|NTRODUCTION:
DEFINING THE BEST

When Ralph Lynn graduated from college in 1932, decked out

in a variety of academic honors, he began doing other people’s
Jaundry to survive the depression. Ten years later, he acquired a
correspondence-course teaching certificate and taught high school
history classes for six months before entering the army in late 1942.
He spent most of World War II in London looking at ;)ther people’s
dirty Jaundry—censoring soldiers’ letters to keep them from re-
vealing too much about troop movements to the folks back home—
and reading history. When he came home in 1945, he asked his alma
mater, Baylor University, to let him teach. Later, he went north to
the University of Wisconsin to acquire a Ph.D. in European history.
In 1953 he returned to Texas, where he taught for the next twenty-

one years.
When Lynn retired in 1974, more than one hundred of his for-

mer students who now held academic posts paid him tribute. One

of them, Robert Fulghum, who later wrote a much celebrated book
d everything he needed to know about life
“best teacher

became the

claiming that he learne
in kindergarten, confessed that Ralph Lynn was the

in the world.” Another student, Ann Richards, who
governor of Texas in 1991, wrote that Lynn’s classes “offered us a

window to the world, and for a young girl from Waco, his classes
were great adventures.” They were, she explained some years after
leaving the governor’s mansion, like “magical tours into the great
minds and movements of history.” Hal Wingo, who took classes
from Lynn long before he became the editor of People magazine,
concluded that Lynn offered the best argument he knew for human
cloning. “Nothing would give me more hope for the future,” the
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ditor explained, “than to think .that Sah Lynn., nall hig Wisd,,
;;d wit, will be around educating new generationg from here to
.

eternity. d]'d Lynn do to have such a sustained and substangiyg infly.
enc‘e\ :Z: tlie ir;tellcctual and moral dex."elop.ment of his Studentg
What do any of the best college fmd university teacher S do to hely,
and encourage students to achieve remarkabl(? learning results:
What does Jeanette Norden, a professor of c.ell blol.ogy T\'ho teaches
the brain to medical students at Vanderbilt Umversxty, do thy
enables her students to learn so deeply? How'does' Am? \\'oodworth,
a professor of theater at Northwestern Ul.nversny, lift her acting
students to heights of thespian brilliance? Given that human cloning
is not an option, is it possible to do some intellectual cloning, .
capture the thinking of people like Don Saari from the University
of California at Irvine, whose calculus students have Sometimes
claimed 90 percent of the A’s on departmental examinations? Cap
We capture the magic of Paul Travis and Suhail Hanna, who taught
history and literature in g small freshwater college in Oklahomg in
the 1970s and later at other institutiong from Pennsylvania to
Kansas, inspiring thejr students to new intellectual levels?

What makeg some teachers successful wit
backgrounds? Consider the case of Paul Bake

.nearly fifty years CMpowering his stude
ity. In the 194 Baker dey

h students of diverse
I, a teacher who spent

nts to find their own creatiy-
eloped for ap undergrady

)Cu‘av'-_-
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many students whom others had dismisseq g failu

1990s, NOW retire(.i on a small ranch in East Texas,
approach in creating a program for the local eleme

ushed standardized test scores in that rural com
highs. How did he do it?

For more tha.n fifteen ye.ars.I have raised such questions in look-
ing at the practices and thinking of the best teachers, those people
who have remarkable success in helping their students achieve
exceptional learning results. Much of the inspiration for the in-
quiry came from the extraordinarily successful teachers I have en-
countered in my own life. It has occurred to me that teaching is
one of those human endeavors that seldom benefits from its past.
Great teachers emerge, they touch the lives of their students, and
perhaps only through some of those students do they have any
influence on the broad art of teaching. For the most part, their in-
sights die with them, and subsequent generations must discover
anew the wisdom that drove their practices. At best, some small
fragment of their talent endures, broken pieces on which later gen-
erations perch without realizing the full measure of the ancient
wealth beneath them.

A decade ago, I confronted the tragedy of losing some of that
wealth in the death of a talented teacher whom I never formally
met. When I was a graduate student at the University of Texas in
the early 1970s, I heard about a young professor, fresh from his own

studies at the University of Chicago, who had students sitting in the
aisles for the chance to take his class. Nearly every day, I saw a small
army of people follow Tom Philpott from class to the departmental
lounge, where they continued the conversations his teaching hz.ld
started. In the late 1980s my son and daughter-in-law took Phil-
pott’s class in U.S. urban history, and I watched as it provoked new

i : : : ed i ir
questions and perspectives. I listened with renewed interest t0 the
istered for the

res. In the early
he took the samde
ntary school that
munity to historic

stories of students—even many who were not regl
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class—who crowded into the lcgendarj\' tea;:herjs claisroom.for 2
charge to their intellectual ba.tterleﬁ. I wanted to interview Philpgy,
Jbout his teaching and possibly videotape some class.es, but thy,
chance never came. A short while later he took his ow.n life. Hig col-
leagues eulogized him, his students rememberc.d his class'es, and
perhaps a few of them who became teachers carried some Picces of
his talent into their own careers. But for the most part his library of
teaching talents and practices burned to the ground when he dieq
His scholarship on the development of neighborhoods in Chicag
remains, but he never captured his own scholarship of teaching, ang
no one else did it for him.

In this book I have tried to capture the collective scholarship of
some of the best teachers in the United States, to record not just
what they do but also how they think, and most of all, to begin to
conceptualize their practices. The study initially included only a
handful of teachers at two universities, but eventually it encom-
Szlslsee; fi:))f}ejss;l)]rli a:L :::::ozerf instituti(')nsff.rom open admissions

‘ ¢ research universities. Some taught pri-

marily students y; s beg -

e Z[ud:;:ts }:nth the best academic credentials; others worked
plesy Who had substandarq school records, Altogether, my
Olleagues and | looked at the thi s

Sixty and seventy teqe and practices of between
extensively, the the carly three dozen of them

r subjects
at Vanderbilt
I institutions
ubjects came
dCPartmcnts
Socia] gcje

othe
S ltS. ’I‘he S

nces,
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DEFINlNG EXCELLENCE
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the National Board of Medical
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ned, substantial, and positive influence on how
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N directed this book to people who teach, but it
by 1ts con-
also be of interest to students and lhci; Car $ con
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dy we had to define what we meant by outstandin
d out to be a fairly simple matter. All the prog-
¢ under our pedagogical microscope had
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Medical Licensing Examination. T},leir ,lgdroup ?jiﬁ)rmance onse,
;ions of the exam that cover i\Tordven s fie phrm lt cj a st:ong in i
tion of her students’ learning. So does the ; u cm5. tes.tlmon}.
about how well her class prepared them for t Z .r(.)tatlon in ney.
rology, the National Boards, and careers in 'me 1cx.ne. So do the
examinations she uses in her classes, carefully and rigorously gop,
structed instruments that take students through specnﬁc cases thy
require extensive knowledge, advanced understandmg, and sophjs.
ticated clinical reasoning skills. And so do her colleagues’ stare.
ments about how well her students are prepared for subsequen;
work. Norden has won every award for teaching granted by the

medical school and selected by the students—some of the awards
more times than the university will now

chancellor established en nce in

2000, the

ha plethora of teaching awards—
ndowed chajr of teac

~

. hing excellence
Cognitions; whjle important and sub-
tudent learning, Wood-
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ed from her stu-
t of her courses, and from a term-long
Finally, we saw the performances

ductions and in classroom work, In
stale rendition into some-

t\\'oodwoﬂh taught, information we gather
d

her accoun
:oan of one of her classes.
both in final pro

-«tance often transformed a

nd colleagues alone were insuf-

s from students 2
ty of sources

cations from a varie
hy of study. Although we did not
the same kinds of sup-
d to meet

Glowing review

ever. We wanted ind1

ficient, hOW
that a particular teacher was wort
insist that every instructor present exactly
t, we did have two acid tests that all instructors ha
Jluded them in our final results.
dence that most of their students were
y it to continue to

por
before we inc
First, we insisted on evi
highly satisfied with the teaching and inspired b
learn. This was no mere popularity contest; we were not interested
in people because they were well liked by their students. Rather, we
wanted indications from the students that the teacher had “reached
them” intellectually and educationally, and had left them wanting
more. We rejected the standards of a former dean who used to say,
“I don’t care if the students liked the class or not as long as they
learned the material,” which meant “[ just want to se€ how they
performed on the final.” We too were concerned with how students
performed on the final, but we had to weigh the growing body of
C.Vidence that students can “perform” on many types of examina-
tions without changing their understanding or the way they subse-
quently think, act, or feel.” We were equally concerned with how
they performed after the final. We were convinced that if students
emerged from the class hating the experience, they Were less likely
b .Continue learning, or even to retain what they had supposedly
ffz‘::: :;::i“ .the class. A teacher might scare studc.nts into'memo—
erial for short-term recall by threatening punishment

or i : " sCS
mposing excessively burdensome workloads, but those tactics
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might also leave students traumatized by the €Xperience gp g disy.
ing the subject matter. Any teacher .whf) c;umﬁ.f Students ¢, hate the
subject has certainly violated our prmupk.* of “do no harm »

We recognize that some professors might be €normously SUc.
cessful in helping a few students learn but far le\ss SO With mqg of
them. Colleagues have told us about former professors why Stimy.
lated their intellectual development but left most Students fly
These people obviously valued those mentors and Sometimes eyep
modeled their own careers after them, taking pride in what they say
as the elite cadre of their satisfied students, and perhaps even
believing that alienation of the masses set them on a higher plane,
Such professors may have great value for the academy, but they did
not make our cut, We sought people who can make 2 silk purse out
of what others might regard as 3 SOW’s ears, who constantly help
their students do far better than anyone else expects.

Our second acid test concerned what students learned. This s
tricky because jt involved judgments about a variety of disciplines.
\‘\’e sought evidence that colleagues in the field or in closely related
fields would regard the learning objectiyes as worthy and substan-

ey ; €D, on occasion. offended
many dlsc1phnary purists—the medica] gch

ample, who j '
Ple, who integrateq Issues of Personal apg €motiong] develop-

: }.lelping 1o redefine the study of

achers in the

from the teacher’s Willingnegg to

complex process Thus we had ¢q Pply 3 swen..-
tional worth that Stemmed no¢ from a-n\' My
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" AtiVILY: curiosit)-', concern with ethical issues, and both a breadth
2l depth of specxf:xc knowledge and of the various methodologies
syt standards of evidence used to create that knowledge.

[n short, W€ included in our study only those teachers who
showed strong evidence of helping and encouraging their students
0 learn in Ways that would usually win praise and respect from
hoth disciplinary colleagues and the broader academic community.
But we also tried to include some educators who were operating
on the fringes of current norms, defining learning wealth in impor-
tant new ways. We also studied a few people who were highly suc-
cessful with some classes and less so with others. For example, some
reachers achieved wonderful results with large or small classes,
advanced or beginning courses, but not with both. Such cases al-
lowed us to make some comparisons between what worked and what
did not.

We wanted to study teachers who had a sustained influence on
their students, but the evidence for that proved difficult to obtain,
especially in the early phases of our research. We talked with some
students years after they had taken a particular professor and heard
their testimonies about the way the class touched their minds and
nfluenced their lives. We did not, however, systematically follow
students; nor did we rely on those interviews alone to decide that
someone deserved attention. Instead, we looked for something that
would tell us more immediately that the impact was lasting. The
concept of deep learners, first developed by Swedish theorists in
the 1970s, helped us spot indications of sustained influence.’

We assumed that deep learning was likely to last, and so we
listened closely for evidence of it in the language students used
to describe their experiences. Did they speak about “learning the
material” or about developing an understanding, making something
their own, “getting into it,” and “making sense of it all?” We were
drawn to classes in which students talked not about how much they
had to remember but about how much they came tO understand
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(and as a result remembered). Some students talked about courseg

that “transformed their lives,” «“changed everything,” and evey
«messed with their heads.” We looked for signs that students devel-
oped multiple perspectives and the ability to think about their own
thinking; that they tried to understand ideas for themselves; that
they attempted to reason with the concepts and information they
encountered, to use the material widely, and to relate it to previous
experience and learning. Did they think about assumptions, evi-
dence, and conclusions?

Consider, for example, two sets of comments. One came from
students who told us that the class “required a lot of work,” that the
professor motivated them to “get it done,” and was thorough and
fair, “covering,” as one student put it, “a11 the stuff that would be
on th: exam” and “never surprising us with problems we hadn’t
:Ze;;)ffr:r::l ;tll(;ie;l:; ;de\n:(:lced onhbe.ing successful “in the cour'se”
that goal. While these com:::ztt . mStrUCtO'r helped them achiete

: . s were all quite favorable, they did

not necessarily point to deep learning. In contrast, th = 'd
of students talked about how they could 8 sec.on st
gether now” or “get inside” their own h put a lot of things to-
eads. They stressed that

] .

to study under :
i dy : a particular professor, and seemed 1 ,
ed with how much they didn’t kno n awe of and fas-

pretty exciti » » one stude . P
raiseg h iting stuff.” They talked about jss nt explained. “It’s
, NOW they learned to think dif ues that the course had

changed their lives, and what they lferently’ e course had
p
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t
pf"b'c::tlhrough probl
an ‘]1-1t flection became, “I don’t just memorize stuff in here. 1
C]-JSSct ‘think about arguments and evidence.” The second set .()f
d sustained influences while the first didn’t tell

BEST
G THE n
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helped us think about it so we could do it on our own. 1
R : " = s b o ’

ems better now.” In reference to a history

s Suggeste

us enoUE™ . developed, it generated enormous interest from \
" ues, who often suggested that we consider particular people.
colleds ,'al subjects entered the study on probation while we
heir learning objectives and pressed them for evidence
ering meaningful results. Sometimes we qui-
3b0.u;:opped people from consideration, not because we came to
:,teli‘ieve that they were ineffective teachers, but because we just did
Lot have enough data to know, one way or the other. My objective in
(his book is Ot to notify these colleagues who were not included in
he study but 0 Jearn as much as possible from the most successful
cachers. Consequently, though I mention the names of many

people We analyzed, I do not provide a complete list.

c.\'amined L )
uccess 1n fost

CONDUCTING THE STUDY
Once we had identified our subjects, we studied them. Some we
observed in the classroom, laboratory, OF studio; others, we video-
tped. For still others, we did both. We had long conversations with
many of the teachers and their students; looked at course materials,
including syllabi, examinations, assignment sheets, and even some
lecture notes; considered examples of students’ work; conducted
:;?:e“;azzgeq “small group analyses,” in which we interviewed
oy theisr ;I:‘small groups; aﬁked some people .to ftmalyze and
Ml teflegtion. ;:dt(;aCh;ng practices and phll.OSOPthS in more for-
et ;)f Conneat.e“ cases actual.ly sat.m onan entl're coursc.‘
" proaches oo ction anq analys‘ls varied, but. t}}q all. came
mmon in history, literary analysis, investigative
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. urnalism, and anthropology. The talks we heard, the inferyiey,
journalism,

Jucted. the class materials and other writings we read, ang
e con ; . ‘

“h tes we took while observing a class formed the texts thyg We
the note: ; _

subsequently scrutinized (see the appendix for details on the study),

STUDENT RATINGS

Before turning to a summary of the major findings of our study, we
should consider one more methodological issue: \Vhat. role can sty-
dent ratings play in helping identify outstanding teaching? How did
they influence our decisions?

In meeting new faculty members, I have discovered that many
teachers have a vague knowledge of the famous Dr. Fox experi-
ments, a knowledge just blurry enough to produce skepticism about
any attempt to identify and define teaching excellence. In that
study, originally published in the 1970s, three researchers hired an
actor to deliver a lecture to a group of educators. They instructed
him to make his delivery highly expressive and entertaining but to

offer little content in a talk riddled with logical confusions and rep-
ctitions. The experimenters gave their “professor” a fictional cur-
riculum vitae, com 1 i

Dr. Fox. W

SUVey questions thep asked
ject?” ’

O NI y
No wonder the ratings
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i questions asked the audience members if they
elg' i __the element W€ regarded as so crucial i 83 hag learned
im;tt : ca;hiﬂg' Researchers made no effort to test tllxrc1 ;i‘:?fm-]g e
kcn owledge they had gained from the lectures (alth()uéhj;r; :n the
. ments with Dr. Fox did so), or even to ask them whethe(:‘:}e\m_
od they had in fact learned anything. e
Far less well known and publicized were the subsequent studies
done on what came to be kno?;vn as the “Dr. Fox effect,” which
ointed out these meth?dologlcal flaws in the original study and
drew far more conservauve conclusions from the investigations. All
rold, what we can learn about identifying teaching excellence from
the Dr. Fox experiments seems pretty meager. At best, they may
help us understand what questions we should and shouldn’tbe ask-
ing on the student rating forms. Rather than asking if professors
were expressive Of used a particular technique, wWe should ask if
they helped students learn or stimulated their interest in the sub-
ject. Indeed, research has found high positive correlations between
student ratings and external measures of student learning when
such questions are ased.® Most important, student ratings can, as
one observer put it, “report the extent to which the students have
been reached [educationally].”7 If we want O know if students
think that something has helped and encouraged them 10 learn,
what better way to find out than t0 ask them. As for expressivencess,

Herbert Marsh, an Australian researcher, and others found in sub-

sequent Dr. Fox experiments that students usually perform better
cturers than they do after

on examinations after hearing exciting le

dull ones, but that should surprise DO one. |
Students do not always have sophisticated Jefinitions of what it
Thus we could not rely on
the numbers alone 10 tel meone had been helping

people learn at the high level expected 1n this study- That informa-

i : als. 1 e syllabl
tion came only from looking at course materials, including S

and methods of evaluation, OF from interviewins bot

means to learn in 2 particular discipline.
| us whether SO
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and their students. Student ratings could help ¢, lem
more qualitative inquires, especially the numbers thy, . eer"t they
questions like the two that appeared on both the Northwesé: frop,
the Vanderbilt student rating forms: Rate how myp, the tea:}:nd
helped you learn, and rate how : In
intellectually.

Yet many people remain highl
ing quality that draws even part
ings. Educators not familiar with
a headline acquaintance with a
Ambady and Robert Rosenthal
teachers and asked them to rat

Yy suspicious of any study Of teag
of its evidence from Student ry,_
the Dr. Fox experiments may hay,

more recent study. In 1993 Nalip;

showed students short film clips of

e those professors using the same

fter taking classes with the same

anted to know how small the expo-
ratings that were substantially the

Instructors,? The researchers w

US on amorphous

t .eir article- “Not L mbady = Rosentha] S
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for O pais i l 1ave relied not on instant imprese; *
. kind of detailed and sustained study Outllzn?(;")ns but rather
ssed MOT® fully in the pages to come. I will ret::bm:c and dis-
chapter to the proces§ of evaluating teaching, but for I::wlf] .thc last
cmphasizing: that this study follows the criteria of out Clt 1S won}'\
: Jentify teaching excellence when we see evidence ab()u(im?s. We
Jble feats of student learning and indications that the teachinrt‘r‘n?rk_
and encouraged those results; we learn something about de%el(e) ped
reaching excellence when we try to discover what fostered that Ie):irllg
cational success: Ratings from students of how much they learne;l
and whether the professor stimulated their interests and intellec-
tual development often told us a good deal about the quality of
reaching, but we looked at far more evidence before concluding that

it was exceptional.

MAJOR CONCLUSIONS

Let’s begin with the major conclusions of this study, the broad pat-
terns of thinking and practice we found among our subjects. One
word of caution, however: anyonc who expects a simple list of do’s
and don’ts may be greatly disappointed. The ideas here require
careful and sophisticated thinking, deep professional learning, and
often fundamental conceptual shifts. They do not lend themselves
to teaching by the numbers.'’

Our conclusions emerge from six broad questions W

about the teachers we examined.

e asked

1. What Do the Best Teachers Know and Understand?
r subjects

Without exception, outstanding teachers know thel
extremely well. They are all active and accomplished sc}.\o\a.rs,
3 lication

artists, or scientists. Some have Jong and impressive pub

lists, the kind the academy has long valued. Others have more mod-
’ 11. But whether well

est records; or in a few cases, virtually none atd




published or not, t.hc f)utstandln.gtit:az}::oﬂ;ljl(fw _thc_im'P“rta
intellectual and scxcnUﬁF or artis ) .U.pl c}r:ts Withip the;,
ficlds, do research, have important a? . ]().nol'}flla thoughts (,,, the;
subjects, study carefully and extensn'.e._\] .\\. at ;)]ther People .,
doing in their fields, often read extensively in ot er fields (some.
times far distant from their own), and tz.ike 4 strong interest the
broader issues of their disciplines: the histories, contr.oversies, ang
epistemological discussions. In short, they can d(? lntellectua]]_\~,
physically, or emotionally what they expect fr.om th.elr St.Udents,
None of that should surprise anyone. This finding simply cop.
firms that people are unlikely to become great teachers unless they
know something to teach. The quality of knowing a discipline isp’;
particularly distinctive, however. If it were, every great scholar
would be a great teacher. But that’s not the case. More important,
the people in our study, unlike so many others, have used thejr

Nt

ts, and they can think about
the discipline, analyzing its Nature and evyy]
Capacity to think Metacognitively drives my
in the best teaching,

their own thinking in
uating its quality. That
ch of what we observed
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qeans 0 12 " paFtr‘?UE‘r course bears the mark of this distinc-
jon- While O,thm might be satisfied if students perform well o
th Cxan,inatlon:s, the best teacher.s assume that learning has hmr;
B aing unless 1t Produccs a sustained and substantial influence on
e WY people think, act, and feel.

5, How Do They Prepare to Teach?

Exceptional reachers treat their lectures, discussion sections
problem—based sessions, and other elements of teaching as Seriou;
imellcctual endeavors as intellectually demanding and important as
their research and scholarship. That attitude is probably most
apparent in the answers our subjects gave to a simple q;lestion-_
«\Vhat do you ask yourself when you prepare o teach?” In some
reachers that inquiry might have prompted uninspired responses
that emphasized the mundane: How many students will T have?

What will 1 include in my lectures? How many and what kind of

rests will I give? What will T assign to read?

While those questions are important, they r¢
of teaching much different from the on¢ embodied in the prepara-
died. Our subjects use a much richer line

of inquiry to design a class, lecture, discussion section, clerkship,

or any other encounter with students, and they begin with ques-

bjectives rather than about what the

tions about student learning O
teacher will do. Chapter 3 examines the pattern of questions W

heard most frequently and the conceptions of reaching and learning

reflected in those inquiries.

flect a conception

tion of the people we stu

3. What Do They Expect of Their Students?
Simply put, the best teachers expect «more.” But given that mz%ny
professors “pile it on” their classes without necessarily producing

great learning results, what do the most cuccessful teachers do 10
stimulate high achievement? The short answer {s that they avoid
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4. What Do They Do When They Teach?

While methods vary, the best teachers o.ften try. to creat
have come to call a “natural critical lear.mng en.wr(.)nmen
environment, people learn by confronting mFrlgumg,
: blems, authentic tasks that will challenge .them b
lmporltm::'itr;lr(:deas rethink their assumptions, and examlpe thejr
il le odels of r;alitv. These are challenging vet suppor.tlve con-
gli:il:)t:sﬁ which learnérs feel a sense of Cf)ntrol ovelr1 t.hClI.' eiuc:.l
tion; work collaboratively with others; believe that their work y;

e . X
be considered fairly and honestly; and try, fail, and receive feedbac
from expert learners in

€ \\'hat We

t.” In lha[

advance of and separate from any summa-
i ' il the
tive judgment of their effort. In Chapter 5 I discuss in deta

nducta
various methods the best professors use to offer a lecture, co
iscussion, teach a case, or

create other learning opportunities that
help build this environment.

5. How Dy They Trear Students?
Highly effective teachers tend to reflect a
ve that students w

wise, that they can
with students and may,

from time t
Intellectyg] journey; j

strong trust in students,
ant to learn, and they assume,
They often display openness
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b How Do They Check Their Progress and Evaluate ;

' forts?

yll the reachers we studied have some systematic progr

7 elaborate than others—t0 assess deteowii effortf ar:l\—somc

‘ .te changes- Furthermore, because they are Chaenk'to mak.c
o efforts when they evaluate students, they avoid iug ing their

Mbitrary Standal'ds- Rather, the assessment of students %“g‘fst:\em

prind y {earning objectives. In Chapter 7 I discuss some meﬂr\z‘;
(hey use £ collect feedback on their teaching, how they use evalu:

.on of students tO help accomplish that end, and how they desig;\

the gmdma to keep the focus on real learning objectives.

more general points need to be made before I move on: First,
this 15 @ book about what outstanding teachers do well; i’s not
intended t0 imply that they don’t ever come up short or that they
don’t struggle t0 achieve good teaching. They all had to learn hO;\'
to foster Jearning, and they must constantly remind themselves of
what can g0 wrong, always reaching for new ways to understand
{earn and how best to foster that achievement.
Even the best teachers have bad days, as they scramble to reach stu-
dents. As the study revealed, they ar¢ not immune 0 frustrations,
lapses in judgment, worry, or failure. They don’t even always follow
their own best practices. Nobody 18 perfect. As we move through
the book, emphasizing what works best, .t may be easy 10 forget
those imperfections, OF to think that great teachers are born, not
made. Yet the evidence suggests otherwise. 1 suspect that part of the
success they do enjoy Stems, in part, from the willingness to con-

front their own weaknesses and failures. When we asked one of. our
earliest subjects, 2 philosophy professor from yanderbilt, t()“gl:ﬁ %
ly chose as his dtle, “When

public talk about his teaching, he telling
my teaching fails.” . .

Second, they didn’t blame their students for any of the dlfﬁcu\nes.
they faced. Some of our subjects raught only the pest of students;

what it means to

i\\
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others, only the weakest: but many worked iy, indivi
variety of backgrounds. We wanted ¢, know what ¢,
these grounds, whether anything wag common tg g, rg,
in both highly selective institutions and schoo
of admissions policies.

Third, we noticed that the people
strong sense of commitment to the ac

Uey

Uag g

St tey,

Is with the "‘:fj(},
e

we selected genery
ademic Communjpy ;lnd hy
just to personal success in the classrf)om. They saw gh; o
efforts as a small part of a larger educational CNterprise rathe, the
as an opportunity to display personal prO\.\'CSS. In their Mminds, the
were mere contributors to a learning environment that demange;
attention from a fellowship of scholars. They frequently -\\'orked(,:
major curricular initiatives and joined public conversations abou:
how to improve teaching in the institution. M

any of them talke;
about how the success of their own teaching hinged on something
students learne

d in other classes, Consequently, they tended 1
maintain vigorous exchanges with colleagues about how best o

educate students and often cited something they learned from
working with others, F unda

trying to improve theijr own
and never complete

mentally, they were learners, constantly
efforts to foster students’ development,
ly satisfied with what they had already achieved.

LEARNING FROM THE STUDY
How can anyone
The ful answe

his genjus. We
d Concepts that
ces carefully but

; alues, 3
0 l : bl -
gogical masterpleces, obserye Practj
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rm, and individualize what we see. T
tep further, the great Dutch a‘rt'o
re than the Spanish painter could re lls't
ad to find his own genius. So 100 r:u‘s—t
Jea to who they are and what they teach.

e this book will inspire readers t0 make a sys-
ir own teaching approaches

they do certain kinds of

s. What evidence about how people learn drives

caching ch jces! often do they do something only
fessors did 1it? Ideally, readers will treat their
|ready treat their own scholarship or artistic
rtant 'mte“ectua\ and creative work,
observation and close

from careful
refinement, and from dialogues with

of peers. Most of all, I hope readers will
hat good teaching can be

egin 1€ jgest, transfo
the? embrandt analogy 2 S

any Mo

det € _
wh " pe PicassO
.each h

as an endeavor that benefits

from revi
d the critiques
this book the con\'iction t

analysis,
colleagues an
iake away from

learned.




