

students are required to use the knowledge being learned 
in a contrived experience. If I was math teacher for 
example, a simulation would be setting up an experience 
that is hands-on in your class that would require them to 
use algebra. For example, using algebra to determine the 
strength of magnets or to level a two-arm beam scale with 
different materials moves the abstract concepts into reality 
that can be later applied in more complex computations. 
Simulations are great for physical sciences and social 
sciences. I remember using students we grabbed from the 
hall to replicate (at smaller scale) social science experiments 
to show the difference in gender. These first-hand and 
hands-on experiences change the learning in the classroom.

The fourth level is where most instructors start when 
trying to move their content to applied level. This level 
is using case-studies often written and experienced by 
someone else. I have found that they are effective and that 
they do bring the student to see how to apply especially 
if they are realistic and carry some level of human 
reality and emotion. However, if not carefully written or 
selected, it is like using a story problem in math. The case/
story may create connections between the content being 
learned and something more real, but does not create real 



dilemmas nor affect for the problem. Deep learning is 
usually associated with solving problems and with some 
level of emotional response to the problem and resolution.

These four levels are on a continuum and I find that the 
first-hand, real experience level is far more life changing. 
These experiences get to the hearts of the students. The 
applications have less of an effect the less real they become 
and thus the deepness of the learning diminishes as the 
application experience moves from real to embedded 
application, simulation and then case study. 

What I have found as I have put application experiences 
into my courses is that students are expressing what I 
hoped they would express. Instead of getting scores on 
tests and papers I hear them speak from their heart and 
with conviction the principles they should have learned. 
They are “doers” and are “becoming” what they need to do 
to be effective professionals, parents and saints.

Deep learning is usually 
associated with solving 
problems and with 
some level of emotional 
response to the 
problem and resolution.

P E R S P E C T I V E  |  1 4



Act Well  
Thy Part:
What I Have Learned From 
Theatre Arts That Can Help 
Learners And Teachers To 
Accept Responsibility  
For Learning.
RICHARD J.  CLIFFORD

Brigham Young, speaking at the dedication of the newly 
built theatre in Salt Lake City, astutely observed, “Upon 
the stage of a theater can be represented in character, 
evil and its consequences, good and its happy results 
and rewards, the weakness and the follies of man, the 
magnanimity of virtue and the greatness of truth. The stage 
can be made to aid the pulpit in impressing upon the minds 
of a community an enlightened sense of a virtuous life. . .” 

The rigors of the classroom are likewise intended to seek 
that same “greatness of truth,” through proper processes, 
knowledge and skills. But like the theatre, unless learners 
are actual participants, immersed in acts of learning, the 

“enlightened sense” that President Young foresees will be 
lost to passivity and ignorance. Could the theatre, with its 

emphasis on immersive action, provide us with models 
that inspire active participation in the classroom as well?

In answering this question, I am drawn to four 
practices employed to produce theatre. Using them in the 
classroom has produced fruits that help me discover how 
learners and teachers can better accept responsibility for 
learning and act for themselves. 

These are the practices:

1. prologue/epilogue

Shakespeare starts his tragedy Romeo and Juliet with a 
prologue:

Two households, both alike in dignity, 

In fair Verona, where we lay our scene, 

From ancient grudge break to new mutiny, 

Where civil blood makes civil hands unclean. 

From forth the fatal loins of these two foes 

A pair of star-cross’d lovers take their life; 

Whose misadventured piteous overthrows 

Do with their death bury their parents’ strife. 

The fearful passage of their death-mark’d love, 

And the continuance of their parents’ rage, 

Which, but their children’s end, nought could remove, 

Is now the two hours’ traffic of our stage; 

The which if you with patient ears attend, 

What here shall miss, our toil shall strive to mend.

There is little question what will transpire in the “two 
hours’ traffic” ahead. But Shakespeare has more up his 
sleeve than simply introducing the plot. He uses this 
prologue to invite the audience to attend with “patient 
ears,” and promises that the collective “toil” of presenter 
and attendant will mend what is now amiss. This prologue 
is used strategically to invite participation. By identifying 
the basic plot at the beginning, the playwright has freed 
us as an audience from worry about what will happen 
to focus more on how or why it will happen. The same 
principle may apply to the class. But instead of a sonnet, 
an instructor may, for example, introduce the learners 
to major questions that need solutions, freeing them up 
to discover the higher-level functions of how it applies or 
why it matters.
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The BYU-Idaho learning model encourages students 
to note and review what they have learned. At the end of 
Romeo and Juliet, Shakespeare has the character of the 
Prince invite all to, “Go hence, to have more talk of these 
sad things…” Such an epilogue could be used to prepare 
learners to connect compartments of learning with each 
other by making mental or practical connections between 
their daily homework and the classroom activities, to sum 
up activities in class or lab, or to illustrate the through-
line of units of study and even entire courses. 

2. act Well thy part/role playing

Imagine this scene: The cast for a play arrives on the first 
day of rehearsal full of energy and excitement for their 
new roles. From the King and Queen, who are onstage 
most of the play, down to the Second Spear Holder from 
the Left, who is mostly ornamental, each player learns how 
his or her role has been assigned to enhance individual 
dramatic moments of the play. 

Contrast the group of actors with a group of students in 
a Foundations Humanities class. Part of the preparation 
for the day includes a small group discussion about two 
contrasting articles on beauty. Imagine the dynamics of 
each group. What is different? 

The major difference is that one group understands 
how their contribution matters. The first group is given 
a set of understood parameters and specific tasks that 
invite their creativity and agency. The second group is 
given a task, but left to themselves. As Dee Fink and 
others have established—in both ad hoc groups and longer 
term cooperative learning—when learners understand 
both the goals of the team assignment and what their 
individual contribution will be, the group functions with 
higher levels of both efficiency and satisfaction. Assuming 
roles within team and group work helps define specific 
parameters for the assignment and instills a sense of 
accountability for individuals and groups. And, role-
playing is ideal not only for group assignments, but also 
can be used as a strategy (rather than just a learning 
activity) to greatly enhance the overall class experience 
for learners and teachers. When teachers and learners 
spend time identifying and understanding that their 
role as “Learner” or “Teacher” requires them to prepare, 
participate and share, the classroom can become a 
dynamic theatre of individuals “act[ing] for themselves” 
(see 2 Nephi 2).

3. the play Within the play

German playwright and theorist Bertolt Brecht had a 
mission. He feared that audiences would get caught up in 
the emotions of the story and miss the implications of the 
ideas and actions. Importantly he feared that the apparent 

“magic” of the theatre would pacify the audience instead of 
spurring them to action. Using metatheatrical strategies, 
he drew attention to the acting technique, costuming and 
technical trappings of the theatre in an effort to focus 
the audience on the themes, ideas and implications of 
the drama. Metatheatre is loosely defined as the quality 
or force in a dramatic setting that challenges the play’s 
claim to be merely an extension of reality. In other words, 
utilizing metatheatrical technique is akin to describing 
how a magic trick is done. When we “show the magic,” we 
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focus on the technique and simultaneously, we are forced 
to confront our own level of understanding (or naiveté!). 

In a similar fashion, Steven Chew and others have 
demonstrated how metacognition— a person’s awareness 
of his or her own level of knowledge and thought 
processes—is vital to learners’ success in academia. 
Chew’s work reveals that, “Weaker students typically 
have poor metacognition; they are grossly overconfident 
in their level of understanding. They think they have 
a good understanding when they really have a shallow, 
fragmented understanding that is composed of both 
accurate information and misconceptions.” 

Instructors who favor Learner-centered teaching 
understand that training in a content area must also 
include explicit skill instruction. Learner-centered 
teachers teach students not only the content, but also how 
to solve problems, evaluate evidence, analyze arguments, 
generate hypotheses—learning skills that are essential 
toward mastering material in the discipline, and toward 
self-reliant learning in the future. They “show the magic” 
by modeling and drawing attention to learning processes 
in general by focusing students on not only what they 
learned, but also how they learned it.

4. practice Makes perFect

It is unrealistic for a director to give actors a script and 
expect fully realized character portrayals at the first 
rehearsal. These discoveries happen incrementally and 
organically through repeated, sustained exposure gained 
by a lot of practice. It’s likewise unrealistic for teachers 
and learners to expect that encountering course material 
once will make them experts of that material. Students 
need to do more than just read or memorize, they need to 
engage with the material in meaningful ways for extended 
periods of time in order to master it. They have to practice.

In her Teaching Professor blog, Mary Ellen Weimer 
remarks, “Learner-centered teaching engages students 

in the hard, messy work of learning. I believe teachers 
are doing too many learning tasks for students. We ask 
the questions, we call on students, we add detail to their 
answers… I’m not suggesting we never do these tasks, but 
I don’t think students develop sophisticated learning skills 
without the chance to practice and in most classrooms the 
teacher gets far more practice than the students ...when 
teachers make all the decisions, the motivation to learn 
decreases and learners become dependent.” Weimer 
describes learning as hard and messy. Do we try to make 
classes too tidy by eliminating risk? Do we focus more 
on the end result than on the students’ well intentioned 
but often-clumsy efforts by doing too much for them? As 
I think about this dilemma, I wonder, do my preparation 
assignments motivate my students to practice the skills 
that will make them the kind of researchers, scholars, and 
life long learners that I envision them becoming? Or have 
I made the assignment too safe by removing the element 
of practice from them? 

These principles of prologue/epilogue, role-playing, 
metatheatre, and practice produce impressive results on 
the stage. Their foundations are established in the tenets 
of the learning model. The theatre, with its emphasis on 
immersive action, provides learners and teachers with 
viable models that inspire students and teachers to  
better explore “the magnanimity of virtue and the 
greatness of truth” and become active in accepting 
responsibility for learning.
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Faculty on 
BYU-Idaho 
Art Collection 
Excursion 
GER ALD GRIFFIN 

As part of the Faculty Conference this fall, faculty were 
given the opportunity to participate in a walking tour of 
the BYU-Idaho Permanent Art Collection. About twleve 
took advantage of the invitation. Hosted by Gerald Griffin, 
faculty member and art gallery director, and Kyoung 
DaBell curator and gallery manager, the tour started in 
the lobby of the BYU-Idaho Center.

The focus of the tour was to familiarize the participants 
regarding how artwork is selected for the permanent 
collection and also how it is considered for display in 
campus buildings. Questions ranged from the budgeting 
process and oversight by the administration to artistic 
appropriateness. Attendees were briefed on how matters 
of style, taste and statement are considered by gallery 
personnel in determining the placement of artwork.

Gerald Griffin explained the philosophy that guides the 
selection of works of art for campus. Using the example of 

the BYU-Idaho Center, he related President Clark’s desire 
to create an atmosphere of spirituality and contemplation 
that would help prepare those who attend devotionals 
and other programs in that building. He mentioned the 
giclee reproduction methods that allowed Carl Bloch 
paintings to be enlarged for greater impact, while noting 
the original landscape paintings that are intended to 
remind people of the natural beauty of the Upper Snake 
River Valley.

Kyoung and Gerald guided the group through 
the Manwaring Center where the artwork takes on a 
significantly contrasting feel to that which is displayed in 
the BYU-Idaho Center. Kyoung explained to the group 
that the artwork in the Manwaring is more contemporary 
and less religiously-themed in an attempt to reflect the 
modern architecture and student culture present in that 
building. Attendees asked questions about the monetary 
value of the art and questions regarding security and other 
issues related to its display.

The group then moved to the Jacob Spori Gallery, 
located in the Spori Building on the north end of campus. 
Here the group was ushered into the exhibit preparation 
area and storage facility. They were allowed to see older 
and more valuable works of art, some of which are 
included in the Master’s sub collection of the permanent 
art collection. The history of how these works were 
acquired, their provenance, and questions relating to their 
display rounded out the tour.

Those who took advantage of the opportunity to 
see the inner workings of the art gallery and campus 
beautification program expressed their thanks and 
hopefully came away informed and enlightened. 
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Alone in  
the Lab:
Student Self-Reliance and 
the Principles of Accepting 
Responsibility and Acting  
for Oneself
GLENN DAYLEY

Let me begin with a parable:

the stapler

A certain student approaches the teacher to turn in  

his assignment. 

Student: Do you have a stapler? 

Teacher: Not with me. Why would I have a stapler? 

Student: Do you want the essays stapled?  

Teacher: Yes, as it says in the instructions. 

Student: But isn’t there a stapler here in the classroom? 

Teacher: I don’t know. 

Student: Is it all right if I turn in the essay unstapled? 

Teacher: I want it stapled. 

Student: But there isn’t a stapler. 

Teacher: Nope. 

Dazed and confused, the student wonders how life 

became so complicated.

This article concerns the student represented in this 
parable. I’m not talking about the top-tier student, the 
go-getter, the active, engaged, always prepared student, 
the one who pushes him or herself to learn, who pushes 
the teacher to teach better. I am also not talking about the 
bottom-tier student, the disengaged, the disgruntled even, 
the uncaring, chronically unprepared, the student who 
lacks even a drop of sincere desire to learn and grow. I am 
talking about the middle-of-the-road students, who seem 
to have grown up in a system that rewards mediocrity, 
that frowns at both excellence and failure, that smiles at 

“reasonable” effort, and that nurtures a sense of entitlement 
that equates entertainment with activity and learning. 

I admit, much of the time about issues that matter 
most in education, I find myself uncertain. I appreciate 
the observation of former US Secretary of the Treasury 
Robert Rubin (2004) that “Some people are more certain 
of everything than I am of anything.” I cannot hope to 
speak with the same admirable definitiveness of many 
researchers and observers of issues in higher education 
generally or issues at BYU-Idaho specifically. Nevertheless, 
I will share my research and observations concerning 
the need to encourage our students to accept greater 
responsibility for their learning.

In his inaugural response, BYU-Idaho President Kim 
B. Clark reviewed the three imperatives which were to 
guide this university. The first imperative has to do with 
improving “substantially the quality of every aspect of the 
experience our students have,” and he specifically noted 
the intellectual “dimension” as needing to “increase in 
its quality” (2005). In an address in October 2011, Clark 
again spoke of our need to improve everything we do at 
BYU-Idaho, saying, “…raising substantially the quality of 
what we do must be paramount.” The call to improve the 
quality of our students’ learning has been repeated again 
and again by Clark and other leaders on campus. Faculty 
members can play the major role in helping students 
experience the “deep learning” we want students to have 
while at BYU-Idaho (Clark, 2013).

As faculty, we should continually review our course 
designs, curriculum choices, teaching philosophies, and 
teaching methods, looking for ways to progressively 
realize the quality imperative. However, as an institution, 
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and reducing the relative costs than of discussing the 
imperative regarding quality. Our reluctance to focus on 
quality may be because it is the most personal and thus 
the most difficult of the three to assess and design specific 
steps to address. Enrollments and costs are fairly straight 
forward, but the quality of a student’s learning experience 
is not easily quantifiable in ways that offer specific 
guidance for improvement.

Students’ engagement in their own education is 
inextricably connected to the quality imperative. Efforts 
to improve quality that do not take into account students’ 
self-reliance as learners will ultimately fail. This essay 
introduces some areas for faculty to focus on as we seek to 
raise the quality of “everything” we do on campus. 

Due to space limitations, the print version of this article 
includes only the following sections: 

I-Learn And Teacher Dependency 

Self-Reliance First, Group Work Second

The full, online version of the article includes these 
additional sections:

But I Worked Hard On This Assignment 

Wow, Your Students Take Notes? 

Grubbing For Points 

Life-Long Learning What? 

Forget About Hard Things 

Conclusion

The online version can be found at http://tinyurl.com/
perspectivemagazine.

i -learn and teacher dependency

For learning to take place, regardless of the mode 
of instruction (e.g. face-to-face, hybrid, online), two 
ingredients are essential: engagement and desire. 
Simply having access to curriculum is not enough. If 
it were, public libraries, and now the Internet, would 
be sufficient to educate the world. The proponents of a 
MOOC-style education model make this “content and 

access” argument. My limited experiences with teaching 
and technology make me shake my head at the myopic 
eyesight of these MOOC visionaries. The percentage of 
students who possess the necessary internal desire and the 
self-discipline to stay engaged in learning, independently 
of external circumstance or influence, is very small.

The questions of engagement and desire must be 
answered in any learning situation. The dampening effect 
technology can have on engagement and desire should 
encourage teachers to continually evaluate how they use 
technology and how it influences students’ learning, for 
good or bad. This brings me to I-Learn or any Learning 
Management System (LMS).

For all the potential benefits I-Learn offers, we need 
to be aware of how we may be weakening desire and 
engagement in our students when I-Learn shifts from 
stagehand to one of the lead actors in the educational play. 
A brief table may illustrate what I mean:

 
student asks

Is this on I-Learn?

 

The slides and videos 

are on I-Learn, right?

Why isn’t the 

gradebook updated 

on I-Learn?

 
student Means

I don’t need to take notes 

or pay attention in class.

I can skip class, right?

 

I don’t know how I’m 

doing in the class without 

I-Learn telling me.

Some people are more certain of 
everything than I am of anything.

we collectively seem more 
comfortable discussing the 
other two imperatives of 
accommodating more students 

These types of questions from students signal we 
need to help students take control of their own learning. 
Though it may seem inconsequential when a student asks 
“Do I have to write that down?” it is not. Such a student is 
not yet a “life-long learner.” Such a student is coming from 
life experiences that have taught him or her to expect to 
be told what the minimum effort is required for “success” 
in the class. Such a student quickly learns to use the “what 



if calculator” on I-Learn to plan which assignments he or 
she can skip or perform poorly on and still keep the “B” 
he or she wants in the class. 

Such a student presents the teacher with a moment for 
possible life-changing instruction. If our answer to “Do 
I have to write that down?” is “No, it’s on I-Learn,” we 
may reinforce the student’s dependency on someone 
or something else for his or her learning. We must 
work to make I-Learn what it claims to be: a Learning 
Management System by using it wisely and remembering 
I-Learn is made for teachers, not the other way around.

Students may also become dependent in unproductive 
ways to the teacher. Just as students can learn to look to 
I-Learn for the quickest, easiest way to avoid the hard 
work of initiative and study, they can become overly 
dependent on faculty in similar ways. As teachers, how do 
we answer these types of questions from our students?

•	 When is this due?

•	 Can’t you just tell me?

•	 Would you send out a reminder?

•	 Do I really have to __________?

•	 What are your office hours?

•	 Where is your office?

•	 Is this going to be on a test?

•	 How many points is this worth?

•	 What is the answer?

•	 I can’t figure this out. What should I do?

•	 Do you really want us to bring our textbooks to  

every class?

How we respond to such questions can indicate how well 
we are doing in interacting with our students in ways that 
leave students more self-reliant learners.

In winter 2013, I taught a pilot version of a competency-
based Foundations of English 101 course, which turned 
nearly all responsibility for demonstrating learning over 
to the students, and, frankly, things didn’t go well. The 
students set their own deadlines, none of the scaffolding 
assignments leading to their final essay were awarded 
grades or points, and students were not required to 
participate in teacher-organized activities during class 
time. Lest I leave the impression students were left 
completely adrift, I must say students received the same 
instructions and had access to all the same resources for 
this project as students in my traditional FDENG 101. The 
major difference between the competency-based course 
and the traditional version was the lack of points and lack 
of enforced deadlines in the competency-based course.

I anticipated at least half of the students would complete 
the course by mid-term, and by the end of the semester 
only a few students would remain in the class. I was way 
off. At mid-term, no students had completed the course 
and no students had even submitted a first draft of their 
projects. No papers came in until week nine, and then, 
only two. So picture this: 22 students attending class and 

“working” on their research papers for nine weeks before 
only two students finished. In contrast, all twenty-five 
students in my traditional FDENG 101 course completed 
their projects by week six and had begun the next of two 
more major assignments.

The competency-based course, obviously, was intended 
to allow students to demonstrate a minimum level of 
competency in research and writing, and then they could 
be finished with the course. As it turned out, only eight 
students completed the course before the end of the 
semester. Two students, amazingly, attended class all 
semester but didn’t turn in anything. The other twelve 
students submitted their final drafts in the last week  
of the semester.

What was the problem? The graph below shows the 
students’ responses to this question. We asked the same 
question of the traditional class for comparison.

As the results indicate, the competency-based students’ 
biggest challenges related to the two areas the course 
was specifically designed not to overtly help them with: 
67% of the students reported they either didn’t have the 

Raising substantially the 
quality of what we do 
must be paramount.
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self-discipline necessary to complete the task, or, when 
left on their own, they couldn’t or wouldn’t work through 
the writing process without graded checkpoints along the 
way. The students in the traditional course struggled in 
these areas at a much lower rate. Remember, both courses 
received the same instruction and access to resources, 
but without a teacher assigning points to the scaffolding 
assignments, none of students in the competency-based 
course successfully completed the assignment in a 
reasonable timeframe. What does this tell us? For this 
course, the results seemed to indicate the following:

No points = no work 

No deadlines = no work 

No regularly occurring assessments = no work

After week seven, I panicked because no students had 
submitted papers yet. In an effort to salvage the course, I 
set a two-week deadline by which students had to turn in 
at least a rough draft. I threatened the students with a 10% 
grade reduction if they failed to turn anything in. Two 
weeks later a majority of the students submitted drafts.

Does this experience argue for hard deadlines and 
punishments to hold students externally accountable 
because they aren’t capable of holding themselves 
accountable? Does it argue for the opposite, that 
students actually need more opportunities to “choose for 
themselves” their learning and their success or failure 
in the classroom? How do we strike the correct balance 
between encouraging internal motivation and learning 
independence, hoping our students will become self-driven, 
life-long learners, and “forcing” students to compete tasks 

necessary for them to be “good” students, but perhaps 
failing to help them develop the internal tools necessary to 
sustain genuine learning now and in their futures?

Similar questions to these arose in another class I 
recently taught, ENG 321. Unlike in 101, students in this 
course are usually juniors or seniors, half are English 
majors and half are Web Design and Development majors. 
Many of them take the course expecting to develop 
additional skills necessary to help them get a job as soon 
as they graduate. They seem motivated by more than just 
grades. The projects that semester were challenging for the 
students, but certainly not outside the course’s outcomes 
or the students’ potential abilities. Adding to the technical 
challenge of the projects were some “real life” elements 
students had to contend with such as shifting deadlines, 
unexpected demands from clients, team dynamics, 
working with student teams from other classes, etc. All 
of the elements combined made me consider this one of 
the best courses I had ever taught. Many of the students, 
however, thought differently.

The real world nature of the course upset those students 
who just wanted a checklist (integrated into I-Learn, if 
possible) that they could complete, with specific points 
attached to each item that would update immediately in 
the gradebook upon completion. Also, some students 
were very uncomfortable when they would look to me 
for the answer to a technical or non-technical problem, 
and I would encourage them to do some research and 
brainstorm possible solutions on their own first.

Below are three line graphs that clearly show the blip 
downward in my course and instructor student evaluations 
from the course. We have to be careful how we interpret 
student evaluations; making drastic changes to courses 
and teaching approaches in reaction to specific student 
evaluation data may not always be warranted, as it is not 
always clear what the data mean. For example, the result 
from the course satisfaction question is extremely difficult 
to interpret. The data indicate that students at BYU-Idaho 
rate each course they take on average as “a little more” 
satisfactory than all the other courses they take!

Still, I do believe student evaluations can reveal how 
students perceived or experienced the course, which can 
be useful to teachers and institutions.  
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In my ENG321 course, it is obvious that  
a significant percentage of the students 
found the course less satisfactory to them 
than other students in my courses have 
in other semesters. Here are the graphs.

A thorough discussion of the value 
of course evaluations is beyond the 
scope of this article. My point here is 
to recognize how the ENG321 course 
design and methodology caused a 
noticeable drop in student satisfaction, 
including in the case of the “instructor 
feedback” ratings, in how positively 
students perceived specific actions by me.

The only significant difference from 
previous semesters of the course was the 
amount of freedom and responsibility 
the students had regarding their 
learning. The freedom students had to 
complete the projects, as well as the 
level of self-discipline demanded by 
such freedom seemed difficult for some 
students to manage. Also, my refusal 
to immediately respond to students’ 
requests for “help” when I thought they 
should struggle a bit and try to figure 
out the answers on their own, seemed 
to cause some students real heartburn. 
Here are several statements from the 
evaluations that semester:

It could’ve been really neat had it 

been implemented in the beginning 

with a clear, structured, and 

organized syllabus/schedule. 

He expected us to figure out 

everything on our own... 

It was just so frustrating and 

upsetting to have a teacher that 

didn’t know anything about what 

we were learning. 
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We need to be 
consciously aware 
of what group work 
is and isn’t doing for 
our students.

It would also help if the teacher set deadlines for us to 

complete the work. I know it would be best if we were 

grown up enough to set our own deadlines, but…

Ouch. The comments clearly indicate dissatisfaction 
with what I considered a great semester of challenging 
learning, growth, and accomplishment for the students. 
(And here I add that most of the students earned A’s or 

high B’s for their final course grades. Low grades were not 
the issue here—the students just didn’t like dealing with 
the “uncertainties” of the real world type of projects. The 
demands of self-discipline and responsibility for their own 
progress seemed to be too much for many of them).

As I pondered over these results, I wondered if perhaps 
there are things I could do to encourage students to be less 
dependent on me in ways that handicap their  
progress toward becoming self-reliant, life-long learners. 
Rather than claiming these as “Best Practices,” I’ll call 
them simply “Possible Practices,” representative of the 
types of steps we might take in our classes to reduce 
students’ academically unhealthy dependence on teachers 
and technology.

possible practices

•	 Offer answers to students’ questions that teach, not 

just supply information

•	 Resist demands to provide significant “help” to 

students the day before due dates, especially to 

students who have been disengaged up to that point

•	 Limit the number and duration of office visits for 

students who are becoming “addicted” to teacher 

assistance in order to perform well

•	 Hold students accountable for faulty or lazy thinking

•	 Hold students accountable for poor self-management

•	 Remember: I-Learn is made for teachers, not teachers 

for I-Learn

selF-relaince First, group  
Work second
Let me begin this section with its conclusion: the basic 
principle here is each student deserves personal, accurate 
feedback from his or her teacher on the student’s 
individual mastery of the knowledge and skills the course 
is created to teach. If group work can be incorporated into 
a course and still allow for the following of this principle, 
then all is well. If group work is an obstacle to the  
pursuit of this principle, it’s probably not worth  
including in the course.

Much has been written about group work, and the 
conclusions from the research are not definitive. For 
example, recently, Thomas J. Tomcho of Salisbury 
University and Rob Foels from the University of 
Connecticut (2012), conducted a meta-analysis of thirty-
seven previous studies on group activities, with all but 
four of the studies conducted since 2000.

Tomcho and Foels admitted that some of their findings 
were “counterintuitive” and even “contrary to the majority 
of literature” regarding group work. For example, they 
found that students in groups actually learn more when 
there is not a “group accountability component (as 
measured by a group presentation)” than when there is. 
They theorized group presentations increase the prevalence 
of team “loafers,” as well as often require students to be 
responsible for only one component of the overall project, 
leading to students failing to learn all of the course’s 
material (see also Bacon, 2005 and Slavin, 1990).

Tomcho and Foels also found the absence of peer 
assessment elements in group activities actually led 
to more “robust learning outcomes” than in group 
activities that incorporated peer assessment. They readily 
acknowledged such a finding counters studies that 
support the idea that peer assessment is associated with 
greater learning outcomes, but, they said, the data they 
analyzed from the thirty-seven studies “did not support 
this view.” They recommended, “teachers should carefully 



weigh the educational benefits [of peer assessment 
components] because the current data indicates a 
diminished learning effect is possible” when they are used. 
Another interesting finding from this study is group 
projects or activities seem to lead to better learning when 
they are brief—one to three class periods in length—
rather than long—one half a semester or longer—and 
when the teams or groups are regularly reconstituted.

My main point in citing this study is to suggest we take 
action carefully when it comes to how we use group work, 

Our reluctance to focus on quality may be 
because it is the most personal and thus the 
most difficult of the three to assess and design 
specific steps to address.
as the research on the subject is more mixed than we 
might realize.

Teachers need to teach students how to tell the 
difference between quality and junk, clear thinking 
and confused, deep learning and shallow. Group work 
needs to be designed with that responsibility in mind. 
As Wayne C. Booth (1988) observed, when “groups 
are examined they usually reveal the presence of only 
one or two scholars, who do a great deal of private 
thinking.” In my limited experience, no matter how 
group work is managed, there is a percentage of students 
who “skate” and a percentage who “do all the work.” It 
seems practically impossible for all students in a group to 
prepare thoroughly and participate “equally” or “fairly.” 
And why should this surprise us? In our courses, some 
students earn A’s, some B’s, and some C’s. Why would we 
expect students in groups to not perform according to  
a similar distribution?

Some learning outcomes may be best achieved through 
group work. My claim, which is nothing new, is we need 
to be consciously aware of what group work is and isn’t 
doing for our students. For example, some researchers 
claim long-term team activities are good for developing 

“students’ higher level cognitive skills in large classes, 
providing social support for ‘at-risk’ students, promoting 

the development of interpersonal and group skills, and 
building and maintaining faculty members’ enthusiasm 
for their teaching role” (Michaelsen & Black, 1994; see also 
Michaelsen, Jones, & Watson, 1993; Watson, Michaelsen 
& Sharp, 1991). These are worthy outcomes; however, in 
addition to these outcomes, will the students also learn 
the material the course is designed to teach, individually 
and thoroughly?

Many of our graduates will work as members of teams. 
Wouldn’t we expect the most productive team members to 

come to the project meetings and brain storming sessions 
as competent, independent thinkers and doers, well-
versed in their fields of endeavor? To put it crudely,  
a committee of dunces surely can’t be more valuable than 
a knowledgeable individual. In the business world, fifty 
years of research suggests knowledgeable individuals are 
more valuable and productive than teams or groups (for 
examples, see Dunnette’s 1963 3M experiments; DeMarco 
& Lister’s 1980s “Coding War Games;” Girotra, Terwiesch 
& Ulrich’s 2010 research on “group dynamics”). In any 
case, research on group work in higher education, as 
can be said of most research in higher education, is too 
contradictory for me to comfortably ride the group work 
pendulum as it swings back and forth.

Again, each student deserves from the teacher personal, 
accurate feedback on the student’s individual mastery of 
the knowledge and skills the course is created to teach. If 
group work allows students, individually, to learn and 
practice all of this knowledge and these skills, then all is 
well. If group work becomes an obstacle in following this 
principle, it may not be wise to include it in the course.

possible practices

•	 Assess each student individually for all learning 

outcomes
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•	 Use groups as sounding boards for individuals

•	 Require students to brainstorm or prepare individually 

first before allowing them to work in pairs or groups

•	 Design incentives that encourage individual 

performance that then leads to superior group 

outcomes

•	 Understand that group work is good for certain learning 

outcomes, but generally not for evaluation of individual 

knowledge or skill, especially if it takes the place of 

teacher feedback

For the rest of the article, including references, go to 
http://tinyurl.com/perspectivemagazine.



Post-
Conference 
Faculty 
Excursion 
to Special 
Collections
ADAM LUKE AND LAURIE FRANCIS

The excursion to Special Collections took faculty to parts 
of the world—Egypt, China, Germany, Iran, France—and 
back 4000 years, figuratively of course. Unique artifacts 
and materials from around the world and times gone 
past were on display for faculty to explore. We brought 
out our collections to give faculty an opportunity more 
often afforded their students, to see, and in some cases feel, 
materials that contributed to the history of recordkeeping 
in various forms: writing, inscribing, painting, carving, 
and printing. Seeing then became doing as excursion 
members printed on our Iron Acorn Press, a replica 

Grandin Press that printed the first edition of the Book of 
Mormon in 1830.

While the primary focus of this post-conference faculty 
excursion was to discuss materials from our history of 
print collection (items with the obvious WOW factor: 
1830 Book of Mormon, 1611 King James Bible, leaf from 
an original Gutenberg Bible) we took the opportunity 
to display a smorgasbord of primary sources and lesser 
known treasures in our care. Our hope was to encourage 
greater faculty interactions with the materials, and by 
extension, student discoveries. We often think of history 
or humanities disciplines being the main users of our 
sources, but items we have directly and indirectly benefit 
all departments on campus. That interaction with primary 
sources creates a tangible connection with the past, 
allowing faculty or students to directly touch the lives of  
records creators.

Whether local or global, we preserve unique items to 
help shape identity: identity with humanity in the case of 
our history of print items, or identity with campus in the 
case of our local and campus history materials. With the 
excursion and with all our orientations we do throughout 
the academic year, we hope patrons connect with our 
materials and come to an understanding of their own 
place in history through seeing and handling materials 
that contributed to the development of the present. 
Through these interactions we invite students and faculty 
to engage with a conversation about the past. 
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Beyond 
“Smart”: 
Creating a 
Growth-Mindset 
Culture in our 
Classrooms
LINDSAY LARSON CALL

Last semester one of my students, Rebecca, shared  
a poignant story of her journey to higher education.  
She explained, “As a child I was told I was slow and  
I could never go any further. But I know better now. It’s 
very hard for me, it takes me three times longer to do 
my assignments, but I can do it. It just takes time and 
endurance on my part.” As appalling as it is to tell  
a student they are slow or dumb, through decades of 
research Stanford psychologist Dr. Carol Dweck has 
concluded that telling students they’re smart can also 
have negative consequences because it can create a “fixed 
mindset” (Dweck, 2007).

In the fixed mindset, intelligence and talent are 
considered static and unchanging – one was born with  
a certain amount and no degree of effort will change it 
very much. People with a fixed mindset spend their  
energy “documenting” their intelligence and talent, rather 
than working to develop it. Because appearing smart is 
most important, a fixed-mindset individual tends to  
avoid challenges, give up easily when an obstacle arises, 
bristle at constructive criticism, and feel threatened by 
others’ success.

In the “growth mindset,” on the other hand, individuals 
believe their innate intelligence and talent are just  
a starting point -- they can always be further developed 
through hard work and dedication. The growth 
mindset allows people to see opportunities for learning 
everywhere: challenges and obstacles teach persistence 
and resilience; constructive criticism elevates work; and 
the success of others provides inspiration.

While identifying these psychological constructs 
has been groundbreaking in the field of educational 
achievement and motivation, the most exciting finding 
has been just how malleable these mindsets are. Through 
dozens of experimental studies, Dweck and her associates 
have shown that based on the type of feedback given 
to students, teachers can temporarily induce a fixed or 
growth mindset (Kamins & Dweck, 1999; Mueller & 
Dweck, 1998). Likewise, through explicit teaching over 
time, instructors can help students permanently move 
from a fixed mindset to a growth one. So how do teachers 
foster a growth mindset in their students? I will briefly 
suggest four domains through which we can create a 
growth-mindset culture in our classrooms.

eMbed the groW th Mindset in the 
course architecture

As teachers at BYU-Idaho, we have the privilege of 
teaching within a strongly growth-minded Learning 
Model. From the emphasis on hard work and agency 
to explicit teaching that by acting in faith students can 
transcend their natural talents, the Learning Model 
teaches students that their capabilities are never fixed. 
Requiring our students to study and learn the principles of 
the model will provide a strong foundation for developing 
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the growth mindset. Other assignments that implicitly 
support growth-mindset principles include learning 
plans in which students set their own goals for learning 
and must check in with them throughout the semester; 
student-choice activities which ask students to evaluate 
their own developmental needs and weaknesses; and 
semester-long projects that prompt students to create habits, 
overcome obstacles, and persist over a period of time.

insert groW th-Mindset principles 
in instructor interactions and 
Feedback

While supporting the growth mindset through our choice 
of assignments is useful, even more important are the 
specific messages we send students through grading 
feedback and praise. In a number of seminal studies 
starting in the late 1990s, Dweck and her colleagues 
compared students who were given “person praise,” like 

“You’re so smart,” with those who were given “process 

praise,” such as “You worked really hard at that.” While 
90% of those who received process praise were willing 
to try a harder task, only a small fraction of those who 
received person praise were willing. In addition, those 
who received process praise displayed greater persistence, 
more positive attitudes toward challenges, greater ability 
to cope with difficult experiences, and greater ability 
to identify problem-solving strategies. The underlying 
message from these studies is that when we praise 
students, we should do so in moderation and by focusing 
on things directly within their control: effort, habits, 
strategies, and choices.

In my own efforts to give effective feedback, I have 
a few rules I try to follow: never use the word perfect; 
never praise their speed; never compare their work to the 
work of other students (fixed-mindset thinkers are often 
preoccupied with perfection, speed, and competition); and 
always couple praise with at least one piece of constructive 
criticism. Constructive criticism turns out to be essential 

The growth mindset allows people to see 
opportunities for learning everywhere
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because children as young as seven years old scrutinize 
praise for hidden agendas. Once they reach the teen years, 
students often discount “praise to such an extent that they 
believed it’s a teacher’s criticism . . . that really conveys 
a positive belief in a student’s aptitude” (Bronson & 
Merryman, 2009, p. 20). After beginning my feedback on 
a positive note, I generally add my particular catchphrase, 

“To make your paper even better . . . ,” followed by one or 
two specific things that could be improved.

Beyond grading feedback, we can insert growth-
mindset messages in our interactions in both small and 
large ways. I mention my passion for the growth mindset 
in my welcome email, explain more in my initial notes 
(or syllabus), and rotate growth-mindset quotes in my 
email signature, all in order to plant seeds of the concept 
that I will later teach more explicitly. When working 
with struggling students, I avoid discussions of grades 
and instead ask them to focus on process-oriented goals: 
When and how long will you commit to study? What 
study strategies will you use? I also emphasize questions, 
requiring my students to include a specific question for 
which they are seeking an answer in every discussion 
board or paper assignment in order to receive full credit. 
I share a tutorial on how to ask good questions and why 
they’re so important, especially emphasizing the fact that 
much of the modern revelation we have was in direct 
response to earnest questions. My hope is that this breaks 
down the fixed-mindset illusion that “smart” people 
already know things, and don’t need to ask questions or 
put effort into seeking answers.

Sharing my own personal stories of fear, failure, 
struggle, and persistence has also been critical to creating 
this growth-mindset culture. I remember the first time 
I gave a 45-minute lecture about the growth mindset 
and how it could impact our parenting. I off-handedly 
mentioned that it was intimidating for me to use Adobe 
Connect because I am not technologically savvy but 

that I decided to face my fears anyway. Afterward I 
asked students to write a brief response about what they 
took away from the lecture, and I was more than a little 
surprised to find that about half the students specifically 
mentioned how comforting it was to know that their 
instructor was also nervous about technology and was 
learning right alongside them.

teach the groW th Mindset 
explicitly

In addition to trying to cultivate a growth mindset culture 
through my feedback and interactions, I also teach some 
specific lectures and tutorials on the growth mindset. The 
biggest hit with my students is when I share the concept 
of neuroplasticity and give examples of how the brain 
can develop new neural pathways throughout life. This 
is more than just interesting information; studies have 
shown that learning about the brain’s capacity for growth 
increased the motivation and grade point averages of both 
adolescents and college students (Aronson, Fried, & Good, 
2002; Blackwell, Trzesniewski, & Dweck, 2007).

Along with formal lecturing, I reinforce the concept 
of neuroplasticity when working with students who are 
already excelling in my classes by encouraging them to 
challenge themselves. When developing their semester 
projects or picking student-choice assignments, I often 
ask, “What type of project would challenge you the most?” 
I remind them that novel activities literally grow our 
brains! I also share tutorials on study strategies that can 
tap into the brain’s inherent capacity.

strengthen our oWn groW th 
Mindset

Well into her research, Dweck realized that students’ 
mindsets are only one half of the equation. During 
studies of how teachers’ mindsets affect their responses 
to students, she found that teachers in the fixed mindset 

Sharing my own personal stories of fear, failure, 
struggle, and persistence has also been critical to 
creating this growth-mindset culture.



were more likely to quickly jump to conclusions about 
student capabilities, even based on a single test score 
(Dweck, 2007). Again, this is when I am grateful to work 
in an environment that is influenced by the Learning 
Model; whenever I am struggling to recognize a student’s 
capacity, I reread part of the first principle (and share 
it with them): “The power we access through faith in 
the Savior allows us to exceed our natural limits and 
learn beyond our natural capabilities” (Learning Model, 
2007, p. 2). Not only are students not bound by their (or 
my) preconceived ideas about how “smart” they are, but 
through faith they can actually exceed their innate abilities.

One of the things that I love most about teaching is that 
when I encounter students like Rebecca, who struggles 
through her learning disabilities one class at a time, my 
own growth mindset is strengthened. I ask myself, “When 
have I given up because something didn’t come easily and 
how can her example motivate me to persist in the future?” 
Rebecca is just one of the BYU Idaho students  
that have reinforced the truth of my favorite growth-
mindset quote from sociologist Benjamin Barber: “I 
don’t divide the world into the weak and the strong, or 
the successes and the failures . . .  I divide the world into 
learners and non-learners.”
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Reflections At 
Mesa Falls
DAN MOORE

I enjoy opportunities to think deeply about Earth’s 
creation and development; to mentor students as we study 
Earth processes and history together; to visit interesting 
and beautiful locales; and to teach others. For me, the 
faculty-conference field trip to Mesa Falls mirrored each 
of these aspects of my life’s professional mission.

deep earth-thoughts 

Nature can teach us about God. One day we hope to live in 
Heavenly Father’s presence again. Then, we will learn from 
what He says and what He does. Today, we can do the same: 
we have His words in scripture and His works in nature. 
What have I learned from nature? For one: The Creator 
fashioned a developing Earth through law operating 
independently in complex systems. Another: Heavenly 
Father is perfectly patient and longsuffering. I love learning 
about Earth, and about God as I study His works.

Mentoring Future colleagues 
My students, colleagues, and I have studied the geologic 
history of Henrys Fork Canyon for several years.  

Our studies enlivened minds, honed skills, deepened 
friendships, and facilitated student entrance to graduate 
school. I enjoy working with the one as we unveil Earth’s 
secrets together!

interest in beauty 

Mesa Falls is beautiful to look at, but if you listen carefully 
with a trained ear you can hear the echoes of past volcanic 
fury reverberating off her walls. Her canyon records two 
huge granitic volcanic eruptions (1.2 and 0.63 million 
years ago) and four quiescent basaltic eruptions (743, 672, 
380, and 96 thousand years ago). Today, basaltic bath-tub 
rings on the canyon walls record the cutting of the canyon 
through the granitic deposits, and four episodes of partial-
filling by basalt and re-excavation by the river. It is fun to 
have eyes to see Earth’s record!

joyFul dialogue 

What I enjoyed most about the field trip was the chance to 
spend time with inquisitive colleagues. Hopefully, those 
who went enjoyed the trip as much as I did!
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Looking 
Backward, 
Living Forward: 
Reflection  
At BYU-Idaho
K AREN C. HOLT

In his diary, Danish philosopher Søren Kierkegaard (1960) 
wrote, “Life must be understood backwards. But ...it must 
be lived—forwards” (p. 111). During the Winter and 
Spring Semesters 2012, I conducted a qualitative study to 
describe reflection—or looking backward—as perceived 
by students in five disciplines: Horticulture, Education, 
Business Management, English, and Religion. Objectives 
of the study included helping teachers understand 
the Ponder/Prove process, identifying strategies for 
teaching reflection, and providing teachers with ideas 
for assignments and activities that help students reach 
the level of reflection that encourages them to act for 
themselves and accept responsibility for their learning. My 
research assistant, Andrew Kemp, and I observed classes, 

interviewed professors, and coded artifacts. One result of 
our collaboration was Andrew’s oral presentation at the 
Fall 2012 Research and Creative Works Conference. 

understanding ponder/prove

Dee Fink (2003) visited our campus in 2011. In his book, 
Creating Significant Learning Experiences, he says:

after students have encountered new information and 

ideas and have new ‘doing’ or’ observing’ experiences, 

they need time to reflect in order to decide what 

meaning to give to these other learning activities. 

Without this reflection, they have learned something 

but they have not made that learning fully meaningful 

to themselves. (p. 110)

The Ponder/Prove step of the Learning Model directs 
students to make “learning fully meaningful to 
themselves.” One reason to study reflection at BYU-I is 
that the scriptural terms of ponder and prove correspond 
to the teaching terms reflection and critical reflection. The 
scriptures repeatedly invite us to ponder: 

•	 “Inquire for yourself at my hand, and ponder upon the 

things which you have received” (D&C 30:3).

•	 “I leave these sayings with you to ponder in your 

hearts...” (D&C 88:62).
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•	 “When ye shall read these things. . .remember...and 

ponder it in your hearts” (Moroni 10:3).

The scriptures also direct us to prove: 

•	 “Examine me, O Lord, and prove me” (Psalms 26:2).

•	 “Let every man prove his own work” (Galatians 6:4).

•	 “Prove all things” (I Thessalonians 5:21).

•	 “I will prove you in all things, whether you will abide in 

my covenant” (D&C 98:14).

To reflect means to look back at an experience, ponder 
it thoughtfully, weigh it carefully, and make a personal 
connection to create meaning. But to critically reflect—
or to prove—is to take action, because “Reflection 
without action is not true reflection” (Woodward, 1998, 
p. 417). Action “includes making a decision, making an 
association, revising a point of view, reframing or solving 
a problem, modifying an attitude, or producing a change 
in behavior” (Mezirow, 1991, p. 12). For a student to take 
full responsibility for learning, they need to reach the level 
of critical reflection, which prompts them to take action 
to apply what they have learned. In “Eight Ways God 
Can Speak To You,” Elder Dallin H. Oaks addresses the 
importance of taking action: 

The eighth purpose or type of revelation consists of 

those instances where the Spirit impels a person to 

action…not a case where a person proposes to take 

a particular action and the Spirit either confirms or 

restrains. This is a case where revelation comes...and 

impels some action. (Oaks, 2004) 

It is the application—or proving—that creates significant 
learning and change or ‘living forward.’

teaching reFlection

To understand how the Learning Model promotes 
reflection in the five disciplines, through Ponder/Prove, 
we collected course assignments that require reflection: 
horticulture students write a reflective journal after a 
class visit from a professional; education students reflect 
on readings and then create a parable that captures their 
teaching philosophy; religion and literature students 
compose journal entries; business majors write 5-10 page 
reflective summation papers. Interviews with students 
identified that “Problems [include a] lack of student’s 
understanding of ‘reflection’” (Maloney & Campbell-
Evans, 2002, p. 40). We learned that while students may 
be assigned reflective writing as part of their learning 
experience, not all students develop reflective skills, and 
many students need mentoring and practice to connect 
course material to learning and life experiences.

In David Magleby’s education class students encounter 
readings from Debois, Hull, and Plato and then write 
a Capture Assignment. For the Capture Assignment 
students identify the principles and application taught in 
each reading and its affect on their philosophy of teaching. 
The Capture Assignments culminate in a personal parable 
that narrates how each future teacher plans to teach in 
his or her own classroom. During Andrew’s conversation 
with Brother Magleby they decide that about a quarter of 
the students don’t try and thus don’t reap any educational 
benefit. “Why does this happen? Brother Magleby and I 
come to the conclusion that reflection is hard, and that 
even those who do it, don’t want to. We don’t want  
to change.”

The journal Mark Orchard assigns in his Book of 
Mormon class provides a structured format to direct 
students to reflect and a vehicle to recognize the changes 
they have experienced. One of his students recounted: 

“Brother Orchard has us write in a journal everyday, and 
when we write in that journal every day it gets us to think. 
And when I write in that journal I’m able to remember 
more of what I learned about, and that way, I’m able to 
reflect on it.” The student also said, “Brother Orchard 
is mainly there to promote the discussion. He’ll ask a 
question, and then everyone else builds off it. Actually 
he doesn’t do much talking, it’s us, so that’s cool.” The 

Many students need 
mentoring and practice 
to connect course 
material to learning and 
life experiences.
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journal assignment, combined with the class discussion, 
helped the student reach the level of critical reflection: 

“When I reflect on those things, I start to implement those 
things in my life more than if I wouldn’t reflect on them 
. . . compared to my other religion classes, I’ve learned 
more in this one. . .and reflection is a big part of that. You 
can read all you want, but if you don’t think about it, you 
won’t learn anything.” 

At BYU-Idaho students need help understanding 
how reflection contributes to their ability to question, 
investigate, and understand their own learning 
(Brookfield, 1995) because, too often, teachers assume 

that reflection is automatic (Woodward, 1998). From 
interviewing students, observing classrooms, and 
analyzing papers, we learned that students need more 
instruction on how to reflect so they learn to recognize 
the changes they have made—reflection is a skill that 
needs a coach/mentor and repeated practice. Classroom 
observations suggested three teaching strategies that 
facilitate reflection on the BYU-I campus: (1) foster safety, 
(2) ask questions, and (3) make assignments.

1. Foster saFety

The first teaching strategy that promotes reflection is to 
foster a healing learning environment. “Students must feel 
safe, valued, and loved for learning to occur” (Orchard, 
2012, pp. 24-25). Brookfield (1995) suggests one way to 
promote safety. In his class the first 10 percent of each 
week’s class time is devoted to an open-ended, open-
agenda ‘troubleshooting’ period. “Students know that this 
is the time when they can publicly raise any concerns they 
have about the course and expect a response from me” 
(p. 101). This open, safe format fosters an environment 
where students feel safe to reflect. Brooks does this by 
first inviting questions and if they are reluctant to be 
forthcoming, he tells them the challenges the class has 
had in previous semesters to make it safe for them to talk 
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about the challenges they face; he takes the first risk by 
admitting previous classes have had questions and so they 
probably do, too. Orchard (2012) believes that 

Being aware of safety violations...is key to establishing 

student participation and therefore higher student 

engagement. I try never to ignore a prompting that 

something is amiss with a student and that their 

feeling of emotional safety is threatened...First, I 

assure students that the classroom is literally a 

safe environment and that everyone is a valuable 

contributor...I try to be sensitive and respond with 

deep interest to student questions or comments...

Safety is the foundation and cornerstone of the learning 

environment and must be protected fervently against 

anything that would threaten otherwise.  

(pp. 24-25) 

The need for safety is illustrated by a student’s reflection 
following the Experience Europe travel study: “Reflecting 
on my answers was kind of strange. I was much more 
honest than I expected myself to be...I have changed how 
I think about certain things...you have many of my secrets 
now...take them to the grave.” 

Fink (2003) recommends reflecting alone and with 
others: “When people collaboratively search for the 
meaning of experiences, information, and ideas, they 
also create the foundation for community. Creating 
a sense of community is a concept that can greatly 
enhance the quality of a learning experience” (p. 106) 
and a community can enhance the safety of the learning 
environment. 

2. ask questions 

The second teaching strategy suggested by the study is that 
teachers must ask probing questions to direct students 
to reflect. “Thinking is not driven by answers but by 
questions....To think through or rethink anything, one 
must ask questions that stimulate our thought” (Paul 
& Elder, 2000). Fink (2003) suggests using questions for 
one-minute essays and asking questions like: “What was 
the muddiest point today? What was the most important 
idea you encountered? In your own words describe the 
relationship of X to Y. What important questions remain 

unanswered for you?” (p. 117). Other reflective prompts 
for class discussions might include: Tell me about  
a time.... ? Which part of today’s lesson did you find  
the most engaging? What was the most significant 
 idea you encountered?

A simple assessment tool is to ask students at the end 
of a semester to reflect on the course and ask them if the 
course has met its objectives. A teacher might ask: What  
is the most important thing you have learned this 
semester about business (or horticulture or education)? 
Teachers could also list the course objectives and then 
prompt students to self-report, “Consider the course 
objectives and assess how well you feel the course has 
achieved its objectives.” 

Traci Gardner (2009) asks five questions about reading 
literature that could be adapted to most disciplines. 
Substitute a field of study for the word literature: 

(1) What piece of literature has stayed with you, even 

though you haven’t read it recently? (2) What character 

or story has influenced something you’ve done? (3) 

What character or piece of literature seemed to relate 

to a recent news story or personal experience? (4) What 

character has made you wonder why he or she did/

said something? (5) Name something from a work of 

literature (such as  

a character, setting, or quotation) that you find  

beautiful or vivid.

In English classes students answer four questions the first 
day: (1) Who am I? (2) Why am I here? (3) What do  
I want for my career? (4) What do I want to learn as  
a college graduate? Or what do I want to know and do? 
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The questions originated with Carroll and Pappas (2012) 
as a first-day introductory activity: 

At the end of the semester, students review their 
original responses and answer the questions again. 
(Answers might be handwritten inside the student’s 
name tent. They can also be recorded on I-Learn with the 
personal journal tool.) During the research study 77 pre/
post responses were analyzed. Replies to each question 
ranged from major changes and life perspective, to 
general satisfaction with their current endeavors. Using 
the questions as a pre/post tool directed and focused the 
students’ reflections. 

The same questions were adapted for Experience Europe 
2012. Just prior to departure, 34 students were asked to 
briefly answer a variation on Fink’s four questions: 

1 Who are you? As you respond consider your roles in 

your family and apartment (son/daughter, sister/brother, 

uncle/aunt, etc.) and your roles at work, church, and 

school. Describe your personality.

2 Why are you at BYU-I and specifically why are you going 

on Experience Europe?

3 Where are you going? This question relates to your 

career and life goals AFTER you leave BYU-I.

4 What do you want from your education at BYU-I? What 

is it you want to know (content) and what is it you want 

to be able to do (skills)?

Students were also told, “When you return from the 
travel study you will answer the four questions again and 
compare your answers. This will help you reflect  
on the meaning of the travel experience and the new  
ideas you have acquired.” This thought was included  
in the instructions, 

As humans, we have the capacity to change the 

meaning of our ideas and experiences—but only when 

we pull our original meanings up to the conscious 

level and reflect on what new meaning we want those 

ideas or experiences to have. Only then do we become 

meaning-making beings, rather than simply meaning-

receiving beings. (Fink, 2003, p. 106)

Upon their return, the students’ reflections included 
comments like: “Reflecting on my experience has helped 
me to really pinpoint exactly how beneficial the trip was 
for me and even how I can use the experience to benefit 
me in the future.” “After Europe, I feel like I am headed in 
a different direction.” “After looking at my new answers 
I know I have learned so much from this trip. I have 
been up against my worst fears. I did not conquer them, 
but I am more aware of my own capabilities when I am 
terrified.” “I’ve learned from my reflections more about 
what type of person I want to be.” 

During the research study we learned the difference 
asking questions can make in the level of reflection. 
In B322 students were asked to write a 5-10 page 
reflection paper describing “all you have learned about 
organizational behavior and how you have applied it.” The 
instructions directed students to “cite specific examples 
where you were able to draw lessons and self-application 
principles from your interactions with the company 
and team.” Out of 95 students, 25 gave permission for 
their papers to be read and analyzed. After coding 13 
papers Andrew reported saturation: “I know it is called 
a Summation Paper but the instructions tell them to 
reflect and tell how they have applied what they learned 
and they aren’t reflecting.” The papers from Winter 2012 
mostly summarized course content with little reflection. 
In Spring 2012 a description of reflection was added to 
the instructions: “Reflection is an activity in which you 

When they share their Creative Response with 
the class they explain how their project connects 
to their own life and the personal experiences 
that prompted the project.
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recapture your experience, think about it, mull it over, and 
then evaluate it . . .Your Summation Paper will reflect on 
all the activities, lessons, and assignments for the course. 
Your Conclusion is where you evaluate your success in 
applying course content to practice.” Also added to the 
assignment instructions were reflective questions: “As you 
craft your Conclusion consider these questions: (1) Have 
I experienced personal changes as a result of applying 
the course to my life? (2) What are the lessons I have 
learned? (3) What perceptions have changed? (4) What 
commitments have I made? (5) What behaviors have I 
modified? (6) With which ideas have I wrestled?” The 
business instructor and the researchers concluded that 
adding questions to the instructions made a significant 
difference in the quality of the papers in Spring 2012 and 
the level of reflection achieved.

Another strategy for using questions in the classroom 
is to ask students to write their answers to potential job 
interview questions. On About.com, Alison Doyle asks 
the “Top 10 Interview Questions.” Her questions prompt 
students to reflect on their strengths and weaknesses, or 
how they handle stress. English students choose three of 
Doyle’s questions then craft a thoughtful response that 
demonstrates their strongest writing skills. Answering 
the interview questions encourages students to reflect 

on strengths and skills and helps prepare them for job 
interviews. The answers to the job interview questions  
are included on their e-portfolio with their résumé  
and cover letter. 

3. Make assignMents 

Dee Fink (2003) encourages teachers to “promote in-
depth reflective writing on the learning process” (p. 
116). Substantive writing includes term papers and 
essays. “Reflective writing, on the other hand, focuses 
on the writer’s learning experience itself and attempts to 
identify the significance and meaning of a given learning 
experience, primarily for the writer” (p. 117). Substantive 
writing helps a writer think through their thoughts and 
ideas on a topic. “Reflective writing has a different value, 
that of helping the writer become more self-conscious 
about learning” (117). Fink encourages reflective writing 
such as journals, diaries, or learning logs. At BYU-I 
horticulture students write a reflective journal entry 
after a professional from the field visits class. Students 
are instructed to apply what they hear from a working 
professional to their future career plans. 

Fink’s highest level of reflective writing is a Learning 
Portfolio created for a course, all the courses in a student’s 
major, or their whole college experience (p. 118). During 
the study we observed two disciplines where majors create 
an e-portfolio that includes reflective writing: business 
and English. Students reflect on each document or artifact 
they upload and then provide an explication. They may 
also include a reading list and describe how each work 
connects to their personal philosophy and future practice. 

In the five disciplines in the research study the most 
frequently assigned reflective writing is a formal reflective 
paper. In English, students are directed to “Recapture your 
experience with literature this semester by responding 
to three prompts” which include reflecting on what they 
have learned about reflection, describing personal changes 
from keeping a reflective journal, and considering how 
their testimony might have been strengthened. Other 
formal assignments also encourage reflection. Education 
students write a parable that describes their educational 
philosophy. Religion students report a scriptural event 
and place themselves in the story. English students 



are given three minutes the last day of class to share 
a personal metaphor that describes their learning 
experience in the course AND share their favorite passage 
from one of the works read during the semester. Objects 
brought to one class included an ocarina flute, fresh rose, 
sliced bread, Kokopelli figurine, Snoopy keychain, and 
broken alarm clock. In another English class students 
design a Creative Response. They spend 2-4 hours 
responding creatively to a work (including its culture or 
the historical setting) or the author. When they share 
their Creative Response with the class they explain how 
their project connects to their own life and the personal 
experiences that prompted the project. A dance major 
choreographed and filmed a dance inspired by a work of 
poetry that provided comfort after the death of her friend. 
An art major invited classmates to model and organized a 
fashion shoot with Victorian costumes. Another student 
stitched a line of poetry into a pillow as a gift for her sister. 
Other reflective writing assignments encountered during 
the study included reflective journals, multi-genre essays, 
class journals, senior thesis, and first-person narratives for 
an event in the discipline. 

reFlecting on the iMplications 

At BYU-Idaho not all students and teachers understand 
how reflection contributes to students’ ability to 
question, investigate, and understand their own learning 
(Brookfield, 1995). When asked to reflect students often 
complete a reflective writing assignment by describing 
an event or activity but many fail to reflect. If the 
objective of a writing assignment is to promote reflection 
then instructions must clearly articulate the difference 
between reviewing or summarizing and reflection. In 
addition, students need feedback on their writing 
and encouragement to reflect, otherwise they mostly 
summarize a class or a reading assignment rather than 
reflect. However, when given sufficient instruction 
and opportunities to develop reflective skills students 
do reflect on significant changes in their personal life, 
academic understanding, and career goals. 

recoMMendations

“To help students become more adept at meaning making. 
. .means they need to spend more time reflecting on the 

meaning of the experiences and new ideas they acquire” 
(Fink, 2003, p. 106). This can be accomplished by adding 
reflective questions to instructions, asking reflective 
questions during class discussions, encouraging students 
to reflect on the course objectives, and assigning reflective 
writing. Kierkegaard said “life must be understood 
backwards” and the scriptures affirm that reflection, or 
looking backward, increases our understanding: “As I 
pondered over these things...the eyes of my understanding 
were opened” (D&C 138:11). Reflection encourages 
students to look backwards so they might live forwards.    
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Equella & 
Kaltura at  
BYU-Idaho 
content.byui & 
video.byui
NATE WISE

There are two words that were new to campus this past 
fall: Equella and Kaltura. Many of you may be wondering 
not only how to pronounce the names, but also how, why, 
and when to use one or both of these products. This article 
will attempt to address those questions.

Equella (pronounced [ee/kwεl/la] or /ῑ’kwu:lә/) was 
adopted to liberate and store digital content in a single 
repository. Our core belief is that Equella or Content.
byui will act as a centrally managed “engine” to share, 
create, and manage content across campus. With this 
platform approach we can centralize our content and 
make it accessible to users on and off campus in a secure 
manner. This content can include documents, websites, 
presentations, library content and much more. The 

repository fosters an environment to share, disseminate, 
and collaborate in the development of educational 
resources. If you have original resources or favorite 
websites you use in your teaching, we encourage you to 
add them to the repository. The content can then be linked 
into your I-Learn courses and made available to all those 
who teach and learn.

Kaltura [kal/tura] is a web-based application that 
allows users to host and share media. Kaltura’s platform 
supports most forms of rich media including video, 
images, and audio. Media uploaded to Kaltura is available 
to users across multiple platforms, including mobile 
devices. Kaltura was adopted to improve our ability to 
reliably stream content across campus and, with use of 
the Church’s distribution network, globally. Think of it as 
YouTube with academic enhancements.

While Equella can handle rich media as well, Kaltura 
is a better option for your audio and video content as the 
content is streamed as opposed to being downloaded. The 
two systems do work nicely together. As audio or video 
files are added to Kaltura, an item can be created and 
stored in Equella pointing to the video asset allowing for 
easy discovery and reuse. Using both of these platforms 
together to create innovative learning resources that can 
easily discovered, reused, and renewed is the objective of 
content.byui.edu.

Understanding the philosophy behind a single content 
repository is the first step in leveraging the benefits 
such a system can bring to campus. The next step is to 
understand how to use content.byui (Equella)and video.
byui (Kaltura)together to store and distribute your 
learning resources. The easiest way to illustrate this is to 
consider the following scenarios:

First, several sections of a foundation course will need 
access to the same Word document that has been created 
as part of the course readings. This document may need to 
be updated as the course progresses. 

The document will first need to be “contributed” to 
content.byui.edu (Equella). The process of contributing 
a document involves navigating to content.byui, clicking 
the contribute button on the left navigation, and choosing 
the BYU-Idaho Faculty Content Collection as the 
location for the document. The “contribution wizard” is 
then displayed where you are asked to add information 
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(metadata) that will help in identifying the content.  
As part of this metadata collection, the resource is 
uploaded. As you click add a resource and choose upload 
a file, a window is displayed where you may choose to 
drag and drop the file, or browse to select it. Completing 
the metadata will only take a minute and is important 
to the discovery of the item later on. Once the metadata 
is complete, you click the Save button to the right of the 
contribution wizard. You will then be presented with  
a dialog box inquiring if you wish to save your item as  
a draft or to publish the item to the collection. Choosing 
to publish the item will make it discoverable by users 
in the system to reuse in other courses, where choosing 
to save as a draft will keep the content in a draft mode 
only discoverable by you and viewable only to those with 
whom you share it. 

Now that the document is in the system, adding it to the 
course is as easy as copying the displayed link on the item 
summary page under links to resources and pasting it into 
the I-Learn course using the add file or website feature, or 
as a hyperlink in an editable content item in Brainhoney. 
Any future edits or additions to the file can then be done 
by accessing the file at content.byui.edu (Equella) and 
choosing to edit the file. The file can be edited in-place, 
then saved and the changes, once saved, will automatically 
be manifested in the courses that reference that item.

The next scenario we will look at using video content. 
Let’s imagine that an instructor wants to demonstrate 
how to use a feature in a software program. The easiest 
way to quickly capture an on screen demonstration or 
presentation would be to use the screen capture utility 
included at video.byui.edu (Kaltura). The instructor 
would navigate to video.byui.edu, and choose the add 
new button at the top right of the page and choose Screen 
Recording from the displayed menu. 

The user then sets the area to record and completes the 
recording. The user is then asked to Name the recording, 
add a description, any relevant tags, and the expected 
lifespan of the content. The Item is then saved in Kaltura. 

Once saved in Kaltura, the user will navigate to  
content.byui.edu (Equella) and create another 
contribution. Instead of choosing to upload a file, on the 
add resources button a Kaltura resource is selected. The 

user then types in the title of the recording and selects 
the box next to the returned results and saves the new 
contribution. It is then added to the course in the same 
way as described in the first scenario, by copying the 
provided link into I-Learn.

Other video or audio content can be added in a similar 
manner by choosing “Media Upload” from the “Add New” 
button at the top right of the video.byui.edu page. Any 
audio or video format can be uploaded with the exception 
of .swf files. (Contact Media Transfer for help)

The benefits of a single source for our content on 
campus will make it easier for faculty wanting to: 

•	 Discover resources to link into their I-Learn courses.

•	 Contribute and share resources they have developed. 

•	 Bring together resources from a variety of sources into 

one viewable package.

•	 Re-use and explore content from across campus and 

around the world.

At BYU-Idaho we’re working to create a system that 
that will empower educators to benefit from the best ideas 
of their colleagues. We can provide department trainings 
or sit down individually with faculty in order to help users 
understand and leverage the power of an academically 
focused content system.
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Call for Papers:
The theme for the Spring 
2014 volume of Perspective is 
“Innovative Teaching-The Future 
of BYU-Idaho.” The theme for the 
Fall 2014 volume of Perspective 
is “Faculty-Mentored Student 
Research.”
We would like to issue a call to faculty to submit short 
articles reporting on experiences with your teaching 
innovation and mentored research. We would like to have 
each college represented. Articles can range in length to 
1,600 words (approximately 6, double-spaced pages of text.  
If you are willing to submit an article or if you have any 
questions, please contact one of the editors of Perspective 
or send an email message to: Perspective@byui.edu. Our 
editorial team is very happy to help. For submission 
format, please see the Style Guide at http://beta.byui.edu/
learning-teaching.

Also, we would like to remind readers to submit any 
stories or anecdotes, both humorous and inspirational, for 
the Lighter Side section of the journal.



“We appreciate university staff and session 
presenters from across various faculty and 
academic disciplines whose combined time and 
efforts made this year’s conference a success. 
It was a wonderful opportunity to learn from 
several of our campus employees, each of 
whom is dedicated to the Learning Model and 
the application of its underlying principles.”

JASON FLOR A 
Dialogue Committee, 
Past Chair 


