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R&CW Conference 
March 31 from 4:30 - 6:30 pm
BYUI Center

The Research & Creative Works Conference is a 
venue for students to present original research and 
creative or artistic works to peers and expert judges. 
Held every semester at BYU–Idaho, the conference 
provides opportunities for students to network with 
professionals from a wide variety of backgrounds 
and skill sets.

Brown Bag Discussions 
February 18 at 1:00 pm 
February 19 at 11:30 am 
March 17 at 1:00 pm
March 18 at 11:30 am

Brown Bag Discussions offer faculty an opportunity 
to share lunch together and listen to their colleagues 
speak about topics related to learning and teaching. 
Faculty have the freedom to speak about things they 
feel are innovative and enlightening, items they find 
successful in the classroom, and best practices.

Instructional Workshops 
LESSON PLANNING

February 11 at 12:45 - 1:45 pm 
February 12 at 12:45 - 1:45 pm 

KNOWLEDGE SURVEY
March 3 at 12:45 - 1:45 pm
March 4 at 12:45 - 1:45 pm

Are you wondering how to get good teaching 
ideas into practice? These one-hour instructional 
workshops go beyond the introduction of ideas 
to demonstrate, in practical ways, how you can 

implement these ideas in your classroom.



IN THIS ISSUE OF PERSPECTIVE

Last September 9th, some 420 BYU–Idaho faculty members gathered 
on campus for the annual Faculty Conference. It was the largest group to 
assemble for this event in the last five years. This annual conference presents 
an opportunity for instructors from every discipline to come and learn from their 
colleagues. Those presenting this year were carefully and thoughtfully selected 
by the dialogue committee, led by Mark Orchard. The ideas shared there 
represented a variety of topics of interest for instructors across the campus. 

Because of the new, 20-minute session format, there were ample opportunities 
to hear from multiple presenters who came to share their knowledge and 
experiences with attendees. The 20-minute format, however, also had its 
challenges, such as the ability for participating faculty members to convey their 
main ideas and concepts in such a short period of time. Because of this time 
constraint, many of the presenters were only able to give a sample of what 
they truly had to offer, touching primarily on their main points. 

Therefore, as is traditional for the winter edition of Perspective, a number of the 
faculty members who presented at the conference were invited to share their 
material in greater detail for this publication. We are grateful and appreciative 
to those who have taken the time to do so and present their works here. 
For those who attended the Fall Faculty Conference, the contents here may 
serve as a review of what you heard or perhaps provide more detail on what 
was originally presented. It is also an opportunity to hear from those whose 
workshop sessions you may have been unable to attend. For those who missed 
the September event, it is an opportunity to glean some new information that 
may prove beneficial to your current knowledge and practices. 

There are many benefits and blessings that come from shared learning, for us 
as instructors as well as the students we teach. May this issue of Perspective 
contribute to that effort for all who invest the time to read it. 
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Introduction
Every discipline has models and schema that are 
foundational to its practitioners. Perry’s model of cognitive 
development during the college years is one such model that 
provides foundational insights to university educators and 
students. William Perry (1913 – 1998) was a psychologist 
and researcher at the Harvard Graduate School of Education. 
For 15 years in the 50’s and 60’s, he studied the intellectual 
development of students as they made their way through 
four or more years of undergraduate education. The 
model he developed defined cognitive strategies and 
epistemological assumptions that students adopt as they 
develop intellectually. It has become extremely influential 
both to subsequent researchers, and to the practitioner’s 
understanding of university teaching. The model has 
also proved helpful in giving undergraduate students an 
understanding of their own experience and development.

In 2011, I developed a short Prezi explaining Perry’s 
model and some of its implications. In the ensuing 
five years, the Prezi has been viewed in excess of 6,000 
times, indicating both an interest in and a need for the 
insights the model provides. For those interested in 
viewing or using the original Prezi, it can be found at the 
following url with audio commentary (https://prezi.com/
exbfkeemwj_v/perrys-stages-of-cognitive-development-
with-audio/ ) or here, without commentary (https://
prezi.com/1cmm76suwcb1/perrys-stages-of-cognitive-
development/). Both presentations can also be found by 
simply doing a Google search for “Devan Barker Prezi” or 

“Devan Barker Prezi audio.” 
Because the presentation was given with the 

accompanying Prezi, a reader may wish to avail themselves 
of the links above to follow along with the graphics 
as they read this text. I also wish to note that I tend to 
anthropomorphize the brain for simplicity in presentation. 
I recognize that the brain neither likes nor dislikes, believes 
nor disbelieves, although I use similar language. Those are 
functions of either mind or spirit which, while assuredly 
related to the brain, are not quite the same thing.

Perry’s Model
The value of higher education does not lie only in acquired 
knowledge, but rather in developing thinking abilities. 
Thinking in new ways is dependent not only on the 
information we put in the brain, but on the structure and 
development of the brain itself, which happens in roughly 
predictable stages. These stages occur not as a slow, steady 
development, but in jumps that fundamentally reconfigure 
aspects of the structure of the brain. Perry’s work explored 
the characteristics of brains during various stages of 

Perry’s Model 
of Cognitive 
Development during 
the College Years
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so long as it remains satisfied with authority. At this 
dualistic level, things tend to be seen as black or white, 
good or evil, day or night. These students know where 
truth and knowledge reside: they are with the authorities. 
Dualistic students become frustrated with ambiguity and 
with group work that removes the classroom authority (the 
teacher) from the center of the experience.

Stage Two: MULTIPLICITY
With further development, the brain recognizes the 
fallibility of authority. The resulting ambiguity causes 
discomfort and is not appreciated by students who equate 
knowledge with certainty. Brains in this stage tend to 
withdraw from authority and seek the company and/or 
affirmation of peers. In the absence of an unassailable 
authority to serve as arbiter of truth, arguments appear 
to be only opinions and they all appear equally valid or 
at least potentially so. At this stage, becoming educated 
is equated with schooling—turning the crank on a 
systematized learning process without necessarily much 
personal buy-in to the true value of the learning. 

Some precocious entering freshmen have adopted this 
approach and many others join them by their second year of 
college, or even earlier. They have typically discovered that 

development as well as the relative sequence in which 
certain abilities develop. This stepwise restructuring of 
the brain isn’t complete until late adolescence or emerging 
adulthood, usually around age 25. Subsequent research 
has shown that these stages are not as strictly linear nor 
as exclusionary as originally presented by Perry, but his 
overall framework has been vindicated. 

So having a developing brain is a bit like owning a home 
that is gradually added on to. Every once in awhile until 
our mid-twenties, new rooms or abilities that didn’t use 
to be there will “come online” or become available for use. 
Whether we furnish the new room, make use of it and 
move in, however, is up to us and our environment.

Although Perry articulated nine stages, at its simplest, his 
model shows us four main stages in cognitive development.

Stage One: DUALISM
In the early stages of development, a properly functioning 
brain displays the belief that all problems have correct 
answers and that authorities (teachers, leaders, scholars) 
can furnish these answers. Listening carefully to authority 
for received knowledge constitutes education. This is the 
stage of most incoming freshmen. The brain can remain at 
this functional level for life and that life can be contented, 
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the contexts and value systems in which the problems 
occur, but are amenable to investigation. Education is 
perceived as the opportunity to develop understanding 
and to practice intellectual skills in those very situations 
where evidence is incomplete and certainty unachievable. 
Associated feelings are focus and commitment. Many 
college students never achieve this stage during their 
undergraduate years and first become comfortable with 
this kind of structured, disciplined thinking during 
graduate studies. Even for those who achieve stage four, 
however, moving from one stage of Perry’s model to the 
next is neither automatic nor painless.

The Student Experience
As students develop cognitively, they acquire new abilities 
but lose the luxury of relying reflexively on comfortable 
intellectual assumptions. They often mourn that loss, 
displaying all the emotions associated with grieving: 
denial, anger, bargaining, depression, and acceptance. 
Students who develop beyond dualism lose their sense 
of certainty about the world, and must learn to embrace 
ambiguity. Abandoning multiplicity, they lose the comfort 
of a situation in which their opinion, however ill-founded, 
is equally valid with every other opinion. Contextual 
relativism requires a great deal of work to discipline their 
thinking, evaluate evidence, and weigh perspectives. It is 
frankly difficult, especially compared to the easy relativism 
of stage two. Finally, transition into “Commitment within 
Contextual Relativism” requires students to take a stand 
and act based on their best evidence and thinking, but in 
the absence of absolute certainty. It requires both a trained 
mind and leap of faith. It also requires the recognition 
that learning, thinking, and evaluating will be constant 

there are at least two sides to every assertion, and they take 
pride in their ability to deconstruct the positions of their 
dualistic peers. They question authority and may conclude 
that no absolute truths exist, but only perspectives and 
perceptions. While such an easy relativism is of questionable 
academic value, and potentially tiring to teachers and peers 
whose assertions are routinely dismissed, it seems that 
the brain must inhabit this state for a while before it can 
restructure further.

Stage Three: CONTEXTUAL RELATIVISM
Brains at the third stage recognize that important 
challenges have more-defensible and less-defensible 
solutions rather than a single correct answer or no answers 
at all. Yet, the brain is not yet adept at resolving which 
argument is most reasonable among competing arguments 
when all sound plausible. This student may recognize the 
need for evaluating evidentiary claims according to some 
standard or methodology, but are not as yet practiced at 
doing so. This stage therefore brings feelings of insecurity, 
self-doubt and occasional anger. Such students desire to 
understand, yet at the same time wish to escape from the 
intellectual work involved. Many college students achieve 
this stage in their upper-division courses with the help and 
scaffolding of their instructors, but regress to earlier stages 
when removed from the structured classroom environment. 

Stage Four: COMMITMENT WITHIN 
CONTEXTUAL RELATIVISM
At stage four, the brain appreciates ambiguity as a quality 
of the most interesting challenges. It enjoys methodically 
discovering, evaluating, and using evidence. Brains at this 
stage recognize that reasonable answers often depend upon 
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methods and assumptions of our discipline, and encourage 
them to take a stand based on their evaluation. We need 
to give them lots and lots of low-stakes practice at doing 
this, recognizing that they will fail over and over again as 
they fall back to more comfortable ways of thinking and 
deciding. As we provide safe opportunities to practice 
and fail, however, we will also nurture in our students 
the capacity for committed, effective action in a world 
replete with messy problems, insufficient information, and 
questionable evidence. t
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processes throughout life. Perry’s model suggests that while 
learning is generally difficult, cognitive development can 
be downright painful.

Measured, evaluative thinking of the kind reflected in 
the higher stages of Perry’s model is not the only kind of 
thinking that has value, but the ability to systematically 
weigh ambiguous evidence and take committed action 
in the face of uncertainty is one of the most important 
skills to modern life. That is one of the principle benefits 
that can come through the formal training of a university 
education. Developing such high-level thinking takes years 
and requires lots of practice in making evidence-based 
commitments. Along the way, students should expect to 
feel insecure, become frustrated, doubt themselves, and 
possibly want to quit. They may experience a profound 
sense of loss and the need to grieve that loss. While 
discomfort accompanies this development, persistence 
will bring success. There are no known shortcuts to higher 
stages that don’t require some time spent in the lower ones.

For university students, this model may help explain 
some of their experience and even mitigate the more 
difficult moments. For professors, it offers insight into 
why our students sometimes struggle and how we can 
best help them. We need to introduce them to the content 
of our disciplines, but also to give them many, many 
opportunities to evaluate evidentiary claims using the 
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I have had occasion to observe that some faculty really 
struggle with initial forays into the digital realm of online/
hybrid course discussion forums. Their struggles have 
little to do with formulating thought-provoking questions 
or developing fodder for academically stimulating 
synchronous discussions; rather, their struggles stem 
from not fully appreciating the nature of asynchronous 
digital dialogue and the fundamental elements that lend 
themselves to engaged online learning. 

It was with these observations in mind that I worked 
with Brian Carter (Online Instructional Media Developer) 
to produce Teacherless-Classroom: Discussion Bored 
(Carter et al., 2015; see link in references), a tongue-in-
cheek video aimed at curbing these trends. As this video 

illustrates, the digital discussion is a different animal than 
face-to-face, synchronous discussions. When facilitated 
incorrectly, the online discussion can become a frustrating 
exercise in futility. When facilitated correctly, however, 
the online discussion can offer an effective venue for 
academically stimulating asynchronous discussions. This 
article is not meant as a soapbox for the online discussion 
forum, but rather a call that if or when we use online 
discussion forums in our courses, to use them correctly as 
a highly engaging and impactful learning experience. 

Now you may be one that personally enjoys online 
discussion forums as much as one with severely arthritic 
knees might enjoy a marathon. Similarly, if you are 
confused as to which is the lesser of two evils—root canals 
or online discussion forums—and are leaning towards 
the former, you are not alone. It is likely that many of our 
students feel the same way, and if so, it may be that we, as 
the facilitators, have been doing it wrong. 

Have you ever received emails from dissatisfied students 
calling discussion forums “pointless” or “busywork”? (But 
then again, many students are quick to label anything 
as “busywork,” but I digress.) While not discounting 
their feelings, to them I would ask: What of Facebook? 
Isn’t this just an online discussion forum, a wolf in social 
media sheep’s clothing? To this many might argue that 
such an online discussion-based social media venue is 
fun, interesting, and engaging—a far cry from the hair-
pulling, hoop-jumping monotony of online/hybrid course 
discussion forum. The question that bears asking then is 
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charge and facilitating the discussion. They need to feel 
an amiable relationship with and a strong social presence 
from the instructor, as well as from fellow students. 
Ignorance of one another breeds apathy in the online 
discussion forum. Familiarity with one another, fostered 
through small group online discussions, is the groundwork 
for building interest in members of the cohort and 
instructor, and vice versa, which in turn paves the way for 
more meaningful and engaged dialogue to take place.

 Validation
Social media also teaches that validation is another 
imperative aspect of meaningful online dialogue. How often 
have you posted something on Facebook or Twitter, and 
then could not help but check several times throughout the 
day to see who had commented upon your posting? When 
those who matter to you respond to you, you feel validated. 
It shows that what you have shared means something 
to others around you. The same is also true of those 
participating in online/hybrid course discussion forums.

Students need to feel that what they have written in 
the virtual realm of the discussion forum has hit home 
in the cognitive and emotional realms of another’s mind 
and heart. They need to see evidence of this through 
commentary and feedback in their online thread. Not 
seeing this happen in the online forum can inhibit a 
learner’s desire to continue to participate sincerely. 

One way to facilitate a highly engaged discussion is to 
place students in smaller groups per Larry Michaelsen’s 
recommendations (see appendix). Not doing so can 
cause students to be overwhelmed and frustrated by 
what I call “the discussion forum tsunami,” or the sheer 
volume of posts that bury their own when the discussion 
forum is class-based, rather than group-based. Students 
become discouraged if or when their contributions to the 
discussion go unnoticed. You would feel the same in a face-
to-face class if you responded to a question and only heard 
crickets chirping in response. This has everything to do 
with validation. The small discussion group of about five 
to eight students is where relationships can be fostered and 
where students can respond and be noticed more feasibly.

Your role as the instructor can be enormously influential 
in helping students feel validated. There is an old saying: 

“Once I did bad and that I heard ever. Twice I did good, but 

what is it about Facebook and other social media venues 
that pull students towards them, rather than leave them 
feeling like their teeth are being pulled as with online/
hybrid course discussions? I propose that there are at least 
three variables—relationships, validation, and evaluation—
that work together to stimulate higher motivation and 
engagement in the online/hybrid course discussion. 

Relationships
Social media teaches us that relationships are part of 
the bedrock of an engaged discussion. Think about your 
Facebook timeline littered with posts from family, friends, 
and others (i.e. people about whom the term “friend” is a 
lesser crime against semantic law, but who you nonetheless 
felt too guilty to reject). You may even have a group 
page to isolate those posts from those people that matter 
matter the most to you. If so, then you understand how 
important relationships are to increasing interest and 
engagement in online communication. The same is true 
of the online class discussion. Perceptible “social presence” 
(Oztok & Clare; 2011), or “the ability . . . to project [one’s 
self] socially and affectively into a community of inquiry” 
(Rourke, Anderson, Garrison, & Archer; 1999, p. 50) is the 
axis upon which the wheel of interactive online dialogue 
turns. Frequent effort at establishing and maintaining 
meaningful social presence becomes the axle-grease to 
this great wheel. To do otherwise can result in “learner 
frustration, anxiety, and . . . failure” (Kerwald, 2008, p. 
97). This may seem an extrapolation, but imagine that you 
are facilitating an in-class discussion. Once you pose a 
thought-provoking question to the class, you realize you 
are hungry and immediately leave the classroom and walk 
over to the cafeteria for lunch, assuming the students will 
discuss the question and arrive at the intended objective 
themselves. Later, you determined to come back to the 
in-class discussion, but you experienced a post-lunch 
crash and decide to take a quick nap in your office instead. 
Such a comical scenario as this would not only show poor 
form but would also be entirely unconscionable. Yet, if we 
are not careful, this is exactly what we do in our online 
discussions, and it should be equally abhorrent in that 
medium as well. 

For students to engage meaningfully in the online 
discussion forum, they need to feel that someone is in 
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Proceed on the assumption that sincere and meaningful 
efforts to validate your students will do much good, and 
then watch the ripple effect of more engaged student 
participation in the discussion forum.

You can see the galvanizing effect that such a small 
token of admiration had upon this student. In a purely 
online course, trust that expressions of encouragement, 
admiration, and feedback will have an impact for good in 
lieu of any physical manifestation that your words have 
found purchase within your students’ hearts. Proceed on 
the assumption that sincere and meaningful efforts to 
validate your students will do much good, and then watch 
the ripple effect of more engaged student participation in 
the discussion forum.

Evaluation
Finally, a word about evaluation: assessing student 
performance in a discussion forum can lead to the slippery 
slope of subjectivity, unless grounded upon a theoretically-
driven rubric (see appendix). Rubrics are advantageous in 
mitigating the subjectivity involved in grading discussion 
forum participation and can also provide clear benchmarks 
for performance expectations. Bear in mind, however, 
the nature in which social presence and evaluation 
affect students. Rubric-based assessment without strong 
instructor social presence or actionable feedback can 
cause students to become apathetic and/or frustrated as 
they perceive the discussion to be simply a hoop to jump 
through. At its worst, this could a burdensome anchor, 
weighing down students as they wonder in frustration 
who the faceless entity is that is giving poor evaluations of 
their performance. Conversely, rubric-based assessment, 
coupled with strong social presence, becomes an anchor 
of stability as students receive meaningful and actionable 
feedback geared towards helping them succeed. 

In conclusion, social media forums have shown that 
asynchronous online conversations with people, whose 
relationships are valued most, serve as meaningful mediums 
for validation in our lives. Such knowledge should inform 

that I heard never” (Carnegie, 1981). If we are not careful, 
we may focus solely on providing feedback for student 
improvement without also providing sincere and meaningful 
praise when students perform exceptionally well. 

The Savior was so masterful in his ability to attend to 
the one, while maintaining steadfast focus on the “ninety-
and-nine” (Luke 15:4, King James Bible). Attending to both 
may seem overly altruistic, but in the online realm, where 
instructor contact is extremely limited, careful attention 
to all of the students is essential for increasing validation 
of student performance, both in terms of the participation 
in the discussion and overall performance in the course. 
Instructors who are most effective in engaging students 
online create opportunities to communicate with and 
encourage students both in and out of the online discussion 
(i.e. email communication, etc.). Consider the following real 
email from an online religion instructor to a student:

Dear Student Y,
Thank you for being in this class. I am so pleased with your 
great efforts. Your testimony, sincerity, and enthusiasm will 
pay dividends…You are going to be a humble and superior 
missionary in the Lord’s service.
 
Best,
Brother Z
Now consider the student’s response:

Brother Z,
Thank you so much for your email! I enjoy your class 
so much and I am grateful to have a teacher like you to 
prepare me for the real mission experience. Your email 
made my day and I love that you took the time to express 
your words of kindness.
Student Y
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Presence in Asynchronous text-based computer conferencing International Journal 
of E-Learning & Distance Education v. 14(2). pp. 50-71. Retrieved from: http://
www.ijede.ca/index.php/jde/article/view/153/341 

Appendix

Michaelsen, Larry (2013). Team-based learning. BYU–Idaho Guest Lecture Series. 
Rexburg: Brigham Young University-Idaho. [Video file]. Retrieved from 

https://video.byui.edu/media/Larry+Michelson+%22TBL+In+Brief%22/0_pp-
cuiqsw 

Robins, Seth (2014). BYU–Idaho Learning Model-based discussion forum 
participation scoring rubric. 

Rexburg: BYU–Idaho Online Curriculum Development Department. Retrieved 
from https://content.byui.edu/file/2a5620d6-c549-4efc-8873-4e2f77e2591d/1/
Online%20Discussion%20Performance%20Scoring%20Rubric.pdf 

our approach as facilitators of online/hybrid course 
discussion forums. Establishing a concrete and inviting 
social presence within online discussions, as the instructor 
facilitating the discussion, is essential for interacting 
meaningfully with the students online. Furthermore, 
fostering meaningful dialogue within the confines of smaller 
groups assuages student frustration with unmanageable 
volumes of discussion dialogue by effectively couching the 
dialogue into more manageable and intimate settings. This 
also enables students to develop relationships more feasibly 
whereby they may build interest in one another and engage 
each other more effectively. Coupling this with rubric-
based assessment of student performance and actionable 
feedback provides the foundation for a highly effective 
online discussion among students. As these variables of 
social media and effective instruction—relationship building, 
validation, and evaluation—are combined effectively in the 
online discussion forum, students become more motivated 
to engage with their classmates. By understanding the nature 
of your role as the instructor in online/hybrid course, you 
can apply these principles of effective online dialogue to 
increase student motivation and performance. As students 
are more highly motivated to participate, the online 
discussion forum is transformed from a mandatory exercise 
in monotony to a more engaging source of idea exchange 
and impactful learning. t
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Manual-5). Th e most common mental health illnesses 
among college students are anxiety disorders and mood 
disorders. Th e following table shows the prevalence of 
mental health diagnostic categories seen in the Counseling 
Center at BYU–Idaho, which is, other than couple’s 
counseling, consistent with national trends.

In 2008, with the help of Scott Bergstrom, we conducted 
a campus mental health survey. Th e most prevalent 
responses, both for self and for other students the 
respondents knew, were items consistent with depression 
and anxiety features, such as stress, worry, self-worth 
concerns, depression, and perfectionism.

Counseling Center Utilization
At BYU–Idaho the percentage of the student body seeking 
treatment at the Counseling Center has been rising 
gradually for the last six years, but at an accelerated rate 
since 2014. In 2014, 9.2% of the student body was seen at 
the Counseling Center compared to 7.9% in 2013. Th e total 

Th e fi rst contact an emotionally challenged student will 
make is oft en with a trusted faculty member. Having a 
better understanding of common emotional issues for 
college students and available resources will assist faculty 
in being more helpful to struggling students. 

Th ere is a national trend of higher incidence and greater 
severity of emotional disorders among US college students 
in recent years (National Survey of College Counseling 
Centers, 2014). BYU–Idaho has not been immune to this 
trend. Th e University is assisting an increasing number of 
students with a greater number of those students having 
more severe symptoms than in the recent past. Every 
semester, several students are admitted to the Behavioral 
Health Center in Idaho Falls.

Th e average age of onset for most mental health 
disorders, including mood disorders and anxiety disorders, 
is the late teens to mid-twenties, which is the typical 
age of most college students (Diagnostic and Statistical 

Identifying and 
Assisting Troubled 
Students
REED STODDARD
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Problem 
Category

Anxiety Disorders

Mood Disorders
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Eating Disorders

# of Cases 2014 
(’13 in parentheses)

799 (614)

741 (685)

278 (263)

125 (149)

54 (52)
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Faculty can be helpful to 
students seeking assistance 
for their emotional 
challenges by being aware 
of the services available. 



Program under the direction of LDS Family Services has 
meetings on campus to assist students struggling with any 
type of addiction. Finally, the Dean of Students Offi  ce can 
provide support to struggling students as well, through 
assistance with deferments, credit load issues, and 
communication with faculty. 

Treatment Options 
Faculty can be helpful to students seeking assistance for 
their emotional challenges by being aware of the services 
available. Th e Counseling Center is located on the second 
fl oor of the Student Health Center. Th ere are 15 full-time 
counselors and a number of part-time therapists that come 
in during peak times. Services are free to matriculated 
students and confi dential. Students should be aware that 
things discussed in a counseling session cannot be shared 
outside the center without their permission. 

Th e Counseling Center off ers individual, couples, and 
group counseling as well as psycho-educational workshops. 
In addition, we oversee an Autism Mentor Program that 
provides student mentors for fellow students who fall 
within the Autism Spectrum Disorder. An on-call therapist 
is available aft er hours and weekends for emergencies. Th e 
on-call counselor may be contacted by calling 496-HELP.

A student may have told you they can’t get in to the 
Counseling Center because it is too busy. An initial 
consultation is available for all students usually within 
a week or two of the request. If a faculty member feels 
a student’s case is urgent, they can contact the Center 
Director or offi  ce staff  with their concerns and the initial 
contact can be expedited. 

To begin the process of counseling, students fi ll out a 
brief computerized assessment and are scheduled for a 30 
minute consultation with a member of our professional 
staff . Th e consultation involves a brief assessment and the 
establishment of a preliminary treatment plan. For much 
of the semester, we will have a waiting list for services. If 
there are no available appointments at the time of the 
consultation, the student is at least off ered participation 
in a workshop and made aware of community resources. 
Th e workshops alone are suffi  cient for some students. If a 
student is assessed to be high-risk, they are prioritized and 
will been seen more quickly. 

students seen at the Counseling Center in 2014 was 2,612, 
a 23% increase over 2013. Th ere are a number of students 
who struggle but do not seek help. Some students prefer 
only to take medication and others are receiving services 
from community practitioners. 

A few of the demographics of students receiving 
treatment in the center over the last two years include 
Gender: female 60%; Class: freshman 29%, sophomore 
27%, junior 23% and senior 17%; Most common majors: 
Business 6.1%, Psychology 5.7%, Communications 5.3%, 
and Exercise Physiology 5.3%; Marital status: 72% single; 
and Referral source: 

 

In addition, 43% of students have previously received 
counseling and 32% have or are taking medication for 
their issues.

Prevention
Th e Counseling Center has fi nite resources to provide 
students. However, many students who are distressed 
fall short of needing counseling and may be adequately 
assisted by self-help or preventative measures. Faculty 
can be helpful by recommending students to such 
resources. Exercise and proper nutrition can play a role in 
healthy functioning (Craft  & Perna, 2004). Th e Activities 
Program off ers services in both exercise and nutritional 
counseling. In addition, increasing social connectedness 
improves well-being, and the Activities Program off ers 
social opportunities as well (Gray, et al, 2012). Th e 
students’ Young Single Adult wards and bishops can 
provide support as well. If academic stress is contributing 
to a student’s struggles, Academic Support and Disability 
Services might be helpful. Th e Addiction Recovery 
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members can be instrumental in aiding students by 
instilling hope and reducing the stigma of mental illness 
and treatment. A supportive and motivating relationship 
with a professor is a key factor to the successful college 
student experience (Gallup-Purdue Index 2015 Report). 
Showing concern for a troubled student can have a 
profound impact on their road to recovery. Hope can be 
instilled by highlighting the temporary nature of a crisis 
and the efficacy of treatment. 

Normalizing the student’s experience by expressing 
how common emotional struggles are and helping them 
to see treatment as a healthy choice can reduce the stigma. 
Students are more likely to seek treatment if they feel it is 
the standard for individuals with emotional challenges. t
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Medication is often helpful and sometimes a necessary 
component of treatment for emotional disorders. Some 
students are more comfortable taking a medication than 
talking with a therapist. Most of our students who might 
benefit from medication are evaluated at the Student 
Health Center. We have a psychiatrist in the Counseling 
Center one day a week for the most complex cases. Around 
a third of students seen in counseling take medication, but 
there are many students who take psychotropic medication 
that do not participate in counseling. 

Faculty Efforts
In addition to helping students prevent more serious 
troubles by suggesting preventative measures, faculty 

Faculty members can 
be instrumental in aiding 
students by instilling hope 
and reducing the stigma of 
mental illness and treatment. 
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on their own. I chose to present on this topic during the 
Fall Faculty Conference to focus on the state of video 
capture solutions available at BYU–Idaho and ways we 
can improve upon the resources that are already available 
to the campus community. 

Like many educational institutions, there are multiple 
capture solutions available to us, ranging from the 
specialized lecture capture platforms to the independently 
licensed or free, simple capture solutions. The current 
campus supported solution for lecture capture is Panopto, 
one of the industry’s best. The system can be used for 
larger classroom capture projects and some special 
rooms have been set up with special equipment to 
leverage the full capability of the software to record the 
full classroom experience. Playback of captured videos 
is through the Panopto hosted site. Unfortunately, only 
10 concurrent user licenses are available to campus, so 
only some departments on campus are taking advantage 
of the availability of this “Cadillac” lecture capture video 
solution. If you or your department would like to look 
closer at this product, contact Nyk Vail, Technologies 
Manager, who can help you get started.

For the majority of campus, this full-featured system 
is not economically scalable as an enterprise solution. 
I’m not advocating swapping that system for something 
different with fewer features, as that would not be prudent 
or appealing. Therefore, most of us are left to use the 
simple tools available through the Kaltura Screen Recorder 
found at video.byui.edu (Kaltura). It too is a supported tool 
available to any faculty to access and use the features to 
do simple desktop presentation recordings. The captured 
content is hosted in the video repository and cataloged 
with the metadata to discover and make content available. 
The limitations to this tool are in functionality. It may be 
too simple to be useful. While it is more widely available 
to our campus users, it uses a Java plugin that can be 
problematic with new browser security settings and does 
not provide any editing options. 

The other option that many faculty members and 
departments have resorted to is independently purchasing 
individual licenses for Camtasia or other third-party 
tools in order to compensate for the lack of features, 
functionality, or availability of the current tool set our 

Working in the library as the Intellectual Property Rights 
and Digital Content Specialist has helped me to better 
appreciate the mountains of digital content available to the 
campus community. This content is constantly growing 
and has the power to transform the way we teach, learn, 
and study. Harnessing this power to help us improve our 
teaching and learning is becoming an essential skill in this 
era of “on-demand” scholarship.

In order to refine this skill, we need tools that will 
better enable us to be independent creators of the type 
of content that students are looking for, specifically 
video. In a recent survey of educational institutions 
using video, an overwhelming majority of respondents 
stated that knowledge of video tools and technology 
are an important part of digital literacy. The survey 
also confirmed that users need easier access to robust, 
intuitive tools that allow them to create and edit videos 

Educational Video 
Capture in an  
On-Demand World
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campus offers. The cost of purchasing multiple licenses can 
quickly add up.

Whether it’s Panopto or some other third-party tool, the 
captured content ultimately ends up being stored either on 
individual desktops, department shared drives, or various 
third-party solutions or websites. This lack of standardization 
around video capture can create silos of content and/
or complicated workflows if one is not using a tool that 
integrates with Kaltura, the video management strategy 
already in place. These problems further complicate and 
limit the viability of using video content as a learning tool. 

President Gilbert recently asked us to consider the 
question, “Why are we doing this, and are there ways of 
doing it better?” There is a way to do more to leverage 
the tools and strategies we’ve already put in place to help 
improve video capture without straining the limited 
resources that the larger systems can require. It doesn’t 
require adopting a completely new product, but rather 
updating our existing Kaltura capture tools to allow the 
improved features and functionality available with the 
IMS Global Learning Consortium Open Video Capture 
Standard . This standard was initiated by Kaltura, the 
platform chosen by the University to manage our video 
content. This new standard provides a framework for video 
capture that empowers both the creator and the end user. 

The Open Video Capture Standard is an XML interface 
for the ingestion of captured content that supports complex 
features such as these:

• Capture of multiple streams simultaneously (Multiple 

cameras can be easily added and configured—one on 

the lecturer and others on a model or lab.)

• Offline recording and background uploading (A 

user could record off site, like in a student teaching 

situation and upload the video later on.)

• The ability to create searchable slides and 

navigation automatically through metadata 

extraction from PowerPoint and Keynote to support 

easy searching of any word in the presentation. 

(Not only useful in searching but in providing 

benefits for accessibility.)

• Video editing (The available editing is limited to 

trimming front and back and clipping content from 

the middle of a video, and so it’s not extremely 

granular, but one can also replace individual slides 

in a presentation as they need to be updated to 

keep content relevant.)

Not only does this standard enhance the features of 
capturing content, but it also empowers the viewer by 
providing a rich playback experience that allows the users 
to do the following:
• Toggle between streams (Viewers can choose the 

camera or view they want and organize the layout 

of the player choosing side-by-side, picture-in-

picture or single stream views.) 

• Use images as bookmarks to quickly locate and 

jump to areas in the video 

• Perform text-based searches (This is based on text 

extracted from PowerPoint and/or Keynote or a 

caption file.)

Kaltura’s new CaptureSpace enhancements can bring the 
features of this Open Capture Standard to campus. A benefit 
of using something like CaptureSpace is that content will 
be automatically published into Kaltura Mediaspace (video.
byui.edu), leveraging the University’s existing video strategy 
to have a single repository for all captured content, allowing 
the content to be more easily curated and managed. It 
would become a seamless end-to-end recording to viewing 
platform available for more of campus. 

Since the existing toolset in Kaltura only provides 
limited functionality (if you use the right internet browser) 
and the Panopto solution is too expensive to scale 

We need tools that will 
better enable us to be 
independent creators of 
the type of content that 
students are looking for, 
specifically video. 
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campus-wide, shouldn’t we consider adding this improved 
functionality to our existing Kaltura platform? Th is would 
not replace the existing systems already in place, it would 
enhance a tool we have been using for several years. 
CaptureSpace is a way to provide the type of experience 
both faculty and students expect from educational video. 

Whether you are an experienced video creator or just 
getting started with recording video content for your 
students, if you think Kaltura’s CaptureSpace might work 
for you, please contact me so that we will better understand 
the demand to fi ll this gap as we explore the possible 
solutions for a campus-wide video capture solution. t
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A balance of work needs to be orchestrated, because some forms 
of work tend to dominate other forms . . . . Our preferred chores 
need little encouragement just as in Elder Spencer Condie’s 
paraphrase of Strauss’s warning to orchestra conductors: “Never 
give an encouraging nod to the brass section, or you’ll never 
hear the strings again!” (CR, April 1998)

If each person who talked in a class were labeled as a 
type of instrument, with the teacher being the trumpet, the 
music many classes regularly produce would be a blaring 
monotony of sound. Who would want to listen to an 
orchestra that could shift beautifully between instruments 
and styles but instead was dominated by the trumpet?

The teacher who wishes to avoid always producing the 
same kind of “music” in class can intentionally choose to 
encourage different students to participate. This can be 
accomplished by having students shoulder more of the burden 
of transferring information in class. At any given time in a 
classroom, there are three common participation styles: one 
person talking, everyone talking, or no one talking (lectures, 
group discussions, or writing and thought experiences). 
Teachers who have had one person talking for a few lessons, 
can choose to change their delivery so that everyone 
becomes more involved in the teaching process. It can be an 
enjoyable teaching challenge to reorient learning experiences 
from instances where only one person is talking, to equally 
purposeful activities where no one, or everyone, is talking.

Peer instruction is one way to vary the style of student 
involvement. It affords the chance for students to process 
information, organize it in their brain, and rehearse their 
learning verbally. Students who realize they will need to 
restate information or share feelings about it to others 
tend to focus more purposefully while the information 
is presented. Peer instruction increases involvement and 
fosters individual mentoring that can address questions or 
concerns students might not bring before the entire class.

In spite of the advantages peer instruction offers, many 
teachers avoid it because it seems unwieldy. They fear 
they will sacrifice quantity for quality. This is based on 
the assumption that group work takes more time than 
lectures. The teacher with too much material and too little 
time can be leery of time-consuming teaching techniques. 
Additionally, complaints of “shared ignorance” can arise 
when students teach each other. 

While preparing lessons, teachers can spend so much 
time on what they are going to teach that they do not 
get around to fully exploring how they might teach 
it. When we focus on what we will be teaching without 
concurrently considering how we might present it, the 
crunch of time may cause us to settle for methods that are 
incomplete or overused. 

As we seek to address this disparity and make our 
lessons more effective, we may realize that we reach too 
often for the same tool in our teaching toolbox. It is easy to 
ignore other methods that are unfamiliar and feel awkward 
to use. We must be wary of always defaulting toward 
our favored teaching approaches and thereby robbing 
ourselves of rich experiences in the classroom. Elder Neal 
A. Maxwell once stated: 

Ideas for Improving 
Learning and 
Satisfaction through 
Peer Instruction
STAN K IVET T



The preparation and teaching can be completed in less than 
ten minutes. This approach yields experiences with “shared 
expertise” rather than “shared ignorance.”

Illustration 2
Short of creating mini-experts, we can select problems 
that we pose to students so they can wrestle with them 
in groups prior to a class-wide discussion. This approach 
orients and assists students to engage more competently in 
discussions and thereby addresses the problem of efficiency. 
This form of peer instruction requires careful orchestration 
by a teacher.

For example, a teacher has several insights he wishes 
to investigate with his class as he works his way through 
John 6. He could conduct the entire lesson through an 
interactive discussion where only one person is speaking at 
any given time. However, he concludes that some students 
will not fully participate in a large group setting without 
first being oriented with small group problem solving. He 
prepares a PowerPoint presentation that will pose problems 
to small groups and thereby set the stage for follow-up 
class discussions. The problems/questions the small groups 
discuss prime the pump for discovery without simply 
revealing his insights. After each group discussion of the 
following questions, the teacher plans to conduct a summary 
discussion to bring closure to each learning objective:

1 In John 6:9, we see Jesus using a paltry 

contribution by a small child to work his miracle. 

What does this teach you about the miracles Jesus 

will work around you? 

2 In John 6:12, the disciples are commanded to 

gather up the fragments that remain. Why do 

you think that Jesus had them do this? 

3 As you read the story of Jesus walking on the 

water in John 6:16-21, what do you feel we are 

taught about the atonement? 

4 Consider the reason Jesus rejects the form 

of discipleship the people are offering in 

John 6:26-30. How does the Savior’s demand for 

a deeper form of discipleship bless and protect 

the people? Give examples that expose that we 

sometimes approach the Savior in the same 

shallow manner as these people did. 

If small group learning experiences truly are less effective 
than lectures or class discussions, hesitancy to use the 
method is justified. While diversity of experience can 
breathe life into a classroom, it is probably not an important 
enough byproduct to cause teachers to use a dubious 
method. We do not reach for the screwdriver just because we 
have been using the hammer a lot—we select tools because 
we believe they will address the task at hand most effectively. 
However, we should be a little chagrined if we find ourselves 
trying to turn a screw with a hammer. Maybe the fact that 
we are saying quite a lot during a lecture does not translate 
into our students assimilating a lot. 

There are ways that teachers can make peer instruction 
more meaningful. For example, quickly creating experts 
on different topics and then pairing them to teach one 
another overcomes the challenge of “shared ignorance.” 
This skill depends on orchestrating preparation experiences 
so they empower students to teach a principle to their 
partner with expertise that rivals that of the teacher. This 
is accomplished by choosing different learning objectives, 
providing clear instruction of one objective to one group 
of students, and providing quality instruction of the other 
objective to the other group. Mini-experts can be created 
before or during class. Students enjoy teaching when 
they are qualified and know something the other group 
members do not.

Illustration 1
A Sunday School teacher has some insights she wants to 
share as the class covers John 11. She considers sharing 
her ideas through a lecture, but decides instead to formally 
write out her thoughts as clearly and powerfully as she 
can. She breaks her thoughts into two different readings of 
approximately the same length. She believes that having the 
students read her thoughts and then restate them will be 
helpful. At the appropriate point in the lesson, she breaks 
the students into groups of two and tells them they will be 
restating their reading to their partner. She distributes the 
readings so that one student in each group receives handout 
1 and the other student receives handout 2. She provides 
time for the students to read and process their reading. 
After they have silently prepared to restate her insights, the 
teacher asks them to share together. The students are all 
engaged through this process and able to teach individually. 
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This teacher believes that this structure will allow him 
to make his points more powerfully to his students while 
also allowing his students to create and discover unique 
personal insights. He is also confident that he can cover 
the same amount of material in the same amount of time 
using this method as he would have addressed through a 
class discussion, and will achieve deeper comprehension, 
retention, and satisfaction.

Illustration 3
A teacher wishes to introduce a topic and then discuss 
insights about it from an article. She has selected several 
significant quotes from the article she wishes to process with 
the class. Initially, she places the quotes in a PowerPoint 
presentation and plans to read them with the class and then 
discuss them. As she considers this approach, she fears some 
students will become bored and check out. 

Since her room is set up with eight columns of six rows, 
she modifies her approach so that she places eight of the 
most significant quotes on one sheet of paper. She makes 
six copies of the sheet and slices the paper so that she can 
distribute a different quote to each of the eight columns in 
her class. She passes out the different quotes so that each 
column is working on the same quote. She does not have 
them talk together about the quote. She just gives them 
time to read whichever one they are assigned and tells them 
that she is going to arbitrarily pick one person to restate the 
information when their quote is being considered. Once the 
students have read their quotes, she projects the first one 
on the screen, rolls a dice and has whichever student’s seat 
matches the number on the dice report on their quote. She 
feels that working her way through the material in this way 
will keep students engaged and interested.

Conclusion
Peer instruction can be effective and enjoyable if it is well 
structured. Teachers can overcome shared ignorance by 
imparting expertise to different groups and then having 
them teach one another. Efficiency concerns can be 
addressed by carefully orchestrating group experiences 
so they are focused and productive. Students who quickly 
consider a question together before having the answer 
provided can be oriented and interested when the teacher 
closes the discussion with the class at large.

Several justifications for pursuing collaboration between 
students have been identified such as achieving 1) deeper 
and broader learning, 2) higher motivation, 3) increased 
transferability and applicability of learning, 4) longer 
retention of learning, 5) the acquisition of life skills, and 6) 
positive effects on quality of life considerations (Downey, 
2008; Walker & Greene, 2009). Just as a good exercise 
regime includes a broad range of activities so that one 
muscle is not neglected while another is overused, a good 
teaching plan utilizes multiple practices to produce healthy, 
well-balanced learning. While there are many methods 
to present information, and some teachers have innate 
abilities relating to one more than another, do not discount 
your ability to learn to use a wrench just because you seem 
to be especially good at swinging a hammer. t
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As we understand the demographics of campus students we have a better idea 
of how to serve them. Th ere have been changes with students that are impacting 
the look and feel of campus. Most importantly, just over 50% of our students 
are returned missionaries. Also more students are taking online classes thus 
changing their footprint on campus. Hopefully you will be able to see how these 
demographics are changing and aff ecting how we interact with campus students.

Campus Demographics
BR AD HALES
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College would become BYU–Idaho, President Gordon B. 
Hinckley said:

“BYU–Idaho will continue to be teaching oriented. Effective 
teaching and advising will be the primary responsibilities of 
its faculty, who are committed to academic excellence.”1

Teaching can take many different forms. Indeed, 
mentored research is one of the most intense and effective 
forms of teaching and learning that can be shared by 
faculty and students.

In an address to BYU–Idaho faculty, then-President 
David A. Bednar explained that there is a role for research 
at BYU–Idaho, but that our research “activity should 
always have the basic objective of, first and foremost, 
benefitting and blessing our students.”2 The following 
excerpts from this address are particularly relevant. 

“Will there be a role for research at Brigham Young 
University-Idaho? In appropriate ways and as one form 
of scholarly activity, the answer is yes. Will such research 
activity be conducted in ways similar to many other 
institutions of higher education? No. . . .Is there a role for 
some limited types of applied research? Absolutely. But not in 
the sense that we as faculty are ‘under the gun’ to get external 
funding and have three or four major publications every year. 
We are not going there. . . .

“[Our] motive is not directed at ‘promoting our personal, 
professional agenda.’ Rather, we are benefitting and 
blessing students through scholarship, and we as faculty 
simultaneously are getting better as teachers as a result of 
what we do.”2

At BYU–Idaho we speak of “mentored research,” which, 
by definition, involves students. Research that is not 
student-centered cannot really be termed “mentored” 

Background
I began teaching mechanical engineering at BYU–Idaho 
in August 2014 after spending the previous 10 years in a 
faculty position that required both research and teaching. 
There was an opportunity to involve students in research 
projects that carried over from my prior work. It was not 
clear to me, however, whether doing so would be welcomed 
or even feasible. I thus began to explore two basic questions: 
First, given our institutional mission, what is the role for 
mentored research at BYU–Idaho? Second, how can we 
direct mentored research considering our significant teaching 
responsibilities? The purpose of this article is to summarize 
subsequent insights and observations that helped me obtain 
at least some answers to these questions.

Guiding Principles
Our leaders have provided guidance for conducting 

research at BYU–Idaho. When announcing that Ricks 

Keeping Our Teaching 
Fresh Through 
Mentored Research
SCOT T THOMSON

Mentored research is one of 
the most intense and effective 
forms of teaching and learning 
that can be shared by faculty 
and students.
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research. Research, yes, but not mentored research. Some 
of our faculty do participate in non-mentored research 
activities that further their professional development 
in ways that ultimately benefit students. BYU–Idaho’s 
emphasis on mentored research, however, provides our 
faculty with motivation and opportunities to pursue 
projects that involve students in significant ways. For this 
purpose, I am offering ideas and encouragement for faculty 
to explore these possibilities.

Keeping Our Teaching Fresh
At the recent celebration of the BYU Religious Studies 

Center’s 40th anniversary, Elder Jeffrey R. Holland noted 
the following about university teaching and research:

“There always has been and there always will be at 
universities an emphasis on doing research and writing in 
order that our teaching stay fresh. . . . You learn in order to 
teach, and you teach in order to learn.”3

Two definitions of the word “fresh” are particularly 
applicable to our teaching at BYU–Idaho: “experienced, 
made, or received newly,” and “full of . . . renewed vigor.”4 
In short, if our teaching is “fresh,” our teaching is current 
and invigorated. 

“Translational Research” at BYU–Idaho 
Faculty who direct mentored research are provided with 
unique experiences that enable them to remain (or to 
become again) invigorated and passionate about their 
disciplines, to maintain currency in their fields, and to 
experience overall professional growth and development—
in essence, to “stay fresh.” 

In addition to benefitting faculty, student-centered 
mentored research clearly benefits the participating 
students. They have opportunities to generate scholarly 
products, such as conference presentations or papers, 
which are valued by potential employers and graduate 



How does this occur? Engaging 
in mentored research enables us to 
develop deeper content knowledge. 
Our research, therefore, returning to 
Elder Holland’s statement, causes us to 

“learn in order to teach.” Further, as we, 
with our students, immerse ourselves 
in research that is highly relevant to 
our disciplines, we are imbued with 
an infectious enthusiasm that our 
students cannot help but feel. This 
opens the door to increased interest 
and motivation, and ultimately, 
increased student learning. 

Three Examples of Mentored Research
Just as teaching styles vary between faculty members, so 
does the quantity and manner of our mentored research. 
There are many creative and successful approaches to 
mentoring students being used and piloted by faculty 
across campus. I briefly summarize three different 
approaches for illustration. 

Case #1: Students mentoring students
Jared Williams in the Department of Applied Plant 
Science utilizes a training approach to mentoring students. 
Experienced students mentor less-experienced students, 
thereby increasing the number of students who can 
participate. Brother Williams directly mentors two or three 
lead students who are seniors and have been working in 
his group for one or two years. Each of the lead students 
directs the work of two or three other undergraduate 
students, typically sophomores or juniors. The lead 
students work towards presenting their work at a national 
professional conference that hosts an undergraduate 
research symposium. Based on his experience, Brother 
Williams has observed that a single, large project with 
many students is easier to manage than many small 
projects with many students, and that long-running 
projects facilitate his training approach.

Case #2: Finding students in the classroom
Matt Miles in the Department of History, Geography, and 
Political Science has used classroom assignments to identify 

schools. They acquire skills and attributes beyond those 
they would normally acquire. 

But what about the potential impact on students who are 
not directly engaged in mentored research? I have found 
that I am only able to closely mentor five or six students 
per semester, a relatively small fraction of our annual 
mechanical engineering graduates (105 in 2014). This has 
caused me to wonder whether mentoring such a small 
number of students is worth the investment and how we 
can leverage our research activities to bless more students. 
I have concluded that the larger population of students in 
the classrooms of faculty who conduct mentored research 
have the potential to benefit if the research is “translational” 
in the following sense.

The National Institutes of Health is the primary source 
of federally-funded medical research in the United States. 
They are driven towards funding research that is not just 
academic, but “translational.” This type of “translational 
research” has been characterized as that in which “research 
findings are moved from the researcher’s bench to the 
patient’s bedside and community.”5

A different take on this definition may characterize 
the types of mentored research activities that reach more 
students: Translational research at BYU–Idaho is that in 
which the benefits of research are moved from a faculty 
member’s professional growth to enhanced learning and 
classroom experiences for a larger population of students. 
In short, the impact of our mentored research activities 
extends into the classroom.
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questions, such as, “To what extent should I be involved in 
mentored research?” “How many students should mentor?” 

“Which projects will be most beneficial to students?”
The following counsel and promise from President Eyring, 

initially given to young single adults, seems to be applicable:
“When we put God’s purposes first, He will give us miracles. 

If we pray to know what He would have us do next, He will 
multiply the effects of what we do in such a way that time 
seems to be expanded. . . .

“I can promise you that if you will go to Him in prayer and 
ask what He would have you do next, promising that you will 
put His kingdom first, He will answer your prayer and He will 
keep His promise to add upon your head blessings, enough and 
to spare. Those apparent prison walls of ‘not enough time’ will 
begin to recede, even as you are called to do more.”6

Concluding Thoughts
I believe that our personal motives for doing what we do at 
BYU–Idaho are highly correlated with our successes. We 
have institutional mandates to engage in “inspired inquiry 
and innovation”2 and to increase the quality of our students’ 
experiences at BYU–Idaho7. If we are motivated by a 
desire to bless the lives of our students, we will be led to 
specific activities that will enable us to do so. Some faculty 
members will be inspired to direct mentored research, 
while others will be led to other activities. 

For those of us who may engage in mentored research, 
in order to keep our teaching fresh and be of most service 
to our students, our mentored research activities must be 
congruent with our individual talents and abilities and 
with BYU–Idaho ’s institutional mission. Inspiration will 
help us find that alignment, leading to mentored research 
activities that will enable students to gain meaningful 
experiences, improve classroom experiences for a larger 
number of students, and help faculty maintain currency 
and feel invigorated. t

students who may benefit from the mentored research 
process. While grading term papers for junior-level courses, 
Brother Miles has identified exceptionally-written papers 
with scholarly potential. He has then contacted the student 
authors and offered to help them develop and prepare their 
papers for presentation at a national professional conference. 
Brother Miles has noted that there is a clear, significant 
benefit for student researchers in terms of preparation for 
graduate school and that engaging in mentored research has 
helped him maintain enthusiasm for his subject and made 
his classes more fun to teach.

Case #3: Post-graduate research mentor
Last year I was organizing research projects that required 
student training and lab setup. We hired a research associate, 
Shelby Dushku, who had recently graduated with an MS 
degree in mechanical engineering from BYU. Shelby was 
funded in part using external grant funds and in part as an 
adjunct instructor. Shelby and I met weekly to discuss her 
teaching and research progress, thereby providing her with 
professional mentoring. We also met together weekly with 
the students who were involved in the research. While I was 
available to help students at other times, Shelby was more 
engaged in their day-to-day mentoring than I ever could 
have been. This experience taught us that employing a recent 
MS or PhD graduate to help mentor students and also teach 
classes could provide the individual with a meaningful 
professional experience. This arrangement could also 
assist the sponsoring faculty member while simultaneously 
providing the students with a valuable second mentor.

The Need for Inspiration
During this past year, I have been frequently reminded of 
the vital importance of inspiration in all we do at BYU–
Idaho, including in the directing of mentored research. 
Each of us needs inspiration to determine answers to 
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As we, with our students, immerse ourselves in research that 
is highly relevant to our disciplines, we are imbued with an 
infectious enthusiasm that our students cannot help but feel.
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Four Observations Regarding  
Mentored Research at BYU-Idaho
OBSERVATION #1: Student-centered, mentored research at 

BYU–Idaho is consistent with our institutional mandate to provide 

effective teaching and learning experiences for our students.

OBSERVATION #2: If we are to conduct mentored research at 

BYU–Idaho , it should be done in such a way that our classroom 

teaching stays fresh.

OBSERVATION #3: Student-centered, mentored research has 

the potential to significantly and directly benefit three populations: 

students who participate, faculty who direct the research, and 

students in the classrooms of participating faculty.

OBSERVATION #4: Our motives are highly correlated with our 

successes, and if we are motivated by a desire to bless the lives 

of our students, we will be inspired to pursue specific activities 

that will enable us to do so.
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online instructor. Perhaps more meaningful questions are, 
“For which learning activities are discussion boards useful?” 
and “How can I use discussion boards more effectively?” 
This article is intended to address the second question.

There is no magic formula for making discussion 
boards powerful learning tools. There are, however, six 
considerations which should be taken into account when 
designing a lesson using a discussion board. You may find 
that some of these considerations are generally applicable 
to many learning activities. These six considerations are 
interdependence, size, identity, task, norms, and synergy.

1. Interdependence
Interdependence is a measure of how much the individual 
students are required to depend on each other to complete 
a task. Do the students need others? And do the others 
need the student? If a student can succeed without the 
group, then there is no interdependence. If the group can 
succeed without that student, there is no interdependence. 
This is tightly coupled with the notion of community—a 
group of people sharing a common goal or interest and 
invested in the success of other members of the community. 

To enhance interdependence in your discussion board, 
try to anticipate potential challenges which may hinder 
interdependence in the course. This may include assessment 
strategies such as curving grades. Now try to come up with 
tools and strategies that will encourage students to help 
each other. Some of these are teamwork, community, social 
pressure, unified mission, greater good, charity, and needing 
others’ posts to complete their assignment. 

2. Size
If the discussion board group size is too small, then one 
non-contributor could sink it. If it is too large, there could 
be social loafing—benefiting from the work of others 
without contributing—or it could be very difficult for 
people to keep current. There are three common group 
size categories: small (4–6), medium (10–13) and large 
(17+). Small groups are appropriate when the students feel 
a high level of commitment and the discussion is highly 
focused. Medium groups are applicable in a wide variety 
of learning activities; research suggests that medium is 
the ideal size in most situations. It is usually necessary to 

We all have a great deal of experience in the traditional 
face-to-face educational world. Faculty have spent decades 
as students and now a great deal of time on the other 
side of the classroom. Few of us, however, have much (or 
indeed any) experience in the online world as students. 
Despite this, we are sometimes called upon to instantly 
become experts in this new and unfamiliar medium.

I often hear instructors say things like, “Students hate 
discussion boards,” “Discussion boards do not foster deep 
learning,” and “Discussion boards are just busy work.” This 
is like saying, “Students hate white boards,” “Oral questions 
and answers do not foster deep learning,” and “In-class 
quizzes are just busy work.” A discussion board is neither 
good nor bad inherently and does not imply any particular 
pedagogy. It is just a tool, one of many available to the 

Six Considerations 
for Making 
Discussion Board 
Learning Effective
JAMES HELFRICH



of the norms. Finally, the moderator needs to be proactive 
about enforcing them. This often means removing posts 
that fall outside the norms.

In Week one, post a document explaining the norms and 
verify that it is understood with a quiz. In the “Instructor 
Notes,” explain how the norms are to be enforced.

6. Synergy
There needs to be a high level of activity to create a sense 
of momentum in the group. The students need to feel that 
the discussion board is moving along and that they will 

“miss out” if they are absent for any period of time. You can 
measure synergy by looking at the rate of posts through 
the life of the discussion board. In other words, boards 
only having posts near the deadline have low synergy. You 
can also measure synergy by how many different times a 
contributor posts. If they only drop in once, there is low 
synergy. If they come back several times, especially on a 
given thread, then the synergy level is higher. Urgency is 
a powerful tool when trying to create synergy; discussion 
boards open for a short period of time often have synergy.

Anticipation can also be a powerful tool. You can try 
to direct the discussion to the “great reveal” or the “aha 
moment.” For example, you could post a question that 
seems to have an obvious answer. As more is revealed and 
the students dig deeper into the question, it might turn out 
that the obvious answer was incorrect.

You should directly address the synergy issue. Come up 
with a list of 4–5 tools (urgency, anticipation, aha, skin-in-
the-game, relevance, personal interest, etc.) that you could 
employ to encourage synergy in a given discussion board.

Examples
The following are a few examples of discussion boards I 
have used.

Developer’s Forum
The developer’s forum is a weekly discussion board 
set up to be one-stop-shopping for getting help on 
homework problems.
OBJECTIVE: Skills (The student will be able to use a given 
programming construct to solve a problem).

assign roles (such as mediator) in medium sized groups. 
Large groups work only when there are a large number of 
simultaneous discussions and the students do not need 
to participate in all of them. In other words, a large group 
can be subdivided into smaller ones by topic. It is best to 
choose the group size intentionally based on the nature of 
the learning task.

3. Identity
Each discussion board should have a readily-understood 
identity that answers the question, “Why are we here?” If 
every member of the discussion board cannot readily 
answer this question, then the group will have an identity 
crisis. Unfortunately, some discussion boards are created 
simply “because there needs to be one here,” leaving the 
students with no clear sense of purpose.

At the head of every discussion board, have an identity 
statement explaining to the student (and possibly to the 
architect of the learning activity) why the discussion 
board exists.

4. Task
The task is the objective that the discussion board is 
designed to accomplish. This can be one of the most 
challenging parts of setting up an effective a discussion 
board. There needs to be an established criterion for 
success, indicating that “we know we are done and have 
succeeded when the following is accomplished.” If a 
discussion board task is simply to “read and discuss,” this 
is not really a task. What are we asking people to do in 
concrete terms while discussing?

At the head of every discussion board, describe the task. 
This includes the “exit criteria”—how we know we are done 
and have completed the task.

5. Norms
What are the rules and guidelines for the discussion board? 
Are there clearly-stated standards, such as writing quality, 
formatting, or use of citations? Is there a culture indicated, 
such as degree of formality, writing style, or use of 
humor? These need to be clearly identified and universally 
communicated so it is readily apparent what falls inside 
and outside the norms. All members of the discussion 
board should be able to recite and/or explain all aspects 

P E R S P E C T I V E  |  2 6



then address the points made by others. The students can 
only complete the assignment if others participate.
SIZE: The entire class, though sub-divided by disagreement.
IDENTITY: Clearly stated in the problem definition.
TASK: They are done when they have made four posts: 
initial, two responses, and conclusion.
NORMS: Everything must be cited and in essay form. There 
is a four-page “professional writing” document.
SYNERGY: Students check their posts continually to see 
how it fares in the face of criticism from their peers.

Prototypes
Students are to try new things with the tools presented in 
the course of the week, then comment on other’s ideas.
OBJECTIVE: Skills (The students will be able to create a 
given effect using a variety of web technologies).
INTERDEPENDENCE: Students can only advance to 
the next level in their learning as others critique their 
prototypes and as they are inspired by the prototypes of 
their peers.
SIZE: Medium groups (10–12) where each student knows 
each other. Groups are stable throughout the semester.
IDENTITY: Clearly stated—to learn how to do new things 
using web technologies.
TASK: They are done when they have made two prototypes 
and have commented on four others.
NORMS: Respectful, positive. Just a short paragraph 
describing what is expected and the instructor is asked 
to moderate.
SYNERGY: Students check their posts continually to see 
how it fares in the face of criticism from their peers. t

INTERDEPENDENCE: Students cannot pass the class without 
getting help on stumbling blocks. The developer’s forum is 
the student’s lifeline and the help comes from other students.
SIZE: The entire class, though it is sub-divided by topic/question.
IDENTITY: The purpose is stated and readily apparent: to 
get questions answered.
TASK: Students are finished when they have accumulated 100 
points: 30 for a good question/answer, zero for poor ones.
NORMS: A five page document describes the norms and 
the instructor is asked to police the site three times a day.
SYNERGY: Students ask questions when they encounter 
problems. Students answer questions when it is 
convenient. There is activity on the forum 24/6 (because 
Sundays are rest days!).

Class Debate
The class debate is a place where controversial and non-
obvious topics are debated.
OBJECTIVE: Critical thinking (The students will be able to 
find issues and identify underlying assumptions inherit in a 
given argument).
INTERDEPENDENCE: The debate can only function when 
another student has posted an idea that can be supported 
or refuted.
SIZE: The entire class, though sub-divided by topic/
question. Often I have teams take sides: 5 vs. 5.
IDENTITY: The purpose is clearly stated: get to the bottom 
of a collection of topics.
TASK: Students are finished when they have accumulated 
100 points, awarded according to the quality of posts.
NORMS: A three page document describes “professional 
writing.” All points must be cited and in essay form.
SYNERGY: New questions/topics are posted twice a day. 
Students know that it is easiest to be the first to respond so 
they check the discussion board multiple times a day.

Disagreement
The disagreement discussion board is where students find 
inconsistencies or other issues with the author’s text.
OBJECTIVE: Critical thinking (The students will be able 
to critique the quality of a given article and identify the 
assumptions on which an author’s conclusions were made.).
INTERDEPENDENCE: The students need to post a 
disagreement, then support/refute two other disagreements, 
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economic growth and development in Eastern Idaho. The 
E Center is facilitating this growth by creating a network of 
resources including ideas, entrepreneurs, businesses, and 
capital.” After five years of E Center growth and success 
with business related projects, the Southeast Idaho Research 
Institute (SIRI) was formed to facilitate mentored student 
learning in the sciences as a nonprofit scientific and 
educational corporation. Together, these organizations have 
supported hundreds of mentored student projects.

In 2014, a significant decision was made to combine 
these two nonprofit educational institutions to leverage 
the strengths of each organization and to expand overall 
capacity, so the E Center was merged into SIRI. Then, SIRI 
was renamed the Research and Business Development 
Center (RBDC) to reflect the new expanded mission. The 
legacy of both predecessors provided the foundation for the 
RBDC’s continued service for clients, students, and faculty 
with excellent opportunities that can ultimately impact 
the lives of each. The merger has created efficiencies and 
synergies that are being utilized to scale RBDC’s endeavors 
to reach an ever greater number of clients, students, and 
faculty. This new organization is stronger and will be able to 
dramatically grow mentored student learning opportunities.

Why a Separate, Off Campus Organization 
President Clark envisioned an organization that was not 
encumbered by university policies, did not significantly 
impact campus facilities, staff, or budgets, and limited 
BYU–Idaho exposure (legal, financial, use of the 
university and church name, etc.). As a separate, nonprofit 
educational corporation, the RBDC reduces university 
liability as the contracting organization with the private 
sector and government agencies. The RBDC has access 
to a greater spectrum of clients and sponsors, as well as 
federal and corporate/foundations grants that were not 

It is widely recognized that students learn best through 
hands on, experience-based learning. Benjamin Franklin 
said, “Tell me and I forget, teach me and I remember, 
involve me and I learn.” Experience-based learning 
or mentored learning is used across the educational 
spectrum from vocational and technical schools to medical 
education. Sid Palmer, Dean of Faculty Development 
and Mentored Research at BYU–Idaho, discussed the 
continued growth of experience-based learning and the 
benefit to faculty development in the Perspective last year 
(Palmer 2014). Even with the recent growth of experience-
based learning at BYU–Idaho, the journey has just begun 
on the road to the possible.

In 2006, President Kim B. Clark envisioned the benefit 
to BYU–Idaho when he talked about an off-campus 
Entrepreneur Center (E Center) that would provide mentored 
student learning and aid the business community. Bob 
Pothier established the E Center as a nonprofit community 
development corporation. President Clark later said, “The 
E Center has a wonderful opportunity to be a catalyst for 

Partnering For 
Mentored Student 
Learning
PHILIP WHE ATLEY & COREY SMITH

“Tell me and I forget, Teach 
me and I remember, Involve 
me and I learn.” 
Benjamin Franklin
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traditionally available to BYU–Idaho. The RBDC’s small 
staff allows flexibility, speed, and efficiency when working 
with BYU–Idaho and clients. We are also able to design 
tailored solutions to meet individual faculty needs. 

Separate But Aligned
BYU–Idaho and the RBDC share common goals and 
objectives which provides the framework for a strong 
cooperative relationship. Sid Palmer, Dan Moore, and 
Larry Chilton in the Faculty Development and Mentored 
Research (FDMR) Office are key partners for the RBDC 
at BYU–Idaho. Since the formation of FDMR, the RBDC 
holds routine meetings with the FDMR to ensure alignment 
of activities and desired outcomes. Our interactions with 
the FDMR office are a key link to faculty. The RBDC also 
meets with senior BYU–Idaho leadership routinely to ensure 
a consistent vision, accomplishment of objectives, and 
discussion of future initiatives. The RBDC is routinely invited 
to participate at university events such as faculty conferences 
and department meetings, or to display at events like the 
President’s Club Reception.

The RBDC Focus
The RBDC has four divisions that provide applied 
learning opportunities for students. Those divisions 

focus on agriculture, business, computer technology, 
and engineering, each described below. Student teams 
are often multidisciplinary, which is typical of industry 
practices, giving the team access to specialized skills 
outside their discipline. Dividing RBDC’s organization into 
four divisions has not limited our capability to undertake 
projects that may not fit within a division. Specialized 
teams are organized to meet the needs of project sponsors. 
A brief description of each division follows.

Agriculture
The primary focus of the agriculture division is to test 
agricultural products through greenhouse or in-field 
research. Whether it is seed, fungicide, fertilizer, or any 
number of other products, the faculty and student led 
research teams have the knowledge and experience to 
set up and run high quality research studies. The RBDC 
participates in the annual BYU–Idaho Field Day featuring 
faculty/student projects. Many of the projects culminate in 
presentations at national student conferences.

Business
The business division has a primary focus on consumer 
insights, economic studies, market research, and product 
testing. Whether it’s analyzing a business plan, performing 



a competitive analysis, modeling financial analysis, sizing 
a market, assessing feasibility, enhancing logistics, or 
determining economic impact the RBDC’s professional 
staff, university faculty mentoring and student-led research 
teams have the capability to set up and run high quality 
projects. A flexible approach helps us tailor projects based 
on specific client needs. This format also yields dividends 
for the students involved. They accelerate their professional 
growth through exposure to deadlines, budgets, client 
expectations, unexpected challenges, leadership 
opportunities, and interpersonal skills. Each project has 
a final client consult to discuss significant findings and a 
written report. 

Computer Tech
RBDC professional staff, university faculty mentors, and 
student-led teams complete projects that cover a wide 
range from idea validation, to data analysis to web/
mobile design and development, to long-term software 
maintenance and quality assurance. Businesses and 
organizations receive quality deliverables while helping 
students grow within their discipline. Students experience 
opportunities to solidify programming concepts learned in 
the classroom through real world application. 

Engineering
Through partnerships with business and industry the 
RBDC has provided engineering and physical science 
students mentored learning opportunities. Engineering 
projects are centered on either senior capstone design 
projects or grant sponsored research. Students working 
on projects are better prepared for employment. Faculty 
are able to engage in research and projects that provide 
relevant insights to the challenges clients face today while 
establishing connections that enable ongoing projects. 

Partnerships – Operational Models – Faculty Support
The Research and Business Development Center supplies 
university faculty with an avenue for mentored student 
projects and hands-on learning opportunities. Faculty 
can tailor their collaboration with the RBDC at a variety 
of levels to mentor students on real world projects. The 
RBDC has two general support models for faculty and 
mentored projects. 

RBDC Managed Projects – Projects are generally 
focused in business, computer technology, and agriculture. 
RBDC staff can facilitate all aspects of a project. These 
projects are typically ones where the RBDC finds the client 
and is primarily responsible for the deliverable to the client. 
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The RBDC is responsible for:
•  Client identification

•  Work scope development and project management

•  Contracting, billing, etc.

•  Recruiting, hiring, and training students

•  Active mentoring of students

•  All deliverables

Faculty participation is always welcome and takes a variety 
of forms. For low-level project participation faculty may 
consult one or two times a semester for a few hours. At the 
mid-range faculty would typically spend three to five hours 
per week with student project teams. At the highest level 
faculty might spend half of their teaching time at the RBDC. 

RBDC Administered Projects – Projects are traditionally 
grants and engineering projects.

The RBDC is responsible for:
• Supporting proposal development

•  Contracting, billing, etc.

•  Hiring students per faculty direction

One example of an administered project is a large grant 
underway in the Mechanical Engineering Department. 
RBDC holds the contract with the granting agency and is 
responsible for payments and reporting on the contract. 
Faculty select students for the project and are hired by 
the RBDC. All technical products are the responsibility 
of the faculty. Deliverables are generally in the form of 
publications and student papers/posters. 

For more information please visit our website at www.
RBDCenter.org. The website includes our staff ’s contact 
information and discussions about your professional 
development and how to grow your mentored student  
project experience at BYU–I. t
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The E Center has a wonderful opportunity to be a catalyst 
for economic growth and development in Eastern Idaho. The 
E Center is facilitating this growth by creating a network of 
resources including ideas, entrepreneurs, businesses and capital.
Kim B. Clark



of learning retention, observing of a zoology course that 
“students lost information on animal parts, technical terms, 
and structures, but the ability to interpret and apply suffered 
almost no loss at the end of 15 months” (Semb & Ellis, p. 268). 
Somewhat ominously, Conway, Cohen, and Stanhope (1992) 
take the opposite position.

“Our findings suggest that the integrative conceptual links 
necessary for understanding are lost, and what remains in 
memory is fragmentary and unrelated knowledge of specific 
details and general concepts. Maybe this is one of the reasons 
why former students so often remark that they know nothing 
of a knowledge domain they once knew to an expert level: 
it is not that they do not have knowledge of the domain, 
but rather that they no longer understand that knowledge.” 
(Conway, Cohen, & Stanhope, p. 474)

Arguing for the adoption of distributed practice to 
counteract the fact that “newly acquired information is 
vulnerable and easily slips away,” Robert Lindsey and his 
colleagues identify grades as a disincentive for long-term 
learning. “The reward structure of academic programs,” 
they say, “seldom provides an incentive to methodically 
revisit previously learned material.” Consequently, a focus 
on grades “is costly for the long-term goal of maintaining 
accessibility of knowledge and skills” (Lindsey, Shroyer, 
Pashler, & Mozer, 2014, p. 1).

Much as other researchers have done, I studied patterns 
of long-term learning and forgetting using a cross-sectional 
design, identifying students who had completed the classes 
under study one, two, three, four, five, and six semesters 
previously. This allowed me to collect two years of evidence 
in one round of testing. However, a cross-sectional design 
has drawbacks. Most significantly, I can only speak about 
the loss of learning over time generally, since the semester-
by-semester groups are proxies for individual students. 

Aware that I had an imperfect design but in the belief that 
the project could, nonetheless, meaningfully address the 
three questions listed above, I invited a group of department 
chairs and course leads to participate in the project. Five 
chairs and/or course leads accepted the invitation. The 
courses represented by this group were Biology 264, Biology 
265, Health Science 280, and Sociology 105. The department 
chairs or course leads then provided objective multiple-
choice questions from common final exams or based on 
shared outcomes. Importantly, all of these courses have face-

In a study of learning outcomes in distance education, 
Wisher, Curnow, and Seidel (2001) conclude that “All 
else being equal, a truly superior instructional method 
. . . should lead to superior long-term retention” (Wisher, 
Curnow, & Seidel, p. 21). Responding in part to this 
implicit challenge, I suggest that we consider learning 
retention studies as an important tool to gauge the quality 
of our work. I believe that we have outstanding instructors 
and instruction at BYU–Idaho, but I also believe that we 
cannot be satisfied with ourselves as instructors or with our 
students as learners until we see unambiguous evidence 
that our students learn deeply and with unusually strong 
retention. Recent research and tools based on distributed 
practice provide tools and methods for producing that 
kind of robust, durable learning.

The literature on the long-term retention of university-level 
learning is divided. Some researchers conclude that learning is 
lost rapidly and that students who do not revisit the material 
they learn lose vast amounts of it by the time they graduate. 
On the other hand, there is evidence that enduring learning 
is sometimes achieved. George B. Semb and John A. Ellis 
(1994) call for careful attention to the differentiated nature 

Is It Okay to Forget?
STEVE HUNSAKER
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to-face (F2F) and online sections. Students from both the 
online and the F2F groups were invited to participate. With 
the generous assistance of Scott Bergstrom, I distributed 
email invitations to 1,870 students who had completed these 
courses in the prior six semesters. From that group, 247 
students opened the survey and a total of 216 completed it. 
No students who had taken the courses in Fall 2014, the +1 
semester, participated in the study. 

BIO 264: Human Anatomy and Physiology 1
Face-to-Face n = 40; Online n = 10

BIO 265: Human Anatomy and Physiology 2
Face-to-Face n = 57; Online n = 5

HS 280: Medical Terminology
Face-to-Face n = 4; Online n = 38

SOC 111: Introduction to Sociology
Face-to-Face n = 37; Online n = 25

Students who took any additional courses in related 
fi elds within the six-semester window of the study were 
excluded from the study. So, while BIO 265 students took 
BIO 264 before participating since it is a prerequisite 
course, they were excluded if they had taken additional 
Biology courses. Similarly, students who took HS 280 
were excluded if they subsequently had taken course that 
might reinforce that learning and SOC 111 students were 
excluded if they had taken additional courses in Sociology. 
Additionally, students were only invited to participate in 
one survey even if they were eligible for more than one. My 
working hypothesis was that the study would produce a 
steep forgetting curve. I was overly pessimistic. I did fi nd 
evidence that our students forget too much too soon, but 
the rate of forgetting is not as steep as I had anticipated. 

Th e fi rst chart shows overall retention of learning 
(F2F and online). All courses show a substantial drop 
from two to three semesters aft er instruction. BIO 265 
and SOC 111 rise slightly in the fourth semester. Aft er 
dropping off  sharply in the fi ft h semester, SOC 111 again 
rises six semesters aft er instruction as does HS 280. Th is 

“improvement” is not evidence that students remember 
more as time passes but is, rather, a weakness of the cross-
sectional design. What looks like improvement is much 
more likely to be evidence that the students who took the 
course in that semester were a stronger group.
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I take the fact that the bulk of the scores are between 
64% and 40% as a strong indication that our students 
forget too much too soon. I hasten to remind the reader 
that the participants earned A, A-, or B+ credit in the four 
courses no more than six semesters prior to the study. If, 
as Conway, Cohen, and Stanhope assert (1992), “better 
students retain more than poorer students” (Conway, et al., 
p. 479), what are we to infer regarding the retention of the 
students who earned passing grades below the B+ level?

Distributed practice, a well-established principle in 
psychological literature, is one way to reduce the rate of 
forgetting. Distributed practice is spacing the intervals 
between study sessions as opposed to massing the study or 

practice. In a review article summarizing hundreds of studies 
of diff erent uses of distributed practice, researchers found: 

“[T]o remember something for 1 week, learning episodes 
should be spaced 12 to 24 hours apart; to remember 
something for 5 years, the learning episodes should be 
spaced 6 to 12 months apart. Of course, when students are 
preparing for examinations, the degree to which they can 
space their study may be limited, but the longest intervals 
(e.g., intervals of 1 month or more) may be ideal for 
cumulative examinations or achievement tests that assess 
the knowledge students have gained across several years 
of education.” (Dunlosky, Rawson, Marsh, Nathan, & 
Willingham, 2013, p. 37)

I believe that we need to get out of the habit of thinking 
of learning for the short-term: a quiz next week and a fi nal 
exam coming up in a month. Greater retention of learning 
and greater educational quality will follow as we learn to 
think in terms of remembering and using learned material 
fi ve, ten and even more years in the future.

Researchers have recently shown that “integrating 
personalized-review soft ware into the classroom yields 
appreciable improvement in long-term educational 
outcomes” (Lindsey et al, 2014, p. 5). If we will imagine 
our infl uence extending beyond the semester, perhaps we 
can imagine an educative assessment program that uses 
distributed practice to promote long-lasting learning. 

Imagine a system that asks students to return to key 
outcomes and core principles from Foundations, for 
example, but with increasing disciplinary sophistication. 
Imagine an invitation that appears in I-Learn or in 
the Testing Center soft ware inviting a junior to review 
principles from the Foundations of Science and 
International Foundations courses she took as a freshman. 
Imagine a senior who receives a similar invitation to 
describe how principles from the Teachings of the Living 
Prophets course he took in his second year connect to the 
psychology seminar he took last semester. 

Given the gaps in the data, the erratic rates of 
participation, and the limited range of courses included 
in this project, I can only generalize from my fi ndings at 
some peril. However, all the data seem to align in support 
of one conclusion: our students forget too much, too 
soon. I encourage curriculum, assessment, and academic 
leaders to think of learning quality not just in terms of the 
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currency of and the fluency in what is learned but also 
in terms of what is retained beyond the horizon of the 
semester. I hope that the findings presented here inspire 
more insightful questions, better methods, and additional 
inquiry into the rate of learning loss and more importantly, 
into ways to slow forgetting and enhance retention. t
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The value of higher education 
does not lie only in acquired 
knowledge, but rather in 
developing thinking abilities. 
DEVAN BARKER


