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These particular essays came from participants of the FLC EIP (Exploring 
Inclusive Practices Faculty Learning Community), which began in Fall 2019 as 
a year-long project. Fractured by Covid 19, this amazing faculty community 
came back in Fall 2020, committed and confident as ever before, and virtually 
continued their research and writing. So much wasn’t captured, and some 
participants’ work (Mrinalini Aggarwal and Gaia Hwang) were ultimately 
not included. As much as this Journal might show the readers the variety of 
complex innovations the participants experimented with in their classes and 
studios, it only gives a small taste of the many inclusive teaching practices 
we’ve practiced, discussed and evaluated. It doesn’t capture the hours of 
flourishing conversations of this community - first in person, then online - 
as we tirelessly supported each other. And that led to the publication of this 
inaugural pandemic issue of iteratio /i.te’ra:.ti.o/.

Foreword

3



Table of Contents

Democratizing the Review Process ........................................................................................
by Ane Gonzalez Lara 

Team Based Learning in a Foundation Studio Class .........................................................  
by Micki (Migiwa) Watanabe Spiller

The Power of Choice: Student Outcomes In 
A Self-Driven Project-Centered Curriculum .......................................................................  
by Fanny Krivoy 

Owning the Assignment: Redesigning Reading 
Presentation Guidelines for Student-Centered Inquiry ...................................................  
by Kim Bobier 

Open to… Personalized Learning Outcomes .....................................................................  
by Pirco Wolfframm 

Democratizing the Foundation Studio: A Case Study .....................................................   
by Natalie G Moore

Exploring Inclusive Practices: Reflection and Collaboration 
in Pratt’s 2019-2020 Faculty Learning Community .........................................................  
by Erica Morawski and Judit Török

136

125

101

60

46

11

5 

4



Dear future FLC-er,

I hope that this letter finds you well. 

You have survived a pandemic, so you surely come to this project more prepared than I did. I am 
reaching out to share with you five things I learned—and unlearned—during the year I worked on the 
project I initiated in 2019 with the FLC. The items are not listed in any specific order, so feel free to read 
them out of sequence or skip the ones you don’t need advice about. 

To give you some context, I participated in the FLC in the academic year 2019-2020,  
and I am still working on the project I initiated then. The empirical outcomes of the project have been 
published elsewhere. There I explain the methodology of the work, the outcomes of the research, and 
future goals. Those articles may make the reader think that my research path was a linear one: You 
identify a problem in the classroom, you ask your students about the problem, you implement some 
changes, and voila! Problem solved. However, the project didn’t follow a linear path and, if anything, it 
made me see my initial questions as a tiny piece within a much more complex puzzle.

Before you create any expectations about this letter, let me share that it is not intended to be a resource 
where you will find answers to your questions, but a place where you can read about the not-so-perfect 
paths of a project. I hope you find these helpful.
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1. Be nimble

My project started with a simple question: How can I make architecture reviews more equitable and 
valuable to my students? My research, titled Democratizing the Review Process, allowed my students to 
design their desired review situation, enabling them to choose for themselves the guests, review format, 
and duration. 

My research started by handing a first questionnaire to my students some time before their reviews. 
A second questionnaire would follow the first to measure how students felt immediately before the 
review, and a third questionnaire would measure the success of these tailored review formats. The 
second and third questionnaires included questions about students’ stress levels, the number of hours 
they had slept before the review, and how they were feeling overall. 

I conducted these questionnaires for one semester, and while we tried many review formats, my 
students’ stress levels hardly improved. Overall, they enjoyed the new review formats and they seemed 
to get more out of them. However, my students came to reviews without much sleep, sometimes 
without having had a proper meal for days, and with the feeling that their work wasn’t going to meet the 
expectations of the guests. 
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To this:

After finding out about the students’ stress levels, I decided to change the scope of my research and go 
from this:
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2. You may not find all the answers

When I started my project, I thought I would 
end the academic year with (1) a shareable tool 
that other faculty could utilize and (2) some 
answers to the review format problem. 

While it is true that my questionnaires are 
shareable and editable and that they provide 
new ways of structuring reviews, scaling up the 
project meant ending the academic year with 
more questions than answers. My goal with the 
latest version of the project is not necessarily 
to provide answers but to map the many en-
tanglements found within architectural edu-
cation and find case studies that may serve as 
references for other pedagogues. 

If you are in the process of formulating your 
research question, don’t discard a project idea 
because you are afraid of not finding all the 
answers in a year. The work you do this year will 
take you somewhere, whether that’s finding an 
answer or many more questions.  

3. Your peers will be your most
valuable resource

I joined the FLC without knowing any of the 
other participants, and I ended the year with 
a very supportive group of colleagues. These 
colleagues gave me honest feedback on my 
project and opened new avenues for research 
that I never would have anticipated. 

My project grew alongside seven fascinating 
projects. We all moved in our research 
together, and I am incredibly grateful for 
their advice and support, and for the informal 
conversations we had during the year we 
worked together. My fellow FLCers encouraged 
me to aim bigger and take risks despite my 
own fears. They shared with me resources 
outside architecture that I wasn’t aware of, and 
they made connections within my own work 
that surprised me. 

You will enter the FLC year with one project in 
mind, and you will leave thinking about seven 
projects and seven colleagues to trust. 
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4. Have fun

I recommend that you don’t approach 
this project solely as a form of producing 
scholarship. Don’t stress if the outcome is not 
in the form of an academic paper. Document 
your research in the format that suits you the 
most and that you will have the most fun with. 
If the pandemic has taught me anything—
beyond learning to be resilient (refer to point 
#1)—it is that I should be doing more things I 
have fun with, and writing letters to friends is 
one of them. :) 

5. Be comfortable discovering your
own mistakes

Reading about pedagogy has taught me that I 
do many things wrong in the classroom. I have 
replicated classroom dynamics that my male, 
middle-aged and white professors used with 
me when I was a student. That was the only 
reference I had when I became a university 
professor.

I am not sharing this to find excuses for 
my own mistakes but just to share that it is 
common to make mistakes in the classroom 
and even to make mistakes without realizing 
you are making them. My research and 
conversations with peers have exposed things I 
used to do in my classroom that I wasn’t aware 
of. This work has opened my eyes to new ways 
of being in the classroom and balancing the 
power structures present in academic settings. 
Seeing these patterns makes me think that 
there is so much more for me to learn and so 
much I am still doing wrong. 

Be transparent with your students about your 
FLC project. Let them know that you don’t 
have all the answers and that this will be a 
process that you all will learn from.
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I could keep on going with more advice, but I will stop here. It is now up to you to find your own ways 
to navigate this project. I hope that this letter doesn’t discourage you from taking part in this group. 
On the contrary, I hope that it makes you excited to embark on this journey, as it will likely allow you 
to question your teaching and maybe even your research interests. 

Best of luck with your FLC project. I can’t wait to learn more about it.

Yours in the struggle,

Ane 
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SoTL Research: Team Based Learning 
in a Foundation Studio Class

Micki Watanabe Spiller

This case study based on pedagogical research conducted in my first-year studio course 
analyzes the effectiveness of using Team-Based Learning (TBL) strategies in an art and 
design context.    Each studio class in Foundations is composed of a wide and disparate 
range of learning levels that are dependent on factors such as cultural background, 
motivation, ability and/or disability, and diverse chosen majors with different 
background knowledge to name a few. Therefore, differentiated instruction must be built 
into each class, where student-centered group discussions are key to learning not only 
course content but learning from different perspectives. Conducting research with the 
support of Faculty Learning Communities focusing on teaching first year students and 
inclusive pedagogy, initiated the insertion of both TESOL (Teaching English to Students 
of Other Languages) and TBL methods as a solution to those challenges.

Research into (TBL) and the examples in practice have shown to achieve high levels of 
student engagement and verbal communication which gives students agency in their 
own learning. My study examines how TBL in a Foundation course promotes student 
engagement, active learning and clearer understanding of course content through 
student-centered discussions, and argues that by creating consistent student teams, 
some of the unique challenges of learning in the first year, can be solved. Establishing 
learning communities in the studio classroom through team work not only reflected an 
increase in overall attendance but social and academic growth.

Abstract
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This study of team-based learning in the 
first-year course grew out of a four-year 
SoTL initiative that supported cross- 
disciplinary research through faculty learning 
communities.    As a member of these faculty 
learning communities, one on learning in the 
first year and the other on inclusive pedagogy, 
I conducted action research in my foundation 
course and found that community building is 
an instructive tool for both faculty as well as 
students. Tapping into TESOL pedagogy and 
classroom management techniques which 
focuses on listening and speaking skills I 
created interactive lessons plans that required 
students to exchange ideas with one another 
and be collaborators in their learning.

In my course, Space, Form & Process,(SFP) 
the focus of this study, students are expected 
to understand the spatial and structural 
relationships of the physical world and test 
these principles on larger design applications. 
They learn about the fundamental principles 
of design by using a range of materials in the 
creation of pragmatic assignments.

Course learning outcomes include the 
ability to demonstrate all phases of the 
design process (research, analysis, ideation, 
development, prototyping, refinement, 
testing, reaction to criticism, and 
presentation).    As the course was revised 
and condensed from a two-semester to one-
semester course, faculty were expected to help 
students meet the same learning outcomes in 
half the number of contact hours.
Anticipating these changes, I started to 
implement student-centered, active learning 
strategies with methods culled from inclusive 
approaches used by TESOL pedagogy 
which stresses the importance of language 
acquisition and use focusing on speaking 
and listening skills. This led me to formally 
introduce Team-Based Learning (TBL) methods 
in a foundation studio course to promote 
student engagement and deep understanding 
of course content utilizing discussions 
and student learning communities . The 
findings show that through the design and 
implementation TBL, students were able to 
meet the course learning outcomes of a newly 
designed foundation course.

Introduction
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As findings from a prior FLC I was involved 
with, on learning in the first year, particular 
sets of challenges await the first- year college 
student across all disciplines. There is a huge 
leap in mentality from star high school senior 
to first semester college freshmen (Kidwell, 
2005). They are tackling not only new content 
but realizations about themselves as learners 
as they juggle a new workload and balance 
academic and social life. They are no longer 
expected to be rote learners but rather to 
become critical thinkers, and thus a realization 
takes place; the relationship between student 
and teacher can be one of collaboration, not 
master and passive learner. A second challenge 
is the correlation between low student 
retention and emotional distress, specifically 
loneliness and isolation (Nicpon et al., 2006). 
It is therefore important for faculty to be 
aware of students’ psychological well-being 
(Bowman, 2010).

In my “Space, Form & Process” (SFP) 
foundation course, students face yet another 
set of challenges. Many students are often 
anxious about taking this mandatory course 
due to its perceived daunting requirements; 
the use of heavy machinery and the 
application of math to build structural 
compositions that need to defy gravity. One 
reason for this is because many domestic 
high schools no longer offer sculpture classes 
and thus students lack experience building 
in three-dimensions or using tools. Another 
challenge teaching mandatory courses is that 
students feel they are forced to spend time 
on studies not applicable to their major, and 
in foundations, having to teach diverse skill 
sets, different interests in major choices, a 
large number of English language learners, and 
homesickness also contribute to the challenge. 
Research has suggested that increased self-
esteem is an outcome of cooperative learning 
environments (Michaelsen, 2002; Slavin 1981). 
In a first-year course, cooperative learning is 
especially important as many of the students 
are in a new environment and trying to juggle 
their complex academic and social life. 

First-Year Students in Higher Education: 
A Unique Learning Challenge
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In my course where first- year students come 
from all over the country and many from 
abroad, creating a structured community with 
strong social relationships is important, not 
only for learning but for the students’ overall 
wellbeing.

Studio courses by nature are project-based 
since students go through the process and the
steps of creating an artifact. In art and 
design education, the act of creating leads 
the students on a process of discovery (Orr 
et al., 2014) as they share the responsibility 
of knowledge acquisition. In a design (or 
art) studio course, project-based learning 
methods foster critical thinking and aid in the 
understanding of concepts. These methods 
have been used for decades in courses where 
making is the primary focus, such as drawing, 
two-dimensional and three-dimensional 
design.

Through collaborative learning, another 
strategy that may accompany project-based 
work, students must collaborate with one 
another and talk through the situations and 
problems at hand. The pedagogical theories 
behind this stem back to Lev Vygotsky (1896-
1934) who viewed learning as a social activity. 
In this way, he argued that students may reach 
a higher state of understanding or what he 
coined the “zone of proximal development” 
through interactions both with their peers and 
mentors than they could alone (Mahler, 2014; 
Veer & Bailey, 2007). However, just placing 
students into groups does not necessarily 
create a harmonious learning environment or a 
successful collaboration. The instructor needs 
to create structures and specific shared goals 
must be understood by the group (Gillies, 
2007), or the groups could easily splinter 
and result in individuals competing with 
one another, a scenario contradictory to the 
objective of collaborative learning.

When cooperative student learning 
communities replace lecture-based 
classrooms, research has shown that individual 
student achievement as well as student social

Teaching Strategies That Contribute to 
Team-Based Learning
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relationships improve (Slavin, 1981, 2010, 
2014), due to the nature of collaboration 
whereby students tend to help one another, 
and especially in a first-year classroom, this 
can contribute greatly to student success. 
However, group learning methods are not 
without their problems. Historically, students 
dislike group work because inevitably one 
or two students end up doing much if not 
most or all of the work while slackers tend 
to profit from the knowledge of a few. 
Group work is difficult to organize and many 
instructors expect students to meet outside 
of class, a strategy which rarely works due to 
asynchronous schedules, jobs, and outside 
interests of each individual (Michaelsen et al., 
2002). For these many reasons, I found the 
instructional methods used in Team-Based 
Learning to be helpful in creating community.

According to many scholars (Lightner et al., 
2007; Michaelsen et al., 2002; Michaelsen 
& Sweet, 2012; Robertson & Franchini, 
2014; Saldivar, 2015) and the Team-Based 
Learning Collaborative website (http://
www.teambasedlearning.org), Team-Based 
Learning (TBL) is a teaching strategy that uses 
permanent small groups in the framework 
of a flipped classroom experience. Students 
are responsible for individual learning with 
course materials assigned by the instructor 
for outside classwork, and then engage with 
the material in class within their teams. In 
this way, each individual is still responsible 
for their own learning and at the same time, is 
contributing to the group in class.

Introduction to Team-Based Learning 
(TBL) teambasedlearning.org
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• Permanent teams formed for the
duration of the course

• Flipped classroom methods

• Readiness assurance tests individually
and in groups

• Application activities

• Peer reviews and evaluations

Elements of Team Based Learning

To provide data for dividing the class into 
permanent teams on the first day, students 
complete a questionnaire which informs me of 
their prior knowledge. Because SFP course is 
primarily a three-dimensional building studio, 
the most important criteria for diversifying 
the groups was a question on prior experience 
building with tools. I made sure to evenly 
distribute these students with hands on 
technical skills and experience among the 
students who had no prior experience.
The second important factor in the creation 
of diverse groups was to make sure the 
international students were divided equally 
into different groups.

My course currently has a high percentage 
of international students from China, for 
example, and in any given class there may be 
a 50% make up of English Language Learners. 
Dividing the students by spoken languages, 
is important to try to make sure that in any 
group, there is more than one native English 
speaker.  Another consideration for group 
formation was the students’ declared majors, 
and also who their instructors 

The Process of Team FormationThe most distinctive element of TBL is to 
place students into diverse permanent groups 
formed by the instructor for the entirety 
of the course. Two main distinguishing 
characteristics of permanent teams are: (1) 
there is a high level of individual commitment 
to benefit the welfare of the team and (2) a 
high level of trust among the members of the 
group (Michaelsen et al., 2004). To achieve 
these goals, it is important to keep the group 
intact for the duration of the semester.

16



were for their other required courses. Though 
the department tries to put groups of students 
into sections who take all class together, this 
is not consistent resulting in small cliques of 
students who are lucky enough to have the 
same schedule and alienate stragglers who 
do not. Because of this, I try to break up the 
blocks of students who share classes together 
to make it more equitable for the ones whose 
schedules do not align. The following table 
shows the diverse make-up of students in all 
four SFP classes.

For the next step, each group was asked to 
discuss their commonalities and choose a 
team name. The purpose of this exercise 
was to give each group a unique identity as 
well as give them a simple creative activity 
to undertake together as a team. Some of 
the teams found basic similarities such 
as hair color, love of Avengers movies or 
vegetarianism.  This naming activity can lessen 
first day anxiety and the classroom becomes 
livelier when I call on “The Dark-Haired Squad” 
or “Team No Meat”, rather than just team 
number one.

Table #1: Diverse make-up of students

Age range of students: 17- 23 years 

*Separate category as this student was the only commuter not living in the dorms

†Transfer students who only took S/F/P, not taking full Foundation course load

United States of Orgin Countries of Origin Declared Majors

Georgia 
Illinois 
Maine 
Massachusetts 
New Jersey 
North Carolina 
New York, Queens* 
New York, Upstate 
Oregon 
Pennsylvania 
Seattle 
South Carolina 
Tennessee 
Virginia

Bangladesh 
China 
England 
Hong Kong 
India 
South Korea 
Taiwan 
Thailand

2-D Animation
3-D Animation
Advertising/
Art Direction
Design
Education
Digital Art
Fine Art†
Graphic Design
Illustration
Industrial
Design
Interactive Arts
Interior Design
Photography†
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Only two of the students in this group shared the same instructors for Visualization & Representation and Light, Color & Design course.

Student 1 
From: Upstate NY 

Second Language: Arabic 

Industrial Design Major 
Has extensive experience 
building things with tools

Student 2 
From: Queens, NYC 

Second Language: Spanish 

2-D Animation Major
Has no experience making
things

Student 3 
From: China 

Second Language: 
Mandarin 

Graphic Design Major 
No experience making 
things with tools

Student 4 
Born in Bangladesh, 
grew up in Italy 

Other Languages: Bangla, 
Italian, & French 

Graphic Design Major 
Has experience with 
cermics and cardboard 
sculpture

Student 5 
From: Illinois 

No second language 

Painting Major 
Has baked bread, built 
mobiles with wood

Table #2: Example makeup of one group

Group Name: X-Acto Blades of Glory
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Following the TBL strategy of using a flipped 
classroom method at the beginning of each 
unit, students were given vocabulary, research 
assignments and process demonstrations 
to review on their own for homework, after 
which they returned to class to be tested 
on the information before participating in 
team application activities. These application 
activities scaffold and grow in complexity as 
the semester progresses.
Students prepare for activities by using what 
TBL calls the Readiness Assurance Test (RAT). 
This process happens in four stages: 

1. The individual is given a timed test on the
material in class called iRAT. (Individual
Readiness Assurance Test)

2. Then teams are given the same exact test,
as the individual test, called tRAT (Team
Readiness Assurance Test) using a scratch
off answer card which gives them instant
gratification on the right (or wrong)
answers.

3. While the teams are discussing the test
questions and answers, the instructor
circulates among the teams to challenge
any wrong answers and encourages groups
to appeal or revise their responses.

4. Finally, the instructor reviews where
students had the most problems (by
unpacking the wrong answers and appeals)
and gives mini clarification lectures.

Course Design
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Images taken from: Introduction to Team Based Learning
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Testing in a Studio Classroom

The Rhythm of TBL

Giving actual quizzes and tests is a foreign 
concept to most studio instructors, as any 
form of rigorous assessment may be perceived 
as a barrier to creativity (DeLuca, 2010). Some 
may even view assessment in visual arts as 
unnecessary or harmful because it does not 
foster creative problem solving (Gruber & 
Hobbs, 2002). Typically, tests are given as a 
form of summative assessment to measure 
student knowledge in academic courses, while 
a more open method of assessment such 
as portfolio review and critique are used to 
assess creative assignments. The difference 
here is that the tests administered in my studio 
course are not given at the end of the unit, but 
rather as early diagnostic jumping-off points 
designed to check student knowledge before 
engaging in team application activities.

It may seem a large and difficult task to create 
tests in a studio class, because we do not rely 
on textbook learning. In my course, I depend 
on course outcomes to compile testable 
concepts students must achieve in order to 
successfully complete projects.

TBL courses have a recurring pattern of 
instruction that is typical of many flipped 
classrooms. Students prepare before class and 
then students spend the bulk of class time 
solving problems together.  

Therefore, much of the material students 
review for testing comes from their own 
notes about my process orientations (for 
example: the stages of plaster mixing and mold 
making) and demonstrations (i.e., wood shop 
equipment use), vocabulary in the unit, and 
occasional readings on concepts related to 
three-dimensional design.
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A typical course is divided into five to seven 
modules. (projects or exercises) Each module 
has a similar rhythm, opening with the 
Readiness Assurance Process that prepares 
the students for the activities that follow and 
then moving to Application Activities that 
often grow in complexity. As the module is 

TBL in Class Activities

Group Problem-solving through 
Discussions

After the students take both the iRat and tRats, 
they use the newly acquired concepts to solve 
authentic problems in groups using TBL’s 4S 
framework.

An example of a 4S exercise in my course 
is for students to research a product or an 
architectural structure, which fit within the 
confines of a particular assignment such 
as “rectilinear forms”. Students return to 
class with printed images of their research 
and create a pin up gallery. I project a list of 
vocabulary words pertaining to the unit we are 
about to cover, and each team must find the 
best example of an image that illustrates the 
terms. After discussion and deliberation, the 
teams place Post-it notes with the vocabulary 
terms next to each image. This activity of 
having to choose one “best” example is where 
fruitful discussions take place. I circulate 
among the teams, querying their choices 
eliciting defenses of their reasoning.

taken from Introduction to Team Based Learning
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Figure 2: example of simultaneous reporting using post-it notes Figure 3: Student Teams participating in the 4S activity
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Another 4S activity uses the technique of 
writing to slow down the process. Each team 
is instructed to evaluate the work of another 
group and start by describing, analyzing and 
interpreting the projects through group 
writing. Then they rate the work on various 
project outcomes (such as composition, 
structure, craftsmanship, etc) using number 
cards, to vote, like judges at the Olympics. 
Because the scores must be unanimously 
given, if there is a discrepancy between the 
numbers, the students have to defend their 
vote using appropriate vocabulary. What I’ve 
found with this method is that even the often 
quiet students take part in the evaluation 
and have a voice in this process, even if it is 
as simple as holding up a number card, which 
gives them entry into the discussions.

4S Critiques: Critique Discussions 
Using Numerical Score Cards

Figure 4 & 5 : Evaluating one another’s work using score cards
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An example of a low-stakes building exercise: 
Each team is prompted to create the strongest 
planar structure using the same type and 
amount of materials. They are given a time 
limit and instructed to spend the first five to 
ten minutes designing, then twenty minutes 
building. At the end of the timed work session, 
the class reconvenes to look at the structures 
together, make predictions, and  
test the designs.

4S Design Iteration and Problem-Solving

Figure 6: group sketching

Figure 7:  group designFigure 8: simple group sketch models
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Peer evaluations in my earlier iteration of the 
course only happened during project critiques. 
Before inserting formal TBL processes, my 
students evaluated one another’s work and 
presented in pairs or small groups at the end 
of each unit. Using the TBL format, I added 
team reviews of homework every week, and 
inserted two additional peer evaluations 
targeting individual behavior rather than 
focusing on completed projects.

With the use of TBL additions, I explained 
to students that they would be equally 
responsible for their teams’ success and must 
give constructive feedback of one another to 
improve. During midterm reviews, I provided 
a handout where students anonymously rated 
the helpfulness and efforts of each member 
of their team and gave suggestions for 
improvement. This document was non- graded 
and used as formative assessment, designed as 
a way for students to help one another, rather 
than to complain about or file grievances 
toward an individual.

Peer Evaluations/Assessment

Figure 9: Midterm Peer Evaluation Form (ungraded)
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The key element of TBL peer evaluations 
stresses the importance of getting and giving 
feedback in a timely manner, and is meant to 
help students hold themselves accountable 
for working with their teammates. When used 
effectively, peer evaluation can enhance the 
student learning experience by stimulating 
critical thinking and engagement in the 
classroom (Cestone et al., 2008). Assessment 
is usually conducted at the end of the unit of 
study as a summative means of gauging the 
students’ learning. That said, Yorke (2003) 
makes a case for the importance of formative 
assessments where students tend to learn 
quicker and more effectively if they have a 
clear sense of their progress during the course 
and understand what specifically needs to be 
improved. Formative peer assessments can 
help students boost their self-confidence as 
well as improve the quality of work (Cestone et 
al., 2008).

According to Cestone et al., (2008), peer 
evaluations are meant to accomplish the 
following important goals: make individual 
students accountable to their team, motivate 
team members to do better, create trust, 

manage conflict, and correct behaviors to 
go forward productively. The midterm peer 
evaluations are done anonymously and are 
explained as more important than the end-
of-year summative review, because they give 
the students a chance to suggest behavior to 
their peers that will improve the productivity 
of their classmates. Rae and Cochrane, (2008) 
state that effective feedback should focus 
more on student “growth rather than grading” 
and needs to be clearly presented to support 
learning or it could be received merely as 
judgement of their work. Giving feedback also 
helps students assess their own work and make 
decisions on how to move forward and thus 
can become a tool for self-reflection.
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I studied my teaching in the SFP course during the 
2019-2020 academic year, where I taught a total of 
fifty-eight first-year students in four sections of the 
course with between twelve and eighteen students 
per section. The studio classroom was set up with 
six large 4’ x 8’ tables to accommodate students 
working in groups.

Because of COVID-19, all courses were taught 
remotely after spring break on March 23, 2020. 
Therefore, my results from the spring semester 
mainly cover the first half of the course without the 
end-of-year peer evaluations. I decided to include 
this data because the students were together 
working within their teams in class for a substantial 
period of time before the classes switched online. 
After we began synchronous remote learning, I 
continued to present TBL application activities 
in small groups, broken down according to the 
different time zones the students were attending 
from.

On the first day of class, students were informed 
of the study and the methods of data collection 
before engaging in a mock iRat and tRat Team-
based Learning exercise. 

Context and Methodology

Quantitative Qualitative

End of year survey 
(multiple choice) 

Institute Course Evaluation 
(multiple choice) 

Mid Semester Peer 
Reviews (numbered scale)

End of year survey 
(student long answer text) 

Institute Course Evaluation 
(student long answer text)

Mid Semester Peer 
Reviews (student long 
answer text) 

Student self-reflective 
text from project Process 
Documentation 

Instructor Observations of 
team discussions.

Instructor Observations of 
Critiques from fill-in forms.

Table #3: Methods and types of Data Collection
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As part of the IRB approval process, students 
consented to participate in the study only 
after they were assured their choice would 
not affect their education or grade in any way. 
Following the sequential format of TBL course 
instruction, all group activities were done 
in class using the 4S activity method, during 
which I recorded observations. This included 
observational notes taken during tRat quizzes, 
team-building assignments, gallery walks, 
and group critiques. Student reflections were 
also collected from a combination of written 
assignments. The following table lists the 
different forms of data.

This study was small in scope but nonetheless 
provides a representative sample of problems 
many first-year students face, and the effects 
of attempts to solve some of these issues 
by creating a learning community in the 
classroom.  Putting students into permanent 
teams for the entire semester (instead of short 
casual group exercises as I had previously 
done) achieved three things. First, it provided a 
social support for students, which is especially 

important for first year students just entering 
college. Second, the use of permanent 
teams promoted more discussions among 
students during initial stages of designing 
projects and mid-project reviews as well as 
offering feedback at final critiques. Lastly, 
it was informative for me because it aided 
the assessment process to literally witness 
the learning taking place as I observed 
group discussions. Listening to student 
conversations, debates, and disagreements, I 
could hear and see that students at least got 
a handle on vocabulary and concepts, and at 
most mastered the course subject matter as 
they taught it to one another.

They developed interpersonal skills and 
learned to present in small groups, scaffolding 
these newly acquired ability by then speaking 
in larger groups ultimately presenting 
in front of the entire class. Small group 
discussions drew the shy, quiet students into 
conversations and gave English Language 
Learners a chance to practice their speaking 
and listening skills. In their groups, students 
gained the ability to use course concepts in 

Findings
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critical thinking and problem solving with 
one another. By writing peer reviews, they 
developed self-efficacy which can prepare 
students to be life-long learners.

As noted earlier, SFP is often perceived by the 
students as a difficult course in comparison to 
their other requirements. The use of tools and 
heavy woodshop machinery makes students 
nervous for safety reasons. Because of this 
one requirement alone, it is important to 
create an environment where students are not 
afraid to voice their concerns, double check 
their thinking and get help not only from 
the instructor but from their peers. A lot of 
physical work can be easier to complete when 
done with partners and having extra hands 
to hold pieces of wood while another person 
uses the hand drill can save hours of time. 
Materials, when bought in bulk and shared, are 
usually more cost effective than when small 
amounts are purchased by individuals.

Figure 12: Students assisting one another in the wood shop

Figure 13: Students assisting one another in the wood shop
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Figure 14: Team getting wood from Home Depot together
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Figure 15 & 16: Group Seating Structure Project
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Table 4: Students perspective on course difficulty

Level of difficulty of this course compared to other courses (1 easy - 5 difficult)

Fall 2019 Spring 2020

45.8%

8.3%

20.8%

25%

73.3%

20%

1

2

3

4

5

6.7%

7 out of 39 students found it to be the most difficult course of all their classes
22 out of 39 students found that this course was more difficult than their other courses
8 out of 39 found it comparable in difficulty to their other courses
2 out of 39 students found it somewhat easier than their other courses

Due to the TBL team application activities I created for the woodshop, I witnessed many students 
working together to figure out problems, delegate math to those who were naturally good with numbers 
and appoint the student who had great craftsmanship skills to do the trickiest cutting of materials. 
Students were more likely to work in the woodshop or plaster shop after hours if they had a teammate 
to accompany them. For example, two students working afterhours in the plaster shop sent an email 
timestamped around midnight with the subject line: “Me and my teammates trying to encourage each 
other despite our fatigue.”

33



Even though 74% of the students found the course challenging, the attendance rate was higher than 
previous years: 23% of students said they were excited to come to class, 60% of students noted that 
they made sure to arrive on time, and only 2 out of 39 students said it was a struggle getting to class. 
Another positive aspect of cooperative learning is that students are having fun in the classroom which 
makes attending class enjoyable and studies have shown that there are less absences and attendance 
issues overall. (Michaelsen, 2002). However, based on course attendance records from the past 10 years, 
it is not possible to claim that TBL alone accounted for improved attendance. The results may also have 
been due to my own experience over time teaching the course or the specific make-up of the student 
groups each semester.

Table 5: Results of student answers to perspectives on teamwork and attendance

How excited were you about coming to this class?

Very excited: Couldn’t wait to 
engage in the class with my team

Somewhat excited: I made it on 
time, and when I got there it was 
good. 

Neutral: Hey it’s a required class.

Not at all: It was a struggle to 
get here and I was dreading it.

Fall 2019 Spring 2020

58.3% 60%
20%

13.3%

29.2%
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Some students even said, they actually 
surprised themselves by enjoying a course they 
were originally hesitant and nervous about 
taking and according to their anonymous 
end-of-year student survey, even with the 
challenges they faced, the majority of students 
were excited to come to class.

Due to the diverse make-up of the teacher 
formed teams, the positive effects of inclusive 
learning can also be seen as a function of the 
different skill sets of each individual and how 
they contributed to helping students learn 
from each other and understand the material. 
The results of the tests confirm this finding. 
As I circulated around the room during team 
tests, I literally heard students teaching one 
another, saw deeper engagement with the 
material and heard comments including:

“Thinking out loud is really helpful.” (as one 
student read the question of the test to her 
group)
 “I put the answer ‘C’ on my own test, but (after 
you explained it) I see you are right.”
“In English I think I can explain what I’m 
talking about but in Math not so much, so I’ll 

draw it [for you].”
 “I don’t see that. Can you say that again?”
“I like to say it out loud (when the student 
was calculating an equation) so I can get 
confirmation from you guys.”

Each team designated one person to scratch 
off the score sheet and when a correct 
answer was revealed, all the members of 
the team in unison would cheer; if the 
answer was incorrect, they would all curse 
together. I found that as students got to 
know one another in their teams over time, 
the discussions became more productive as 
they found each individual’s strengths and 
weaknesses. Teamwork became valued and 
recognized, thus each team began to use their 
differences as assets rather than liabilities. 
It was fascinating to watch the personality of 
each team develop and observe how they dealt 
with various successes and disappointments, 
and how they worked through the processes of 
each assignment in united teams was inspiring 
to watch.
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What was most surprising was the students’ 
views on the group quizzes and tests. I had 
questioned the effectiveness of testing in a 
visual art and design course, but according to 
the student survey, only one student rated the 
tests ineffective. As the research predicted, all 
of the team test scores were higher than the 
individual grades, thus making it more likely 
that even weaker students still acquired the 
information from the team before going on to 
the subsequent application activities. 

I had been using small group critiques and 
discussions successfully in the past but 
randomly changing group formations, so it is 
not surprising that critiques when integrated 
with the TBL use of permanent groups, 
were thought to be very useful. Similarly, 
the use of peer review during the iterative 
process through mid-project evaluation and 
peer homework assessment was also rated 
positively.

Table 6: The effectiveness of team activities can be seen here

Which team activity was helpful in learning the course materials?

20

15

10

5

0

very useful

Group Tests Group ideation brainstorm 
sessions

Peer review and discussion 
of the iterative process

Critique discussions

somewhat useful not sure not useful
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In previous semesters I had one-on-one 
midterm meetings with students to discuss 
their grades and any course difficulties. 
When I introduced TBL peer evaluations for 
midterm, these conversations became more 
self-reflective as students had the advantage 
of having already read about themselves 
from their peer’s perspective. The study 
findings suggest that students experienced 
an increase in self-esteem, including after 
reading their peer’s comments. My students 
were generous with one another’s suggestions 
for improvement during the midterm peer 
evaluations and the comments showed 
genuine concern for their team members both 
in and outside of class:

You seems [sic] to be really exhausted all 
the time. I really hope you can get some 
rest or try to reach out to someone for 
help. Perhaps you can try to alter your 
daily schedule: try to do homework 
earlier except of doing it at late night. 
Hope you can work with us with a good 
spirit in the future!

Some specific performance criteria that 
students would have liked their team members 
to improve upon were time management, self-
confidence, listening skills, proper preparation 
for class, poor craftsmanship, and attendance. 
When peer reviews are administered at 
midterm, I as an instructor did not need to 
be the one to point these things out. I hoped 
that students would take these suggestions 
from peers more seriously, act to improve their 
behavior and be more successful when given 
in language they often use themselves, such as, 
“Maybe being on your phone less, paying more 
attention” or “Don’t be on your phone all the 
time and not disappear on walks during class.” 
Thus, I could see that the value of the midterm 
evaluations not only included comments 
on behavior but more importantly students 
boosting each other’s self-esteem:

She always is able to make sure that I 
understand how to do certain tasks in 
the class, as well as thoroughly explain 
ifI’m confused. She always tries to help 
even if she herself is confused.

The Value of Peer Evaluations
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She always like to say that something 
is too difficult for her before she even 
started it, but she always complete it 
after all. Have more confidence toward 
yourself!! [sic]
Brings up the atmosphere of the class 
when everyone is tired and quiet. She 
cheers everyone up.

The process of writing peer reviews also 
enables students to self-reflect on their own 
efforts by having realizations such as, “Being 
able to ask for help is something I really value 
[about her] especially since it is something 
that I often struggle with.” The comments were 
helpful especially at midterm for the students 
who were not doing well in the course. For 
instance, their peers gave positive comments 
to show appreciation for their contribution no 
matter how small, with comments like, “She 
went back to dorm once to get us drawing 
paper, which was very nice.” and this tended to 
keep the student engaged with the group.
The suggestions given to the students 
who were shy, afraid to speak in public, or 
English language learners was invaluable and 
unexpected:

I understand that generally as a group 
we don’t really debate about anything, 
but I just want you to be confident in 
presenting your ideas or ask questions. 
This could simply be agreeing with 
someone else.

Feel more comfortable to speak up if 
you disagree with what we are thinking.

These comments are essentially giving the 
quiet student a simple prompt to engage 
in conversation with the group. Students 
noted the effectiveness of teams in their 
course evaluations. They saw the positives of 
giving one another mutual support to clarify 
concepts, increase motivation, make friends 
and improve productivity. They realized 
that working in teams aided creativity by 
highlighting different perspectives and made 
brainstorming ideas easier.

Students also understood by the end of the 
semester the importance of collaboration and 
discussions as part of the iterative process:
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You get a range of ideas and it helps you 
solve and see problems in a different 
light. You can also see how someone 
approaches a task and it can help you 
tweak your own method especially if 
you are struggling. 

I really liked the discussions and the 
group work (while keeping outside 
work individual), and I think that the 
way that the group projects worked 
really well in allowing me to receive 
individual feedback.

Groups helped improve collaboration and 
communication skills, learned about a new 
aspect of art rather than just 2D, had to take 
my time throughout the process and not just 
focus on the results.

And lastly, the teams built a way for students 
to communicate more effectively in the 
classroom. And lastly, the teams built a way for 
students to communicate more effectively in 
the classroom. This was especially helpful to 
English language learners because everyone 
had to speak with one another in every class. 

Several international students wrote in the 
course evaluation that a positive aspect 
of working in teams was to practice their 
English with a native speaker, and that being 
taught vocabulary needed to engage in the 
discussions was helpful. 

From the Likert scale questions given by the 
institute course evaluations, students noted 
the following:

I learned to communicate more effectively by taking this course:

This course improved my ability to work well with others:

Total respondents: 

Strongly Agree 

Moderately Agree 

Moderately Disagree 

Strongly Disagree 

Not Applicable

Total respondents: 
Strongly Agree 
Moderately Agree 
Moderately Disagree 
Strongly Disagree 
Not Applicable

Fall: 29 
15 
14 
0 
0 
0

Fall: 29 
22 
6 
0 
1 
0

Spring: 17 
9 
6 
1 
0 
1

Spring: 17 
11 
5 
1 
0 
0
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I used the step-by-step methods of TBL to 
promote student engagement and content 
acquisition but accomplished much more 
than just the academic goals. The surprising 
element of implementing TBL came after 
reading the end of year course evaluations, 
where I learned about the students’ perception 
of me as an instructor. One student wrote: 

The professor is so caring, you can see 
that she cares about everyone and the 
atmosphere of the classroom is really 
nice, everyone works together in group 
project and help each other out.

Though I do not believe I changed my one-
on-one interaction with the students, and in 
fact, I probably met with them less frequently 
individually than in previous semesters, 
students more often used the word “caring” 
when describing my teaching style.

Unexpected Findings:
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Photo Credit:
All photos except figure 14 were taken by Micki Spiller.
Figure 14 photo was taken by Kylene Neal.

Through the implementation of TBL, I think it is accurate to say that students 
felt they were part of a community and valued as individuals even if they did not 
necessarily get high marks in the course, and was more aware of their strengths 
and weaknesses due to the group hierarchy. I found a direct correlation between 
creating community and being seen as an individual. Because of the structure 
of individual’s accountability contributing to the whole team, students saw the 
importance of their own input into the class, which raised self-esteem, self-
regulated learning and overall understanding of course content. This can be 
summed up clearly by one student’s reflection on a project:

The social aspect of the project was very positive. By this I mean that while I 
was working alongside all of my peers, we were able to help each other work 
through conflicts, teach each other when using the same materials, and 
support one another when we felt that we had hit a wall with the project.  
I like that instead of immediately running to the professor for help, we were 
able to turn to each other first to try and figure things out, learning together 
this way.

This thoughtful articulation by a student highlights the crucial aspects of using 
TBL in the classroom. By incorporating team community building activities taking 
throughout the semester, students learned from and were supported by their 
peers to create unique, positive environments and mindsets for effective learning.

Conclusion:
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The Power of Choice: Student Outcomes In A Self-Driven 
Project-Centered Curriculum: A Case Study

Fanny Krivoy

An essential component of higher education in any domain is cultivating in students the 
ability to produce completed work to deadlines, meet project standards, and maximize 
their abilities to collaborate and take on feedback for ongoing work, while strengthening 
their autonomy in realizing their ideas and vision for a given assignment. These skills are 
of universal value, no matter where students are located professionally in the future.
A Branding and Communications course curriculum at Pratt Institute was developed 
consisting of a series of projects intended to recreate the professional tasks of an 
inclusive designer as they engage brands, unpack the emotional and social content of 
their brand elements, and see themselves in relation to these elements as hypothetical 
consumers.
These three projects, each exploring distinct areas of branding and design, applied the 
principles of Agile development in their workflow: short cycles of tasks paired with 
varied review activities including presentations, team reviews, and workshopping ideas. 
This was a calculated element of curriculum design; the Agile cycle is designed for highly 
supported project development and allows for setbacks and course corrections because 
it is made up of frequent, small milestones. It was hoped that this would provide a 
supportive structure to increasingly demanding choices. Project-focused student work 
is an essential vehicle for demonstrating and rehearsing learned material (Barron et al. 
1998; Goodwin 2010).

Introduction
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The research interest in the outcomes of 
this experimental curriculum focuses on the 
impact of student choice in their educational 
outcomes and engagement (measured in 
grading and instructor observation of rate 
and quality of interaction with the instructor 
and classmates). The delivery method of 
the course material was designed to impart 
an experience of project development and 
completion similar (and in many ways, in fact, 

nearly identical) to one students will likely 
experience in a professional setting, from 
utilizing the Agile methodology to peer/team 
review in varied contexts. The three projects 
constituting the arc of the course introduced 
incrementally greater student decision-making 
both in terms of content and implementation, 
with the goal of acclimating students to 
increasingly more direct control of the nature 
of their assignments.
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Please refer to the Appendix following 
for specific course materials and student 
instructions.  

The choice-driven curriculum was delivered 
in the form of three linked assignments over 
the course of the semester, with successive 
assignments affording and demanding 
increased degrees of autonomy and 
independent decision-making in completing 
the project requirements [see assignment 
materials in Appendix]: from simply selecting 
a brand to audit (a single decision), to 
envisioning a new brand experience, to 
designing a consumer persona from scratch 
and taking that “person” through a brand 
experience and illustrating that experience. 
The final assignment was intended to create a 
condition of ultimate choice—within a simple 
framework, students were free to answer the 
assignment in a presentation using virtually 
any media and language

Method
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I structured my student support to coach and 
empower the students to assess and make 
choices, rather than to suggest or encourage 
any decisions “for” them. My role was to 
orient and guide only. Student engagement 
and presentation of material and expectations 
was in accordance with principles of inclusive 
pedagogy (Cornell).

Throughout each assignment phase, students 
were responsible for weekly presentations 
of their progress through each assignment 
to their colleagues, from individual to 
whole-class presentations, mirroring the 
Agile methodology of group accountability 
across project “sprints,” culminating in a final 
presentation to the class of each completed 
project.
At mid-term and the end of the course, 
structured feedback was collected from 
each student, including inquiries into their 
experience of agency and choice [see student 
feedback in Appendix] and what motivated 
their various creative choices.
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Note that this case study includes two cohorts, 
the second of which was taught during the Fall 
2020 semester when significant limitations 
were imposed due to COVID-19 lockdowns. 
This required altering the final assignment 
significantly, as it normally involved a group 
visit to a physical store. [Note different 
versions of Assignment #3 in Appendix.] 
This altered the student experience of the 
assignment from being a shared physical/social 
experience to a largely abstracted one, which 
certainly had an impact on student response. 
The parameters of the assignment were also 
altered in the choices available to students; 
whereas under “normal” circumstances, all 
students visited an IKEA store location and 
then created a buyer persona entirely of their 
own devising, the remote-only version of 
this particular assignment offered students 
a choice of brands that were accessible 
digitally—this had an interesting impact on 
student perception of choice, which will be 
addressed in the subsequent section.

There was visible evolution in student 
performance and engagement as the semester 
progressed: presentations at various stages 
of assignment completion became more and 
more thoughtful and intentional, from hastily 
handwritten pages to professionally organized, 
and participation became increasingly 
spontaneous and confident. By the end of the 
semester, all students were presenting their 
project updates and completed assignments 
using different media. This evolution occurred 
more or less organically, as students observed 
the positive reception that their ideas and 
finished work received.
The student response to increasing degrees 
of choice also evolved: while no students 
demonstrated or expressed difficulties with 
the first assignment, from that point forward 
many showed disorientation and outward 
anxiety as they struggled with the open-ended 
nature of some assignment choices. This 
improved over the course of the semester, 
becoming more positive overall as the process 
of regular peer review helped orient students.
The second assignment—a “reconstruction” 
of the brand audited in the first assignment 

Results and Observations
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with minimal design elements—was evaluated by a significant number of students 
in the first cohort as being “too much of a jump” in choice or possibility and “too 
conceptual.” Students in the second cohort expressed similar disorientation in the 
shift, including statements such as “more freedom would have been more stressful” 
or “felt like I had more freedom in the first project.”
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The third assignment, the culmination of 
projects gradually acclimating students toward 
a task requiring total agency, was the most 
illustrative of student growth. Their responses 
to the assignment were extremely diverse in 
creative expression, showing both originality 
and hard work. Students were justifiably quite 
proud of their final projects, and expressed 
a deep sense of ownership of the results, a 
vital aspect of internalizing learning (Wolper-
Gawron et al. 2018).
As noted above, the second cohort had a 
different version of the third assignment 
necessitated by lockdown restrictions. 
As compared to the “normal” version, it 
offered students more choices of brands to 
explore (three rather than one); ironically, 
some students expressed the perception of 
LESS choice in this version, with statements 

including “would have liked more brands in 
the last assignment” / “more brands to choose 
from.” This and similar differences revealed 
an interesting pattern: that circumstances 
without choices were not perceived as being 
negatively limiting compared to circumstances 
with a limited but insufficient choice. This is 
consistent with some research in observing 
students’ perceived experience of choice 
(Anderson 2016; Barron et al. 1998).
It is telling that despite expressions of anxiety 
during the semester, the most common word 
used in student feedback was “freedom,” 
followed closely by “options.” In the end, all 
but one student in the first cohort stated that 
having virtually unlimited choice in how to 
respond to assignment prompts in the second 
and third projects was a positive experience; 
a frequent statement in mid- and post-term 
student interviews was that the freedom to 
interpret assignments encouraged students to 
“explore” in enjoyable ways.
Even when initially stressful, all students 
expressed that once acclimated, they enjoyed 
the increasing amounts of agency in deciding 
how to meet the requirements of their 
projects. Feedback about the progression 
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of experience overall included a majority of 
statements such as “freedom to go for it,” “it 
was nice,” and “didn’t feel confined.”

A growing trend has been observed with 
some concern of recent student cohorts 
entering university-level study unequipped 
for tasks involving independent decision-
making, critical thinking, and unstructured 
or unsupervised work—and furthermore, that 
such students are apprehensive and fearful 
of such freedom or agency. Beyond the 
implications this has for human development, 
these deficits, if unaddressed, are troubling 
for the job readiness and independent 
adult functioning required of students after 
graduation. There is an increased and urgent 
need to impart the methods, value, and 
rewards of critical thinking and autonomy in 
every academic discipline through coursework, 
no matter what the subject.
This curriculum was developed with an 
inclusive framework, informed by my 
professional background in inclusive design 
and through a study of an inclusive pedagogy 

Conclusions

framework (CIRTL 2017). Viewed through 
this lens, the most broadly effective way to 
maximize inclusion in curriculum design is 
to maximize student choice and agency—in 
effect, to eliminate barriers to students’ 
representation of themselves through their 
work, however and to whatever extent they 
choose to express it.

My observations across these two cohorts 
largely align along several consistent findings:

• An element of choice and autonomous
decision-making is a valuable, even
essential, element of every stage in a
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progression of assignments. Even when 
perceived as uncomfortable or more 
difficult, an increasing experience of choice 
led consistently to higher-quality and more 
effortful output. 

• Especially when a cohort is not assumed
to already have a level of mastery of
independent decision-making around
projects, the experience of choice should
be stable in its progression. “Leaps” from
highly bounded assignments to much
more open-ended ones invariably led to
unproductive experiences of anxiety and/
or confusion. Increases in the amount
and depth of choice in project design
should be measured and deliberate. This is
consistent with findings in choice-focused
pedagogical design (Anderson 2016).

• A combination of constraint and specific
variables allowing for creative choice
appear to work best in grounding
student experience. When an element
of an assignment grants students nearly
unbounded choice in defining how they
will proceed (“create any buyer persona you

wish,” “choose any brand you like”), fitting 
this choice within a more highly structured 
framework (i.e., very specific expectations 
of what will be generated through this 
choice without additional options) avoids 
overwhelm and confusion. This is also true 
in “reverse”—presenting a singular subject 
for an assignment with a highly open way 
of expressing it also creates sufficiently 
constrained creativity.
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My conclusions from this case study continue to inform its associated curriculum, which I strive to 
improve and evolve every term. It is hoped that the results of this research will inform subsequent 
curriculum design, encouraging greater consideration of opportunities for student autonomy and 
independent decision-making over the course of various learning tasks, from short standalone 
assignments to substantial student projects.
It is also worth noting that the simple consideration of its research value had a significant impact on 
the quality of curriculum design; needing to consider the ability to capture qualitative feedback and 
observe student performance in meaningful ways definitely led to more robust curriculum design than 
had I developed these assignments without this premeditation.
Were curriculum design of this course to be revisited for research with the goal of further exploring the 
impact of student choice, a greater number of shorter assignments over the course of the term would 
be advisable, to create a gentler and longer curve of project complexity, more gradually introducing 
elements of student choice and autonomy in clearer, more explicit increments.

Live word cloud exercise with students when asked, “do you feel you have enough choice in 
this class?” “what do you think of when you think of the word ‘choice’?” and “how do you 

feel about choice in general?”
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Assignment 1 

Introduction to Module 1 

LEARNING OUTCOMES 

Through research, you will understand a brand’s history, positioning, identity, and mission, and apply techniques to build, maintain and control the brand’s relationship 
between its consumer base. 
Brands tell stories, humanize organizations, trigger alliances, inspire action, connect us with ideas and with others to be part of something bigger.
Today’s brands face greater challenges in managing their relevance to audiences through their messaging. Communication between brands and their audiences is no longer 
one-way; now brands and their audiences are engaged in a constant dialogue where feedback can be swift, insightful, and sometimes harsh surveys, online reviews, YouTube 
unboxing videos, Facebook posts, Instagram posts, Pinterest boards, online petitions or a simple tweet from an influential person. 
DESCRIPTION
This Module has two phases/assignments:
• Researching a brand/conducting & evaluating a brand’s controlled & uncontrolled content 
• Proposing a strategy for the brand based on findings from the previous
................................................................................................................................................

Strategic concepts form the foundation of a brand DNA. We will conduct research and exercises to gather the input to construct such a concept; the input comes both from 
inside and outside the organization. 
Review your research and propose a next step to either of the following scenarios: if the brand is encountering problems, how should they respond? If the brand is doing 
well, what might be done to sustain the success and avoid a misstep?
In order to get a full picture of the organization, its impact and, its potential, it is important to look inside and outside the organization. Research can be done with the 
materials provided, but you must also look beyond, on and offline- interview people aware and unaware of the brand and get firsthand experience yourself.
INSIDE
• History, founder’s story: personal experience, passions, drives.
• Biographer for a day: like people, the most meaningful brands’ personalities are multi-dimensional. Imagine your brand as a person. Think expansively about 

the ‘person’ they aspire to become. Describe personality and character- what matters the most? How does it speak about itself? How does it speak about others? 
Achievements, strengths, weaknesses, failures? Has it evolved? Has it changed the lives of people closest to it?

• Successes and failures
• Vision, goals (5/10 years)
• Team composition, drives, frustrations
• Controlled content: ads, promos, social media posts, press releases
• Visual research: brand elements: logos, positioning or mission statements, spokes-people or mascot
OUTSIDE
• What was happening in the world when the company was founded?
• Brand perception (interviews, social media, online reviews)
• Target audience (demographic, sociographic, etc)
• Visual research and analysis: competitive and complementary landscape
• Marketplace challenges/opportunities
• Uncontrolled content: reviews, social media, etc.
................................................................................................................................................

HOW WE WILL WORK TOGETHER
Class 1 | Select brand, team, start research
Select a brand from the following list:
The New York Times
MOMA
Facebook
Amazon
Peloton
Starbucks
Coca Cola
Virgin Airlines
Any political figure dead or alive

Class 2 | Report findings in teams | Persona Development
Class 3 | Controlled & uncontrolled content assessment
Class 4 | Wrap up & share out

Appendix
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Assignment 2
Design strategies to reconstruct a brand
It is not uncommon for a brand to recalibrate, reset or rebrand itself in the wake of a misstep or if brand values have become too indistinct or no longer fit. A brand, at its core, is 
immaterial- it’s about abstract attributes and values which present themselves in concrete ways.
“When your values are clear to you, making decisions becomes easier.” - Roy E. Disney
Step 1
Select one of the brands that we deconstructed for the last assignment. Either the brand that you worked with, or another from another team. 

Step 2
Identify your brand’s key values and run the following exercises:
• Try to find a close synonym. Sometimes a specific word carries implicit meaning to some people, and replacing it with an equivalent can filter it out.
• Use an antonym. If it’s clear the opposite of the original word belongs under yes or no, then it’s easier to replace the original.
• Separate the brand from the product or service. A product might be easy to use, but this doesn’t necessarily mean that ‘ease’ is a core value of the brand. 

Step 3
Identify patterns that may have emerged:
• Presentation. Visual ideas about style, color, light, polish, etc.
• Tone. Communication-related adjectives such as voice, authoritativeness, friendliness, etc.
• Personality. Human-like attributes, such as being expert-like, teacher-like, childlike, etc. 

Step 4
Brand comparisons: list at least 10 sentences using the format “More like ___ than ___”. You should fill in the blanks with other brands. But brands in the broadest sense possible: well 
known public entities about which there’s consistent perception between people. They should ideally not be in your industry, and can include celebrities, cities, typical dishes, etc. 
Examples:
• More like Google than Apple
• More like Toyota than BMW
• More like Tag Heuer than Swatch
• More like Sketch than Photoshop
• More like George Clooney than Ryan Gosling

Step 5
VIsual Translation Lab
Deconstruct each brand value and explore the different and optimal ways of representing them in isolation in order to assess the best way to communicate them:

Step 6 

Visual Translation Lab | Chemical reactions
1. Select a type of media to design (poster, ad, banner ad, billboard, t-shirt, gif animation, etc).
2. Select 3 values to represent.

Brand Values 

Value 1 

Value 2 

Value 3 

Value 4 

Value 5

Color Layout Shapes/imagery Typograhy Words

Value 1 

Value 2 

Value 3

Opposite value 1 

Opposite value 2 

Opposite value 3

Design variables selected (i.e. color + size) 

Design variables selected (i.e. shape + texture 

+ color) 

Design variables selected (i.e. layout + 

typography)

Design a total of 3 pairs of your chosen deliverable (ad, poster, etc.) 58



Assignment 3 

Brand experience/brand narrative 

About brand experiences:
Brand and customer experience focus on one thing: the customer. The brand experience caters to the consumer, even before they become a customer. 
In contrast, the customer experience guides customers throughout a transaction or an interaction from within the brand.
Select one of the brands below, based on where you are, and what access you have to them. 

1. Select a brand:
a. Virtual: Netflix
b. Hybrid: Uber
c. Physical/Retail: Target 

2. Deconstruct the brand 

3. Reconstruct the brand, by developing what you think that should be their brand strategy following the following steps:
a. About brand experiences
Brand experience and customer experience both inherently focus on one thing: the customer. The brand experience caters to the 
consumer, even before they become a customer. At the same time, the customer experience helps to guide a customer throughout a 
transaction or an interaction from within the brand. 

b. Step 1
Research and draft the ideal brand strategy for your brands by using the framework on our Assignment 3 Miro Board (Links to an external 
site.) 

c. Step 2 
Identify key customer personae relevant to your brand; remember to think about potential customers’ full-spectrum (including edge 
cases). As a group, we will decide on which persona to develop fully and use for the journey mapping. Refer to our Assignment 3 Miro Board (
Links to an external site.) 
Deconstruct the user experience journey for the persona that was assigned or selected by you, using the framework on our Assignment 3 
Miro Board  (Links to an external site.) 

d. Step 3 “Experiencing” brand experience
Design an experience in order to communicate and represent your persona’s journey and experience with the brand and if/how it connects 
to your brand’s values. Requirement: involve more than one sense.
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Owning the Assignment: Redesigning Reading-Presentation 
Guidelines for Student-Centered Inquiry

Kim Bobier

The most electrifying class moments happen when my students make me superfluous. A 
comment or a question creates a spark. The current carries. Another student responds, 
taking the conversation in a new and unexpected direction. More light bulbs go off. The 
room gets animated, students’ faces aglow with curiosity. The surge helps them forget 
their shyness, assuage their doubts about the value of what they want to express, dismiss 
their preconceived expectations of my preconceived expectations as their professor. In 
this instance, I am just a backup power source—there to reignite the discussion in case 
it peters out and ensure that certain participants or perspectives do not get left in the 
dark. Learning activated by student-centered inquiry is a brilliant thing to behold. But 
such class exchanges feel more like bolts of lightning than the reliable, mechanical light 
of a power system. There is no ready-made switch for this kind of class dynamic. As much 
as it seems to strike at the will of nature, instructors play a role here. They can engineer 
circumstances to attract bolts of student-centered inquiry with more frequency. By 
strategically catering to students’ own will, by consistently cultivating their own sense 
of self-determination, the instructor can enhance a class’s capacity to channel this 
luminous dynamic in enduring and profound ways.

Introduction
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I devised and implemented a system for 
galvanizing student-centered inquiry through 
a redesigned, multi-part, semester-long 
reading-presentation assignment. Though 
ambitious in its scale and detail for a single 
assignment, it was never going to be a 
panacea. It was not going to eradicate all the 
inhibitions and power inequities that thwart 
students’ self-directed participation in an 
undergraduate class. Even on the assignment’s 
own terms, my rollout of it was haphazard 
and its decipherable outcomes relatively 
humble. Despite or perhaps because of these 
shortcomings, the experiment helped me 
recognize the potential of the strategies 
that I deployed as well as the pedagogical 
importance of the psycho-social needs that 
led me to deploy them. In what follows, I 
explain why and how I redesigned the reading-
presentation assignment as well as my efforts 
to measure its effects and the implications of 
all this. The assignment guidelines entailed 
scaffolding, Bloom’s Taxonomy of higher 
order cognitive learning, and one-on-one 
consultations between each student and me. 
In this reflective case study of my experience 
with the redesigned reading-presentation 

assignment, I emphasize these components. I 
do so to explore how, together, they can serve 
as supportive infrastructures for students’ 
self-determination, and, by extension, student-
centered inquiry.

After teaching the History of Communications 
Design (History of CommD) for two 
consecutive semesters during the 2018-
2019 school year, I came to view a reading-
presentation assignment as an opportunity for 
nurturing student-centered inquiry in class. 
I did not create this course and its objectives 
nor was I specialized in the content it covered. 
I did, however, have the ability to determine 
how the class engaged its objectives and 
content. History of CommD targeted, among 
other things, survey knowledge and critical-
thinking skills with two hours and fifty minutes 
for each class session. This flexible format 
made my desire to run History of CommD as 
a discussion-based seminar feasible. Working 
toward this end, I designed a student reading-
presentation assignment.

Motivations for Conducting Case Study
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The assignment was simple. Sign up for a 
required text for one of our class meetings 
on which to present for roughly ten minutes. 
When you present, take no more than a few 
minutes to describe an argument or concept 
from the text that you found interesting 
and then spend the majority of your time 
offering provocations about these ideas for 
the rest of the class to discuss. I hoped that 
these parameters would get students into 
the practice of contributing to our class 
conversations and even guiding them. At 
the very least, the assignment would ensure 
that every student led a discussion and got a 
platform for sharing their ideas. How would 
students tackle these minimal parameters? 
I paid close attention to their approaches. I 
told students that the main goal here was to 
pose provocations about the assigned text 
they addressed. Nevertheless, at first, their 
presentations mostly functioned as oral 
summaries accompanied by digital slides. 
Increasingly, I stressed that this reading 
presentation should be a personal and critical 
response to the text. Over and over again, 
I cautioned that it should only offer a brief 
overview of some distilled points from this 

text and otherwise veer away from summary. 
Even so, about half of my students still 
defaulted to summaries of the text. The 
more summary-based the presentation, the 
more stilted the class dynamic became. In 
contrast, the best presentations (which tended 
to include some combination of additional 
research, creative comparisons, personal 
analysis, and even student-designed class 
exercises) sparked lengthy and animated 
class conversations. Occasionally, the reading 
presentation launched student-led seminar-
style discussion for the duration of our almost 
three-hour session. A number of students 
told me that they found these exchanges 
intellectually stimulating and meaningful. I 
did too. How could these exchanges be a more 
integral part of the class? 

To better foster the conditions for this kind 
of student-centered inquiry, I reformulated 
the reading-presentation guidelines. The new 
guidelines 1) broke down the assignment into 
smaller steps (i.e., through scaffolding) while 
including both 2) more parameters (based on 
the learning objectives of Bloom’s Taxonomy) 
as well as 3) built-in check-in points for
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students to collaborate with me on how 
they would craft and deliver their reading 
presentations. These adjustments, which I 
articulated to myself as promoting student-
centered inquiry, stemmed from my intuitive 
recognition that I needed to develop tools 
for enhancing students’ sense of self-
determination in my class. 

According to self-determination theory,
a sense of autonomy, competence, and
relatedness are the fundamental psychological
needs that must be satisfied for people
to transform an activity that they initially
perceive as externally motivated or regulated
into one that can be perceived as self-
determined. Drawing on literature about this
theory, I refer here to self-determined activity
as that which an individual experiences as part
of their own personal growth and intrinsic
motivation (Ryan &Deci, 2000).

Even if students were genuinely happy to be 
enrolled in my class, their self-determination 
would require particular infrastructures of 
class support. These would be necessary to 
help students experience the class beyond 
the plethora of externally conditioned 
demands, expectations, and rewards that 
accompany the pursuit of an undergraduate 
education. Such external reinforcements 
threaten even an enthusiastic student’s sense 
of autonomy over their own learning. Self-
determination theory associates autonomy 
with “choice, acknowledgement of feelings, 
and opportunities for self-direction” (Ryan 
& Deci, 2000, p. 70).  Studies comparing 
external reinforcements such as negative 
consequences (e.g., shame for not excelling in 
a class) and even rewards (such as high grades 
in class) to intrinsic motivation conclude that 
the latter yields “more interest, excitement, 
and confidence, which in turn is manifest 
both as enhanced performance, persistence, 
and creativity…and as heightened vitally…
and general well-being” (Ryan, Deci, 2000, p. 
69). I attempted to build infrastructures for 
autonomy into my assignment by offering 
students numerous choices (about which 

1. Self-Determination Theory: Autonomy 
Plus Competency and Belonging

Student Centered-Inquiry as 
Self-Determination
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Educational psychologist Benjamin Bloom
and his research associates forged Bloom’s
Taxonomy as a guide for higher-order-learning
curriculum design. This work, published
in A Taxonomy of Educational Objectives
(1956), featured three taxonomies: cognitive;
affective; and psychomotor. The first far
outstripped the latter two in its popular usage
and circulation. More than seven decades
later, the cognitive model remains influential
in the realm of education (Fink, 2000). When
it debuted, this taxonomy comprised six
cognitive categories, ordered according to
increasing complexity and cognitive rigor:
knowledge; comprehension; application;

text they would cover for their reading 
presentation, how they would apply this 
text’s ideas, how they would present it, etc.). 
Additionally, I tried to demonstratively 
acknowledge students’ experiences by 
supplying counsel and sharing constructive 
feedback when checking in with students at 
each step of the assignment, especially during 
our meeting. Autonomy is integral to intrinsic 
motivation. Alone, however, autonomy is 
insufficient to foster such motivation, which 
also necessitates feelings of competence and 
relatedness. Without these terms consciously 
in mind, I calibrated the reading-presentation 
assignment to target these psychological 
needs as well. In self-determination literature, 
relatedness connotes a “secure relational base” 
or sense of personal connection informed by 
attachment theory (Ryan, Deci, 2000, p. 71). My 
redesigned assignment targeted relatedness 
with parameters intended to promote 
students’ connection to our class content and 
its members (both classmates and myself, the 
professor). Because a sense of belonging in 
the class context more precisely evokes these 
implications, from this point onward, I will use 
the term belonging in place of the  

self-determination theory term relatedness. 
For the other term of this theoretical equation, 
competence, my study deploys the learning 
objectives of Bloom’s Taxonomy. I used these 
cognitive-learning objectives to develop and 
track students’ sense of competence as each 
student both carried out their own multi-part 
reading-presentation assignment and engaged 
their classmates’ presentations.

2. Bloom’s Taxonomies of Cognitive
Higher-Order Learning as Competency
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analysis; synthesis; and evaluation. When looking for neat visualizations of this cognitive sequence on 
higher education websites, I found a slightly different formulation of the taxonomy. This, it turns out, 
is a widely embraced revision that changed each category’s noun to a verb: remember; understand; 
apply; analyze; evaluate; and create. Educators, researchers, and assessment specialists altered these 
categories to posit each as an activity for learners to perform (Boslaugh, 2019). I prefer this model 
because it underscores that learning is an active process. The 2001 version also replaced the fifth and 
sixth categories synthesis and evaluation with the categories evaluate and create.
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I adopted the updated cognitive taxonomy, 
designing the steps of my new reading 
presentation guidelines around its categories 
of learning objectives. The guidelines targeted 
the first two learning objectives to remember 
and understand by instructing each student 
to write a summary of the text on which they 
would present. To help clarify and refine 
students’ understanding of this text, I met 
with each one about their summary. Here 
the objective of remembering was not made 
explicit, but nevertheless played a role. Our 
meeting, which the guidelines specified 
as a mandatory step of the new reading 
presentation assignment, implicitly relied on 
each student’s ability to recall at least a few key 
points from the text so that they could discuss 
their summary of it with me. This meeting 
also afforded a chance for students and I to 
brainstorm how they would approach their 
preparation for the presentation itself. The 
guidelines explained that each presentation 
needed to demonstrate how its presenter not 
only understood one or more significant ideas 
from the text, but also applied, analyzed, and 
evaluated this conceptual aspect from the text. 
Working with students toward these  

objectives , I hoped, would enhance their 
feelings of competence with regard to the 
reading presentations and extend these 
feelings to their class engagement more 
broadly.

Oriented around cognitive competency, 
Bloom’s guide for ushering students through 
processes of higher-order learning would 
ideally bolster students’ holistic experience 
of self-determinacy. For instance, if a student 
feels competent about their grasp of a 
text and their ability to apply, analyze, and 
evaluate it, such a disposition can contribute 
to this student’s preparedness to make 
decisions about how they engage the text for 
a presentation in ways that align with their 
personal interests and concerns. Furthermore, 
a sense of competency could support students 
in recognizing how their personal interests 
and concerns resonate with those of both 
the text on which they present and their class 
members. Consequently, competency with 
class content can help breed class autonomy 
and belonging. 
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Even so, competency does not inevitably 
lead to feelings of autonomy or belonging. 
Addressing the limits of cognitive competency 
in higher level learning, instructional 
consultant L. Dee Fink called for taxonomies 
that expand on Bloom’s with objectives 
that activate cultural, ethical, social, and 
psychological levels of learning (2000). 
Because other components of my class were 
already aimed at these levels and my priority 
for the reading-presentation assignment 
was student-centered inquiry, I built on 
Bloom’s Taxonomy by adding features to the 
assignment that I thought would promote 
student autonomy and belonging in the 
class, the other two components of self-
determination.

My strategies for fostering student autonomy
and belonging often bled into one another. As
mentioned earlier, by meeting and checking
in with students, I tried to steer them toward
their personal interests while acknowledging
their experiences of the assignment. At their
best, such gestures of acknowledgement and
encouragement not only endorsed student

3. Class Connections as Belonging

autonomy, they also helped students and 
I develop a rapport. Additionally, I hoped 
that my support and Bloom’s Taxonomy 
would encourage students to connect their 
interests to the text on which they were to 
present. Sharing these personalized reading 
presentations with each other might motivate 
students to express themselves more freely 
and openly in class discussion and establish 
meaningful relationships with each other. 
These opportunities for personal connections 
then may add up to an enhanced feeling of 
student belonging.

Empirical research suggests that features 
of belonging enrich students’ learning and 
self-determination. Studies on interpersonal 
rapports in higher education find that 
“encouraging more interaction in the class, 
relating personal experiences to concepts 
being taught, and proactively expressing 
respect for their students has pedagogical 
implications for rapport when indexed to 
greater learning outcomes” (Sybing, 2019, 
p. 20). Other studies indicate that students
who experience their teachers as caring and
supportive exhibit more intrinsic motivation
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than students who do not (Ryan & Grolnick, 
1986). When initiating my case study, I believed 
that such features of student belonging could 
help individual students lay a personal claim to 
their class experience and even inspire them 
to participate in shaping the class itself.

This case study unfolded through my two
Fall 2019 History of Communications Design
(History of CommD) undergraduate classes
at Pratt Institute. Each class consisted of
twenty students, making my sample size forty
students total. My History of CommD students
were all visual practitioners of some kind.
Those pursuing Advertising, Art Direction,
Illustration, or Graphic Design through
the Communications Design BFA program
made up the majority of the class, which is a
requirement for this program. My students
ranged from first-years to seniors, but most
were sophomores and juniors.

I write this case study in my own perspective
as the professor of the Fall 2019 History of
CommD under consideration. I implemented
the study through this course while also
collecting data for the study and reflecting
on it. My first-hand experience of working
with students on this redesigned reading-
presentation assignment shapes my analysis
of it. Pratt’s Exploring Inclusive Practices
Faculty Learning Community’s programming
prompted me to redesign the assignment
and study the results. Consequently, this
community—composed of art, design, and
humanities faculty experimenting with the
Scholarship of Teaching and Learning—
informed how I developed the study and have
come to analyze it.

1. Context

2. Perspective of Case Study Narrator
Researcher

Description of Case Study       
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When the 2019 Fall Semester began, I shared the redesigned reading-presentation guidelines
with my History of CommD classes [see Appendix pp.1-4] The visual chart below illustrates the
reading presentation’s five steps.

3. Description of Case Study’s Implementation

70



71



72



I turned the assignment guidelines into a
grading rubric and consulted this rubric
while taking notes on each student’s reading
presentation. At the same time, I jotted down
my observations about how each student
presentation affected the class dynamics and
discussion. I tended to class dynamics having
to do with student autonomy and student
belonging. While trying to register other signs
of these dynamics, during and immediately
after each presentation, I specifically noted
the extent to which I perceived students (1)
actively listening to each other, (2) verbally
responding to each other, (3) asking questions,
and (4) sharing personal insights (e.g.,
alluding to personal interests, challenges,
and experiences). After class, I would then
compose these notes to create a concise
record of how well each student adhered to
the assignment guidelines and what stood
out to me about that student’s presentation.

1. My Evaluation:

My data-collection method was qualitative 
and quantitative. It combined my own 
evaluation of each student’s individual reading 
presentation (including the steps leading up to 
the presentation) with student questionnaires. 
I designed my own evaluation process and 
the student questionnaires to measure the 
effect the assignment had on student-centered 
inquiry. Both the evaluation template that 
I completed and the questionnaires for my 
students posed short multiple choice and 
open-ended questions. I formulated these 
to gauge higher-order learning that the 
reading presentation harnessed and how 
such learning, if it occurred, encouraged 
students to both guide class conversation 
and connect class content to their personal 
interests. Such questions generated relatively 
consistent metrics for my data on the one 
hand while, on the other, still allowing my 
students and me to convey our thoughts on 
the assignment in diverse and descriptive ways. 
My hope was that this mix of questions—with 
a predetermined range of simple answers and 
prompts left opened-ended—would yield data, 
which could refine my own understanding 

Motivations for Conducting Case Study of the assignment’s impact, what constitutes 
student-centered inquiry, and the relationship 
between the assignment and such inquiry.
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Next, I sent each student a graded rubric with 
written feedback based on my composed notes 
on their individual presentation [see Appendix 
pp. 5-6].  I did not share my corresponding 
observations on class dynamics with students. 
Instead, I kept these observations for my own 
data analysis and reflection.

adherence to the guidelines, but also in their 
affective dimensions and effects on the class, 
I formulated questions to gauge the general 
impact of the assignment. For example, I often 
used the term “overall” in the prompts to 
solicit students’ impressions of the reading 
presentations when taken on the whole. 

The first questions address the reading 
presentation’s relationship to competency 
in terms of the four learning objectives 
(understanding, application, analysis, and 
evaluation) of Bloom’s Taxonomy, with each 
question oriented around whether, overall, the 
assignment promoted one of these learning 
objectives. Students could respond with 
one of the multiple choice answers of “yes,” 
“somewhat,” or “no.” 

These answers also applied to the two 
following questions related to traits that I saw 
as potentially contributing to class dynamics 
of student autonomy and student belonging: 
whether the reading presentation promoted 
students’ sense of closeness to other members 
of the class (a feature of belonging) and 
whether it encouraged students to express

Seeking students’ perspectives on the reading-
presentation assignment, I made completing
three Google Form questionnaires about it
part of the assignment itself.

Mid-point and end-of-semester class-wide 
questionnaires about students’ experience of 
classmates’ presentations 

Two Google Forms were identical class-
wide questionnaires—one issued at the 
mid-point of the semester and the other 
completed at the semester’s end. Through 
guiding questions, these Google Forms asked 
students to describe their experience of their 
classmates’ reading presentations. Noticing 
that reading assignments varied not only in 

2. Student Questionnaires:
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themselves in class (a feature of autonomy and 
belonging). These multiple-choice answers 
lent themselves to visualizations, specifically 
pie charts automatically created by the Google 
Form summarizing student sentiments about 
the extent that the assignment enhanced 
higher-order learning and student-centered 
class dynamics. This focus on higher-order 
learning and student-centered class dynamics 
stemmed from my expectation that both 
would be integral to student-centered inquiry. 

The remaining four questions were open-
ended and instructed students to identify 
their favorite aspects of their classmates’ 
reading presentations, the aspects they found 
most frustrating, how they usually felt during 
these presentations, and how the reading 
presentations have affected class conversation. 
As previously stated, these open-ended 
questions about students’ perceptions and 
experiences allowed for the collection of more 
specific observations and individualized input 
than the multiple-choice response format 
could accommodate. 

I issued this Student Questionnaire Google 
Form twice in an attempt to track whether 
students’ views about their colleagues’ 
reading presentations changed over time 
[see Appendix pp. 7-8]. I waited until midway 
through the semester to have students 
complete the first questionnaire. At this 
point, the reading presentations still felt 
somewhat novel and the assignment’s rollout 
was still actively in progress. At the same time, 
students had, I figured, experienced enough 
presentations (eight in each class) to form a 
general opinion about them. If I issued this 
first questionnaire earlier, the smaller sample 
size of reading-presentation experiences 
posed a greater risk of causing exceptionally 
strong or exceptionally weak presentations to 
over-determine students’ general opinions of 
the presentations. At the end of the semester, 
after all the students had presented and the 
presentations’ effects had played out, I issued 
the same questionnaire. I did so to explore if a 
retrospective account of the assignment might 
alter students’ general attitudes about its role 
in our class. 
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Questionnaire for each student about their 
individual experience of the assignment 

The third questionnaire resembled the other 
two in many respects, but asked students to 
reflect on their own individual experience 
with the reading-presentation assignment 
(its guidelines, the process of executing the 
assignment, and delivering it) as well as what 
both I and they (the student) could have done 
to enhance this experience [see Appendix pp. 
9-10]. Again, prompts combined multiple-
choice and open-ended questions. They 
related to higher-order learning objectives as 
well as questions regarding student autonomy 
and student belonging. This time, however, 
the questions about these dynamics shifted 
in emphasis from the reading assignment’s 
effects on the class experience to its effects 
on the individual student presenter’s 
personal sense of inquiry (in terms of whether 
conducting the assignment deepened their 
interest in and their thinking about the reading 
on which they presented). I made this shift to 
represent the position of the presenter who 
was (by following the series of steps laid out in 
the guidelines) responsible for both framing 

an evaluation of the reading and facilitating 
collective discussion of it. I designed these 
tasks to encourage the presenter to make 
their own decisions about the framing of 
the reading and explore the reading’s ideas 
enough to guide our class consideration of 
them. But did presenters actually perceive 
themselves as autonomous and competent 
in these respects? In my attempt to gather 
information about whether this might be the 
case, I asked the questions about student 
presenters’ personal sense of inquiry. Students 
who presented during the first half of the 
semester completed this third questionnaire 
during the mid-point of the semester while 
those who presented during the second half 
completed this questionnaire at the semester’s 
end. 

A caveat regarding the analysis of questionnaire 
responses 

The first class-wide questionnaire on students’ 
experience of their classmates’ reading 
presentations and first set of questionnaires 
for presenters (the third questionnaire) 
identified the name of each student who 
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completed the questionnaire. I wanted to be 
able to discern which student was responsible 
for which questionnaire responses. This, I 
thought, would enable me to later consider 
how each student’s reported experience of 
both executing the assignment and engaging 
the reading presentation of their classmates 
might correspond to my notes on that 
student’s assignment (whether they adhered 
to its guidelines, other notable aspects of 
their personal approach, and the effect of 
their presentation on class dynamics, etc.). 
This identifying information also allowed me 
to give credit to students for completing the 
questionnaire. Due to a technical error on 
my part, the second class-wide questionnaire 
and the second set of questionnaires for 
presenters (the third questionnaires) were 
anonymous. I only realized this after the 
fact, at the very end of the semester when 
there was not enough time to ask students to 
complete these questionnaires again. Even 
so, I told students that this second round of 
questionnaires would identify them, because 
I believed this to be true. Consequently, it 
seems likely that students responded to the 
second round of questionnaires at the end 

of semester, thinking that I could track the 
answers back to them individually. In other 
words, my mistake in accidentally making 
this last round of questionnaires anonymous 
likely did not change how much students 
were willing to disclose. Nevertheless, the 
unintentional anonymity of the last set of 
questionnaires prevents me from tracking 
semester-long trends between individual 
student assignments and individual student 
responses to the questionnaire.

77



When I initially rolled out the reading-
presentation assignment, students struggled
to understand the complicated assignment
guidelines. Though each step was rather
straightforward, together the steps of the
detailed five-page guidelines may have
backfired, overwhelming some students
and actually diminishing their sense of
competency. During the first quarter of
the semester, the guidelines were markedly
difficult for students to grasp. It also became
clear that many students either found the
multi-step, five-page assignment guidelines
confusing or failed to read them carefully.
After I introduced the assignment guidelines
and verbally walked students through them,
I received many emails asking questions
that I had already explicitly addressed and
whose answers appeared in the assignment
guidelines. Some students who did not ask
questions missed their summary deadlines
and/or meetings with me.  The guidelines
were so extensive because I wanted them
to incorporate Bloom’s Taxonomy and to
usher students through this taxonomy’s steps

1. Challenges

Findings pertaining to the reading presentation. As 
much as my intention to promote students’ 
sense of competence drove this approach, 
the daunting quality of the guidelines seems 
to have had the opposite effect on half of the 
first few students to execute the assignment. 
Luckily, after the first quarter of the semester, 
this confusion among students became 
increasingly rare.
The multi-step character of the assignment 
and the way I structured our class time around 
it meant that when a student’s execution of 
the assignment did not go as planned, I had to 
respond by making adjustments. For example, 
whenever a student missed their presentation, 
their absence threw off our entire class 
schedule. This was not a total anomaly. Fifteen 
percent of my students were absent during 
the class at which they were scheduled to 
present (six students between my two classes 
of twenty). Each missed presentation had a 
snowball effect because the following class’s 
plans had to shift to accommodate the student 
presentation slated for the prior week. Over 
the semester, students missing their scheduled 
presentation slots was an enduring, if still 
relatively infrequent, problem.
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A more common problem was that 20 percent 
of student presentations did not engage all 
the higher-order learning objectives and, 
consequently, did not feature the presenters’ 
personal interests. These presentations did not 
go beyond the examples and analysis provided 
by the author/s of the reading on which they 
presented.  Students in this situation seemed 
to have misunderstood that the examples/
applications around which they were to 
design their reading presentation needed to 
assert a personal evaluation of the reading 
by considering information and analysis 
exceeding that already found in the reading 
itself. Notably, 80 percent of these cases 
occurred during the first half of the semester 
when the class as a whole was still getting a 
grasp of the assignment. In general, 10 percent 
of students went beyond paraphrasing, but 
should have developed their personal analysis 
and evaluation more. Luckily the majority of 
reading presentations did engage the higher-
learning objectives outlined in the assignment 
guidelines. Seventy percent of students 
offered strong personal evaluations of the 
reading through their explanation of examples 
and analysis not covered by the reading itself. 

These results seem to suggest that on the 
one hand, it was a challenge for students to 
engage the cognitive higher-order learning 
objectives of the assignment before they saw 
their classmates model effective strategies 
for this. On the other hand, after exposure 
to a few effective reading presentations, the 
vast majority of students latched onto these 
higher-learning objectives.

As I ushered students through the reading-
presentation assignment, at times I felt 
my desire to foster the students’ self-
determination was in conflict with my job to 
enforce students’ adherence to the guidelines 
(which also established the metrics for my 
study). One example occurred when the first 
student to deliver their reading presentation 
offered a summary of the reading, mostly 
missing the higher-order learning objectives 
of this part of the assignment and the chance 
to infuse it with personal inquiry. To minimize 
the likelihood that other students follow 
this model, after the presentation, I could 
have overtly explained to the class the ways 
that this student’s presentation fell short of 
the assignment’s criteria. However, such a 
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clear gesture would have embarrassed this 
student who appeared not to realize the ways 
that their presentation departed from the 
guidelines. Moreover, framing this student’s 
presentation as an example of what not to 
do would further signal to my students that 
if their contributions to our class were less 
than perfect, they too might be punished 
with public humiliation. This kind of external 
regulation was what I hoped to combat by 
implementing this assignment. Rather than 
disregard my greater concern for my students’ 
wellbeing, I tried to honor it by serving up 
a gentle-compliment sandwich. I praised 
generative aspects of this first presenter’s 
discussion, subtly pointed out possible ways 
they could have pushed their thinking about 
the reading to raise critical questions and 
evaluations of it, and finally emphasized 
the generosity this student had extended 
by volunteering to be the first presenter. I 
could tell even this response embarrassed 
the student a bit, but not at the level that 
permanently comprised our rapport. The 
response was subtle enough. Due to this 
subtlety, however, my embedded message of 
constructive criticism seemed to be lost on 

some students, who may have then been more 
prone to repeat the first student-presenter’s 
mistakes. In this instance, I prioritized a 
response that would not deter students’ sense 
of class belonging and that might even add to 
it.  

I acted on this priority again when overseeing 
students’ completion of their questionnaires. 
Some students never completed the first 
round of questionnaires issued in the middle 
of the semester and/or the second round of 
questionnaires issued at the end. When the 
deadlines for these questionnaires passed, 
I sent out follow-up reminders, but, in the 
end, seven of the forty were missing from 
the first round and sixteen from the second. 
These missing submissions meant that the 
data from the questionnaires offered a skewed 
representation of the students’ general 
attitudes toward the reading presentation.  
I could have done more to prevent this 
scenario. I could have emailed students 
more reminders. I could have stressed the 
importance of their questionnaire submissions 
during our other one-on-one exchanges. Even 
so, I did not want these students’ failures to 

80



complete a small class task to become the 
focus of our rapport. I did not give the few 
points allotted to the questionnaires (which 
themselves constituted a graded step of the 
assignment) to students who did not complete 
them, but worried that further action would be 
perceived as punitive and excessive. 

To the extent that the data collected from 
student questionnaires represents students’ 
overall sentiments, these questionnaires 
showed that students’ frustrations with the 
reading presentations largely corresponded 
to issues that emerged from a lack of 
adherence to the assignment guidelines. In 
the questionnaires where students reflected 
on the presentations of their classmates, the 
main complaint was that some presentations 
felt redundant and boring when they did 
little more than regurgitate information from 
the reading. Another common observation 
was that some presentations led to awkward 
silence and reluctant conversation. From 
my own evaluation notes, I can say that 
when presenters’ discussion questions did 
not instantly provoke eager responses, that 
presenter usually left out the application and 

evaluation components designated in the 
guidelines. Likewise, in the questionnaires 
about their own individual experience 
of executing the reading-presentation 
assignment, students often stated that 
they could have improved their experience 
by minimizing the recap aspect of their 
presentation. Aside from remarks regarding 
anxiety about presenting before the class, the 
other challenges students reported usually 
flowed directly from passing over or not 
registering specifications in the guidelines.
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From the midpoint of the semester when the
questionnaires were first issued and onward,
the reading questionnaires primarily captured
students’ positive attitudes toward the reading
presentation. According to every metric, these
attitudes also improved. The questionnaire
responses were more enthusiastic at the end
of the semester than at its midpoint.

With the exception of one metric, responses 
became more favorable at the end of the 
semester. Overwhelmingly, on both the 
mid-semester and end-of-semester surveys, 
students responded yes or somewhat to the 
question asking whether their classmates’ 
reading presentation enhanced their 
understanding of the required reading’s 
content, its possible applications, and their 
own evaluation of it. The portion of students 
who selected the multiple choice answer 
“yes” as a response to each of these prompts 
was at least 50 percent for the mid-semester 
questionnaire and the percentage of yes’s 
increased across the board for the end-of-
semester questionnaire.

2. Successes
1. Overall, have your classmates’ reading
presentations enhanced your understanding of
the required reading’s content?

Answers from midpoint semester questionnaires

Answers from end-of-semester questionnaires

Somewhat 
15%

Yes 
85%

Somewhat 
29%

Yes 
71%

82



2. Overall, have your classmates’ reading
presentations enhanced your understanding of
the required reading’s possible applications?

3. Overall, have your classmates’ reading
presentations enhanced your own
evaluation of the required reading’s possible
applications?

Answers from midpoint semester questionnaires Answers from midpoint semester questionnaires

Answers from end-of-semester questionnaires Answers from end-of-semester questionnaires

Yes 
58%

Somewhat 
39%

No 
3%

Yes 
75%

Somewhat 
25%

Somewhat 
42%

Yes 
58%

Somewhat 
21%

Yes 
79%
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The majority of students also answered “yes” 
or “somewhat” to questions about whether 
their classmates’ reading presentation helped 
make them feel closer to other members of 
the class and encouraged them to express 
themselves in class. For the mid-semester 
questionnaire, less than half of the responses 
were “yes” to these prompts, whereas on the 
end-of-semester questionnaire over half of 
respondents selected the answer “yes” to both 
of these questions.   

4. Overall, have your classmates’ reading
presentations made you feel closer to the
other members of the class?

Answers from midpoint semester questionnaires

Answers from end-of-semester questionnaires

Somewhat 
46%

Yes 
37%

No 
17%

Yes 
40%

Somewhat 
30%

No 
30%
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Results from the two questionnaires on 
students’ experience of their classmates 
reading presentations indicated that the 
assignment was most beneficial in enriching 
students’ thinking about the reading 
(interpreted here as a marker of their sense 
of competence) while also encouraging 
students’ sense of belonging and self-
expression in class, but to a lesser extent. Even 
so, the short answer sections for students’ 
comments indicated that students appreciated 
seeing their peers lead class. Many students 
remarked that the presentations gave them a 
chance to learn more about their classmates’ 
perspectives and passions. Students suggested 
other benefits of the student-led model by 
commenting that peers’ reading presentations 
illuminated how there are multiple different 
interpretative and creative angles for 
approaching the topics we explored. Further 
pointing to how the presentation diversified 
the perspectives raised in class, another 
recurring comment was that the presentations 
helped get more students talking. 

5. Overall, have your classmates’ reading
presentations encouraged you to express
yourself in class?

Answers from midpoint semester questionnaires

Answers from end-of-semester questionnaires

Somewhat 
29%

Somewhat 
29%

Yes 
58%

Yes 
58%

No 
13%

No 
13%
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Sample Student Responses to the following 
question from Questionnaires 1& 2
What have been your favorite aspects of the 
reading presentations? Write at least five words 
(or full phrases if you prefer) that describe 
these favorite aspects. 

“Personal, in depth, passionate, info not 
from the book, unique pathway, visual 
learning, application based, different 
point of views” 

“I like how my classmates are being 
creative about connecting the readings 
to other materials they found.” 

“Hearing different people speak and 
finally presenting my own thoughts to 
everyone.” 

“…inclusive, different, full of expansion, 
interesting” 

“Different perspectives on the reading, 
deeper understanding of readings 
I wasn’t particularly sure about, 
engagement in classroom, relevant to 
works done outside this class, and know 
classmates better.” 

The third questionnaire that thirty-one 
of the forty students completed about 
their experience of executing the reading 
presentation suggests that overall, the process 
of conducting this assignment was even more 
beneficial to students than the experience of 
engaging their peers’ presentations. On this 
third questionnaire, either well over half or 
very nearly half of the students responded 
“yes” to all the questions regarding whether 
the various steps of the assignment enhanced 
their thinking of the reading’s content as 
well as their ability to connect this content 
with personal interests. Likewise, when 
asked to describe their overall feelings about 
their reading presentation, most students 
used positive words such as “exciting,” 
“fun,” “thought-provoking,” “engaging,” 
and “accomplished.” They wrote about how 
it helped them expand their interests and 
research.  The frequency of words such as 
“nervous” and “difficult” in the mix seems to 
reflect that the assignment was not without 
its hardships, but that the chance to pursue 
personal interests and make decisions helped 
many students work through these challenges. 
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7. Did consulting with the professor about
your reading presentation before designing
it help make your preparation for the
presentation more personally interesting?

6. Did the chance to summarize your assigned
essay before designing a presentation on it
improve your understanding of that essay?

Somewhat 
19%

Yes 
81%

Somewhat 
36%

Yes 
61%

No 
3%
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9. Did approaching the reading for your
presentation through the steps of Bloom’s
Taxonomy (understanding, application,
analysis, and evaluation) clarify the reading’s
relevance to your personal interests?

8. Did approaching the reading for your
presentation through the steps of Bloom’s
Taxonomy (understanding, application,
analysis, and evaluation) deepen your thinking
about the reading?

Sample Student Responses to the following question from Questionnaire 3 

Somewhat 
32%

Somewhat 
33%Yes 

48% Yes 
47%

No 
20%

No 
20%
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Overall, how do you feel about your reading 
presentation? Write at least five words (or 
full phrases if you prefer) that describe these 
feelings.

“Confident, informed, engaged in the 
material, applied to outside resources, 
and intellectually stimulated” 

“I mentioned in the other questionnaire 
how i found it helpful as a starting point 
for researching my paper, and kind of 
allowed me to expand into other fields 
of interest” 

“It was exciting to show my favorite 
Turkish artist to classmates. Good.” 

“I feel I enjoyed doing my presentation 
since I can share my personal ideas 
about design with my classmates.” 

“I really learned a lot from it. It’s a great 
self-study time.” 

Considering the study’s successes more 
broadly 

The most effective presentations supported 
my hypothesis that if student presenters 
followed the steps of Bloom’s taxonomy 
to frame the class reading in terms of their 
personal insights and interests it would 
spur their peers’ thinking and investment 
in the reading’s content. Moreover, student 
presenters’ applications of their assigned 
text showcased how deft students can be, 
especially with the encouragement and 
counsel of an instructor, at identifying entry 
points into class content that resonate with 
their peers. In particular, presentations that 
featured different cultural perspectives 
(especially those from the Global South) in 
relation to the reading and presentations 
geared toward students’ personal reference 
points often invigorated student-centered 
discussion and higher order learning therein. 

One student, whom I will call Student A, 
used a cultural comparison to structure 
their presentation in response to a text on 
early twentieth-century Russian Suprematist 
and Constructivist visual producers’ work. 
Student A focused on these visual producers’ 
complicated navigation of the Bolshevik-
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led government, by contributing to its 
Communist propaganda while embracing 
European formalist experimentation that 
Bolshevik officials rejected.  Student A 
offered a more global context by considering 
early twentieth-century governmental 
regulation of visual expression in terms of 
contemporaneous power struggles in India. 
There, the government encouraged Indian fine 
and graphic artists to adapt British formats 
while those associated with the Swadeshi 
Movement for Indian Independence refused 
European visual influences. This application 
and Student A’s analysis and evaluation of 
it led to a fluid student-led conversation 
highlighting incisive points that I had not 
thought to include in that particular lesson, 
one such important point being the ways 
that people’s cultural positioning informed 
their associations with the various European 
artistic developments we examined (e.g., the 
connotation of open-minded, cosmopolitan 
modernity for some and imperial domination 
for others). The conversation also led students 
to reassess our prior discussions about the 
relationship between Communications Design 
and imperialism/colonialism and politics.

In addition to piquing students’ interest by 
exploring aspects of our reading through 
distinct cultural lenses, the reading 
presentations helped students connect to 
class reading by making incisive comparisons 
between historical developments addressed 
in a text with contemporary applications and/
or prompting students to share their personal 
experiences with a phenomenon addressed 
in a text. For example, Student B’s reading 
presentation on the mid-twentieth-century 
International Typographic Style (ITS) stressed 
its pioneering approaches to negative space 
and how negative space appears in graphic 
design today. Student B introduced the 
notion that due to the monetization of all 
digital space, websites often sacrifice negative 
space, making negative space in graphic 
design signify luxury. Student B’s discussion 
questions about this contemporary take 
on ITS’s innovations opened a floodgate of 
student opinions and follow-up questions. 
Likewise, students eagerly chimed in when 
their classmate presented Susan Sontag’s 
theoretical essay about the poster’s modes of 
address and seduction. The presenter, Student 
C, reflected on these mechanisms in light of 
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a moment in their life when a poster made a 
personal impact. Student B then invited other 
students to describe a memorable experience 
they had with a poster and the poster 
involved—several did. This exchange also 
enriched students’ responses to Sontag’s text. 
A few students went so far as to mount forceful 
criticisms of the binary logic undergirding 
one of Sontag’s major claims. This was a 
seemingly organic, totally student-led critique. 
It impressed me. 

Again, only 70 percent of the reading 
presentations included the makings of 
an effective presentation. Not all of those 
presentations resulted in such active and 
discerning student-centered inquiry as the 
above-mentioned examples. Nevertheless, 
the many presentations that yielded such 
inquiry throughout the semester inspire me to 
continue to refine this assignment. 

I regard my Fall 2019 History of CommD 
students’ research papers another reason to 
keep implementing the reading presentation 
assignment. Overall, the analysis in these 
research papers was more developed than 

research papers from the previous two 
semesters’ History of CommD classes.  I did 
not devise my case study to track how the 
redesigned reading-presentation assignment 
of Fall 2019 might impact the research-paper 
assignment that I had also issued in Fall 2018 
and Spring 2019. Even so, I suspect that the 
ways the redesigned reading-presentation 
assignment supported my Fall 2019 classes’ 
focus on higher-order learning objectives is 
at least partially responsible for the relative 
strength of the analysis in these classes’ 
papers. 

Examining the effects and implementation 
of my redesigned reading-presentation 
assignment in conjunction with a theoretical 
framework for building students’ sense of self-
determination has enhanced my own sense 
of agency as an instructor. Conducting this 
study has increased my sense of resilience in 
the face of teaching challenges. Furthermore, 
reading about and testing out strategies for 
encouraging student autonomy, competence, 
and belonging have enhanced my confidence 
to experiment with my course design.
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Suggestions for making the reading-
presentation assignment more conducive to 
student understanding, implementation, and 
experimentation: 

1. Shorten and streamline the guidelines by 
eliminating their explicit reference to Bloom’s
Taxonomy. Rather than defining the different
categories of Bloom’s Taxonomy and how they
should be pursued in the reading presentation,
the guidelines can direct students to apply
ideas from the reading to a case study of their
choosing. For instance, these instructions can
ask students to distill one critical idea or more
from the reading, present a case study to which
the idea applies, ask discussion questions
about the case study in relation to the idea as
posited in the reading, and facilitate a class
evaluation in response to these discussion
questions. This case study model can still lead
students through Bloom’s Taxonomy’s learning
objectives, but do so implicitly with guidelines
that are more intuitive and concise.

2. Make the assignment guidelines visual. A
graphic presentation of the assignment’s steps

Suggestions

and criteria should enable students to grasp 
this information more clearly and quickly. 

3. Rename the “reading presentation” 
assignment. Many students seem to
assume that an assignment called a reading
presentation will mostly entail a summary of
the reading. Rather than setting up this false
expectation only to dismantle it, calling the
assignment by a name such as “discussion
facilitation,” which evokes an exploratory and
conversational consideration of the reading,
should better equip students to register and
act on the aims of the assignment.

4. Have students prepare the assignment
collaboratively in a group of four or so and
allot a number of short in-class sessions for 
group work on the assignment. Such sessions
should enable group members to make
significant progress together and coordinate
their collaboration even if their schedules
prevent them from meeting in-person outside
of class. Moreover, as the instructor checks
in with groups during their in-class sessions,
students get more in-person opportunities to

92



clarify their questions about the assignment 
guidelines and brainstorm with the instructor. 
The instructor can then take a more hands-
on role helping the students get off to a firm 
start. The visible, physical accessibility of the 
instructor may well encourage students who 
are confused or nervous to ask for clarification 
and support. Having group members to 
consult should also benefit students who 
might otherwise struggle to follow the 
guidelines alone and/or who get anxious 
about guiding class discussion themselves. 
Furthermore, working in a group can pave 
the way for students to forge connections 
and conversations on their own terms and 
in relation to the reading on which their 
discussion facilitation is based. 

I have implemented all the aforementioned 
suggestions in my Spring 2020 and Fall 2021 
History of CommD classes. These suggestions 
seem to have dramatically improved students’ 
experience of the assignment in the ways 
that I anticipated and more. A presentation 
of corresponding data to substantiate this 
observation is beyond the scope of the 
present study. Even so, it is worth noting that 

the revised version of the assignment made 
its guidelines much more manageable for 
students to follow and fulfill.  In particular, 
during the first half of the Spring 2020 
semester, when the class still took place 
entirely in person before switching to an 
online format, the group dimension of 
the new assignment appeared to reduce 
individual student stress associated with the 
in-class facilitation component. Moreover, 
many students clearly enjoyed the collective 
preparation process and bonded through 
it. For example, one group’s members 
all dressed up in business attire for their 
facilitation session, another devised creative 
demonstrations of design-theory principles as 
a team while some group members generated 
materials and games together for the class.

93



1. Practice care when introducing a multi-part assignment so that it provides sufficient but not overwhelming
information. Striking the right balance can be a challenge. When scaffolding an assignment to promote student-
centered inquiry, be mindful of how different types of students/learners respond to the many steps. Providing
extensive textual guidelines is not necessarily the most inclusive way to introduce the assignment. Framing it in
this way initially strikes some students as daunting and/or inaccessible.

2. Be attentive to the false preconceptions that the name of an assignment can create. Rather than defaulting to
the most familiar ways to refer to an assignment, consider whether there is another name for it that more readily
evokes the assignment’s aims.

3. The instructor’s unconditional, unthinking enforcement of assignment guidelines and/or methods of
data collection for SOTL can compromise the aims of the assignment. In the case of a SOTL experiment, such
enforcement can adversely affect the student learning and/or the class dynamics being studied.

4. Intentionally making time and space for exchange among students and between individual students and their 
instructor promotes student-centered inquiry.

5. Students are often well-positioned to pique their classmates’ interest. Course design can harness this dynamic
to encourage student-centered inquiry.

6. Non-writing-centered assignments can develop students’ cognitive higher-order learning skills (analysis and
evaluation, etc.) and enhance their command of these skills for writing assignments.

7. Assignments can be more than tools for assessing students’ command of course specific content. They can
also be tools for fostering students’ personal sense of autonomy, competence, and belonging.

Implications of Case Study for 
Other Contexts
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Appendix

1 

History of Communications Design            Prof. Kim Bobier 
Fall 2019 – HAD 365-03           Office Hours: By Appointment 

Reading Presentation Guidelines 

Starting session 3, September 11, one to three students per class session will deliver a 
presentation of approximately 10 minutes (per presenter) about an essay assigned for that day. 
Through a series of steps, each student will work individually or collaboratively to design a 
reading presentation on their chosen essay that targets four learning objectives from Bloom’s 
Taxonomy: understanding; application; analysis; and evaluation.   

Steps 
a. List of preferences 
Due on LMS (as part of the introduction assignment) by 8 p.m. Tuesday, September 3 
Select your preferred sessions on which to present and based on these preferences (for 
further guidelines, see the LMS “Introductory Assignment” posted with session 2 readings). 
I will assign everyone a session. 

I will share everyone’s assigned sessions during our session 2, Wednesday, September 4.  

b. Arrangements with your co-presenters 
At least two weeks before your assigned presentation (I suggest doing this during a class 
break) 
If other students are presenting during your session, e-mail or talk to them to determine who 
will cover which essay assigned for that session. 

Keep in mind: 
● Each person should write a summary of one assigned essay (below I have specified 

which of the required and suggested readings you can cover for each session) 
● Two people cannot summarize the same essay (with the exception of the single essay 

assigned for session 3, which can be split among presenters) 
● Each student can present a single essay by themselves or students can collaborate on a 

presentation, which addresses all the essays that everyone covering the same session 
summarized. 

c. Summary of an essay assigned for your session 
Due on LMS by 10 p.m., the Tuesday night before the session that is a week before your 
presentation session. 

SUMMARY 
The summary should, in your own words, explain the essay’s:  

i. Topic/s –identify questions and/or issues that the essay addresses 
ii. Main argument/s—how does the author address these questions/ issues, what 

claims does the author make? 

2 

iii. Examples that the author uses to support their argument (you can cite one specific 
example, briefly note multiple, or describe the type of examples used) 

SUMMARY FORMAT 
● At least 450 words (about 1.5 pages) 
● Times New Roman, 12- point font, double spaced text, and 1” margins 

(Remember, if a weekly reading response is due the week your summary is due, you are exempt 
from that weekly reading response) 

d. Meet with me about how you will design your presentation to target the four 
learning objectives from Bloom’s Taxonomy 

During the break or immediately after class the session before your presentation.  
At this meeting, we will:  

● Discuss your summary 
● How the essay you summarized relates to your interests 
● Review the four learning objectives from Bloom’s Taxonomy in relationship to 

their chosen text: 1) understanding; 2) application; 3) analysis; 4) evaluation 
(with the voluntary option of 5) creation). (see page 4 for more on this)

● Brainstorm approaches for achieving these learning objectives with a reading 
presentation on the essay you summarized 

e. Deliver your presentation 
During class the day of your session 

TIMING  
The presentation should be about 10 minutes for each presenter, so that an individual 
presentation should be about 10 minutes and a collaborative presentation by two presenters 
should be about 20 minutes.  

Depending on the agenda for class the day of your presentation, if your presentation is 
prompting fruitful discussion, you might be able to facilitate class for much longer than the 
allotted 10 minutes/presenter. Even so, please design your presentation to adhere to this 
timeframe.  

(Remember, if a weekly reading response is due the week of your presentation, you are 
exempt from that weekly reading response) 

f. Reflect on your experience with this reading presentation assignment and your 
experience of your classmates 

Complete Reading Presentation Questionnaire 1 on LMS by 10 p.m. Thursday, October 17  
Complete Reading Presentation Questionnaire 2 on LMS by 9 a.m. Monday, December 16 
(night before session 16) 
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3

4 

Designing your presentation to target your four learning 
objectives from Bloom’s Taxonomy 

1) UNDERSTAND: An understanding of the essay is what you articulate in the reading 
summary portion of the assignment. For your presentation of the same essay, draw on your 
summary to briefly state the essay’s main argument/s and any other elements you deem relevant 
to share. This part should be less than half of the presentation 

2) APPLY: Identify examples to which the essay’s argument/s or other key aspects of it 
apply. 
Source:  Examples might derive from background research about the essay, material from one of 
our earlier classes or your other studies, but can also come from the news, popular culture, a 
personal experience, or elsewhere. You can even create a brief exercise or game for the class that 
somehow applies an important idea from the essay. 
Form: This example can take a number of forms. You can verbally recount the example or share 
it through images, slides, choreographed gestures, or as a brief video or music clip (approved by 
me). 

3) ANALYZE: Draw connections/ comparisons between your example and key arguments/ 
aspects of the essay. Use these connections to pose questions for class discussion.  Keep in mind 
what the example reveals about a key argument/aspect of the essay and what the essay reveals 
about the example. 

4) EVALUATE: Build on your analysis of the essay to evaluate some aspect of it.
You might cite your analysis to explain why you agree or not with one of the essay’s main 
arguments, or you might also evaluate something else about the essay (e.g., its examples, its 
author’s way of organizing the essay, the author’s voice, or how the author’s own context—
whether their profession, identity, time period, artistic/design preferences, culture or period). 

CREATE: THIS IS OPTIONAL. You are welcome (but not required) to create a work (it could 
take many forms such as a performative, textual, visual, or audio piece) that somehow reflects 
your application, analysis, and evaluation of the essay. If you decide to create a work, please be 
sure to both briefly share it with the class and explain it during your presentation time. 
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Student’s name: 
Reading Presentation Grading Rubric Template 

*I give a ✓for each criterion the student fulfills. When the student does not fully satisfy a criterion, I instead put an
X by this criterion along with a brief explanation. 

a. List of preferences   ✓
Due on LMS (as part of the introduction assignment) by 8 p.m. Tuesday, September 3

b. Arrangements with your co-presenters  ✓
At least two weeks before your assigned presentation (I suggest doing this during a class 
break) 

c. Summary of an essay assigned for your session Grade 

Due on LMS by 10 p.m., the Tuesday night before the session that is a week before your 
presentation session. 

SUMMARY COMPONENTS 
The summary should, in your own words, explain the essay’s:  

i. Topic/s –identify questions and/or issues that the essay addresses  ✓ 
ii. Main argument/s—how does the author address these questions/ issues, what 

claims does the author make? ✓
iii. Examples that the author uses to support their argument (you can cite one specific 

example, briefly note multiple, or describe the type of examples used) ✓
SUMMARY FORMAT 

● At least 450 words (about 1.5 pages) ✓ 
● Times New Roman, 12- point font, double spaced text, and 1” margins  ✓ 

Overall summary feedback: 

d. Meet with me about how you will design your presentation to target the four learning 
objectives from Bloom’s Taxonomy  ✓

e. Deliver your presentation Grade 
1) UNDERSTAND: An understanding of the essay is what you articulate in the reading 
summary portion of the assignment. This part should be less than half of the presentation  ✓
2) APPLY: Identify examples to which the essay’s argument/s or other key aspects of it 
apply.  ✓
3) ANALYZE: Draw connections/ comparisons between your example and key arguments/ 
aspects of the essay. Use these connections to pose questions for class discussion.  Keep in mind 
what the example reveals about a key argument/aspect of the essay and what the essay reveals 
about the example.  ✓
4) EVALUATE: Build on your analysis of the essay to evaluate some aspect of it. ✓ 
5) TIMING: 10 minutes  ✓ 
Overall presentation feedback: 

 (Instructor observations not shared with the student presenter) 
Class Dynamics during the Presentation 

Along with any other aspect of student engagement that stands out, note whether and how 
students are:  

1) Actively listening to each other 
2) Verbally responding to each other
3) Asking questions 
4) Sharing personal insights (e.g., alluding to personal interests, challenges, and 

experiences). 
Notes  
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2/3/20, 3'06 PMQuestionnaire 1.A - Google Forms

Page 1 of 2https://docs.google.com/forms/d/1K04b3HZ7SLMbiJo8x8y6eIMwlrWVaOg-8AkdFsPLLig/edit

Email address *

This form is collecting email addresses. Change settings

Questionnaire 1.A
Questionnaire 1.A: Your experience of classmates’ reading presentations 

Valid email address

1. Overall, have your classmates’ reading presentations enhanced your understanding of the required
reading’s content? 

Yes

Somewhat

No

2. Overall, have your classmates’ reading presentations enhanced your understanding of the required
reading’s possible applications?

Yes

Somewhat

No

3. Overall, have your classmates’ reading presentations enhanced your own evaluation of the
required reading?

Yes

Somewhat

No

4. Overall, my classmates’ reading presentations have made me feeler closer to other members of
the class.

Yes

Somewhat

No

5. Overall, have your classmates’ reading presentations encouraged you to express yourself in class?

Yes

Somewhat

No

6. Overall, have you done this class’s required reading on time?

Yes

Somewhat

No

Questionnaire 1.A Send

Questions Responses 33

2/3/20, 3'06 PMQuestionnaire 1.A - Google Forms

Page 2 of 2https://docs.google.com/forms/d/1K04b3HZ7SLMbiJo8x8y6eIMwlrWVaOg-8AkdFsPLLig/edit

7. What have been your favorite aspects of the reading presentations? Write at least !ve words, (or
full phrases if you prefer) that describe these favorite aspects. 

Short answer text

8. What aspects of the reading presentations have most frustrated you? Write at least !ve words, (or
full phrases if you prefer) that describe these frustrating aspects. 

Short answer text

9. Overall, what feelings have you experienced during the reading presentations? Write at least !ve
words, (or full phrases if you prefer) that describe these feelings. 

Short answer text

10. Overall, how have the reading presentations a"ected class conversation?

Long answer text

11. Overall, what could presenters do di"erently to improve their presentations?

Long answer text

12. What about the reading presentation assignment could the professor change to improve
students’ reading presentations? 

Long answer text
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2/3/20, 3'12 PMQuestionnaire 1.B - Google Forms

Page 1 of 2https://docs.google.com/forms/d/1Qfq3T6R1YPBxg_sqJZLCPU_o-vEPWib1te2yzX6jMHs/edit

Questionnaire 1.B
Questionnaire 1.B: Your experience as a reading presenter (part B is only for students who have already delivered 
their reading presentations in class)

1. Overall, how do you feel about your reading presentation? Write at least !ve words (or full phrases
if you prefer) that describe these feelings. 

Short answer text

2. What could you have done di"erently to improve your experience of creating the reading
presentation?

Long answer text

3. What could the professor have done di"erently to be#er help you create the reading presentation?

Long answer text

4. What could you have done di"erently to improve your experience of delivering the reading
presentation?

Long answer text

5. What could the professor have done di"erently to be#er help you prepare for delivering the
reading presentation?

Long answer text

Other…

6. Did the chance to summarize your assigned essay before designing a presentation on it improve
your understanding of that essay?

Yes

Somewhat

No

Questionnaire 1.B Send

Questions Responses 15

2/3/20, 3'12 PMQuestionnaire 1.B - Google Forms

Page 2 of 2https://docs.google.com/forms/d/1Qfq3T6R1YPBxg_sqJZLCPU_o-vEPWib1te2yzX6jMHs/edit

7. Did consulting with the professor about your reading presentation before designing it help make
your preparation for the presentation personally interesting? 

Yes

Somewhat

No

8. Did approaching the reading for your presentation through the steps of Bloom’s Taxonomy 
(understanding, application, analysis, and evaluation) deepen your thinking about the reading?

Yes

Somewhat

No

9. Did approaching the reading for your presentation through the steps of Bloom’s Taxonomy 
(understanding, application, analysis, and evaluation) clarify the reading’s relevance to your personal
interests?

Yes

Somewhat

No

10. Did you carefully review the reading presentation guidelines when you sta$ed working  on the
assignment? 

Yes

Somewhat

No
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Open to… Personalized Learning Outcomes

Pirco Wolfframm

This essay reflects on a one-time approach to practices of equity and inclusion in 
allowing students to add and pursue a personalized learning outcome to their existing 
syllabus, without it affecting the grade. It assesses how the intervention reveals and 
supports individual learning interests as a way to enhance inclusion in the studio-
course context. It particularly reflects on the many contextual and in-class factors that 
influenced the outcome. The study was applied to a senior-level college course in the 
Undergraduate Communications Design program at Pratt Institute in the fall of 2019.

To better understand the needs, interests, and impact revealed through the opportunity, 
participating students responded to questionnaires and offered their thoughts in one-
on-one discussions. Information was also collected through journaling observations 
during the fifteen-week course sessions.

This paper discusses the observable data collected in light of the circumstances 
influencing the course, the syllabus, and the students’ environment in their program. 
Lastly it positions the study in a brief set of references to reflect on existing approaches 
to self-determination in education to offer new opportunities for more equitable and 
inclusive approaches in undergraduate design education.

Abstract
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Western histories of design entail many 
instances of challenges to its disciplines from 
within or from external impulses, often related 
to shifting technological, socio-political, or 
philosophical modes. Design education on 
the undergraduate level is largely steeped 
in Western canons of thinking, making, and 
critiquing. It perpetuates assumptions about 
itself while varied student populations’ needs 
and motivations are barely accommodated, 
nor were these life experiences seen as 
fertilizer to evolve or enrich design, the design 
discourse, design education, and curricular 
development. Western design-education 
principles are at the core of design education 
in many non-Western countries such as Brazil, 
Mexico, and South Korea, which may establish 
a “common ground” for a global discourse, but 
it remains contingent to Western axioms that 
are limiting even within Western cultures. One 
possible way to diversify the design discourse 
and identify new areas for design inquiry is 
through fostering more self-determination 
through the syllabus.

Introduction/Problem Statement

Though studio courses afford students the 
opportunity to bring personal interests 
into projects, the potential of new impulses 
embracing personally or culturally relevant 
approaches to making, thinking, and critiquing 
remains underappreciated within an academic 
framework of curricular logic and evaluation 
methods. I see the potential to discover 
new perspectives on design, new ways of 
learning about design, new connections to 
areas of interest, new ways of designing, new 
discourses of design, and subsequently new 
ways of teaching via student contribution. 
Any open-minded exploration into new, 
inclusive, and equitable forms of learning will 
thoroughly challenge any aspect above as well 
as the educator’s sense of purpose and value 
system. It simultaneously challenges students 
to become contributors to teaching and to 
learning in the course environment. This paper 
describes the observations of an attempt 
to open up a curricular component, usually 
owned by the educator, to students’ individual 
definitions in the hope of identifying new 
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modes and topics of teaching and learning.

The primary question posed in this study is: 
How can an academic framework provide 
opportunities for unexpected and productive 
challenges to diversify design education? 
This inquiry explores learning outcomes as a 
platform for new impulses to design education 
by allowing students to assert their interests 
and needs through personalized learning 
outcomes in a studio course.

I note the following sub-questions with the 
caveat that I might gain insights outside of 
those questions and that new questions will 
arise: 

Will a personalized learning outcome 
motivate and engage students?
• Will a personalized learning outcome

create friction with the fixed learning
outcomes?

• Will the described learning outcomes
inform future considerations for inclusive
course development and pedagogies?

• What kind of interests or needs do students
want to integrate into their learning?

• How will students follow through with their
individualized learning outcomes?

• Does a personalized learning outcome
facilitate individual ways of learning?

• Can a personalized learning outcome limit
a student’s pursuit in the course?

• Do students think of the option to
contribute a learning outcome as a form of
inclusion?

As part of adding a personalized learning 
outcome, students are encouraged to reflect 
on their design education and to claim agency 
in it without this affecting their grade.

Given the limitations of this one-time 
experiment, the particular context of this 
study merits consideration. Many factors 
located in the curriculum as well as embedded 
in the classroom informed the dynamics 
and outcomes of the study. Taking account 
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of these influences will help ensure the 
transparency of the data collected, as they will 
offer explanations for the findings and act as 
an aid in planning future studies.

The following factors impacted the study: 

Location in the Undergraduate 
Communications Design curriculum 

• The course was taught for the first time as
part of a new curriculum.

• This first senior-level semester is meant
to prepare students for their thesis, instill
increased autonomy in their core courses,
and ask them to identify and articulate
specific interests.

Student experience in the program 

• With this student group entering the
program simultaneously with the
implementation of a new curriculum,
challenges surfaced for faculty and students
alike. The students experienced these first

iterations of courses at times as seamless 
and at other times disorienting given that 
quite different versions of the same course 
were taught in various sections. This may 
have contributed to the low expectations 
observed in this course. 

• Beside being a faculty member teaching
this course, I am also the assistant chair in
the program and the main communicator
to the students with program-related
announcements. The resulting sense of
hierarchy may have added to students’
hesitation to participate in the study or to
speak openly.

• Explaining grading in relation to learning
outcomes is fairly uncommon. It is rather
customary to grade students by project
without pointing out the innate learning
outcomes.

• Not being accustomed to seeing the course
through the lens of its learning outcomes,
students may have seen the opportunity to
articulate their own interest in learning as a
challenge or may not have seen the breadth
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of opportunities this offer posed. 

• Students had largely experienced a teacher-
centric classroom environment during their
studies.

• While alternative educational approaches
were discussed in faculty teams, learner-
centered approaches boosting students’
self-responsibility and agency are only
slowly entering the teaching and learning
practices in this program.

Course content 

• Integrated VisCom2: New Forms’
predecessor was Integrated VisCom1: Cross-
Platform. Hence students understood
VisCom 2 as a continuation of VisCom 1.

• The course focalized open-ended
experimentation, risk taking, and finding
new modes of thinking and making. It
therefore lent itself to students becoming
the driving forces in the course.

Faculty challenges 

• As in the previous four semesters, the
new-curriculum roll-out required faculty
to prepare and teach first-time courses,
including VisCom 2: New Forms.

• Any first-time-taught course requires a
particularly high level of discussion and
consensus-building among faculty, which
was uncommon for most faculty.

Personal expectations 

• I anticipated certain topics to be addressed
in the personalized learning outcomes,
such as exploring questions of identity,
environmentalism, politics, and pop-
culture.

• I expected students to be excited about the
opportunity and to propose at least one
learning outcome with conviction in the
second class session
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• I counted on the additional learning
outcomes to reveal student motivation
as to their desire to be a communications
designer, attitudes towards life, learning
styles, or deficiencies in the curriculum.

In looking at these conditions and 
expectations, adverse as well as advantageous 
circumstances existed. They were however 
not all considered and acknowledged at the 
beginning of the study. 

Contexutaully relevant pedagogical models 
are Self-Determination Theory; Feminist 
pedagodies; paradigm shifts in the roles 
and hierarchies of traditional teaching and 
learning; Democratic Education; and diversity, 
equity, and inclusion expressed through 
materials and roles in the classroom.

Learning is driven by extrinsic and intrinsic 
motivators, where alignment with the student’s 
need to be socially and culturally relevant, 
as well as competent and autonomous, 
describes the core of Self-Determination 

A Nod to Related Pedagogies

Theory. Students may be driven by individual 
intrinsic motivators but also by multiple tiers 
of extrinsic motivators, from endorsement 
(‘the course instills skills useful for future 
employment’) to compliance (‘the course is 
mandatory’). My study attempted to permeate 
a required course with a student’s individual 
intrinsic motivators through the addition of an 
individualized learning outcome exempt from 
grading.

Autonomy, as part of empowerment, is a 
crucial goal in Feminist pedagogy and may 
be achieved by letting students claim their 
education and define themselves within their 
field of study. The insertion of the student’s 
situated knowledge allows them to assert their 
individual journey in education and to develop 
leadership through the connections made 
between situated knowledge and the field of 
study. The learning environment also has to 
provide a space in which contradictions and 
multiple truths are embraced.
The anticipation was that my study would 
reveal the need for situated knowledge to 
infuse further curricular development but 
also to empower students in a learning 
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environment driven by their need to relate 
personal context to the learning material.

Scholarship focused on the role of the 
assigned educator and their authority in 
the classroom has discussed a paradigm 
shift from teacher-centered, instruction-
based classrooms to a decentered learning 
environment where students are called 
to co-create the learning values in their 
education. An educator’s role then is that 
of an interventionist, a moderator, an usher, 
and also a co-creator in the learning process. 
This is particularly relevant in an increasingly 
unpredictable, de-routinized, and diversity-
embracing reality beyond the learning 
environment. Challenging the students to 
define and reflect on their own learning and 
proposing lifelong learning as a response to 
an unpredictable future constituted further 
aspects of my study.

Choice of learning and mentoring are core 
components of Democratic Education, which 
challenges the student to largely define their 
own subject of study, supported by educators. 
My study attempted to infuse a kernel of this 

approach into a predetermined syllabus.

Inspiration for my study derived also from 
existing educational environments that 
actively embrace constructivist, self-driven 
learning for students of all ages such as the 
Brooklyn Free School and Hampshire College, 
where curricular frameworks do not exist in a 
traditional sense. 

A combination of questionnaires, one-on-one 
discussions, in-class observations, review of 
work, and journaling was used to understand 
the quality of additional learning outcomes, 
the students’ engagement with their personal 
learning outcomes, and their—as well as my—
evaluation of the factors fostering or inhibiting 
the pursuit of personalized learning outcomes.

Methodology and Goals
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General 
questionnaire 

One-on-one 
conversations

Peer group 
discussions

Questionnaire
1

Questionnaire
2

Final 
questionnaire

week 1 week 2 week 4 week 4 week 7 week 11 week 15

sign
IRB

Journaling

understand 
individual
expectations 
and personal 
interests.

discuss initial  
ideas for 
personalized
learning 
outcomes 

discuss 
concerns
and
opportunities 
to particpate
in the study

articulate 
personal LO,
identify 
concerns,
describe ways 
to connect to 
field of study

self-reflect
implementation,
struggles and 
successes

understand 
individual
expectations 
and personal 
interests.

Ultimately I was interested in finding ways 
to allow students to understand learning 
outcomes as a conversation about and 
motivation for self-determined learning so 
that they engage individualistically with a 
course via a personal lens. My research hoped 
to find a new way to intervene in a standard 
syllabus that includes students in its creation.

Schedule of research activities
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Week 1 

Community building and syllabus discussion 

Prior to discussing the course syllabus 
in detail, students engaged in a two-part 
community-building activity of getting to 
know each other and making a name sign for a 
peer based on that knowledge. The intention 
to reduce or eliminate inhibitions to speak to 
each other or to the group appeared to work. 
The volume in the classroom was high, with 
much chatter, laughing, and motion in the 
room. Following the preparatory activities, 
a discussion to collectively define the word 
“new” as well as the course title “new forms” 
saw a drop in engagement. Sitting in a circle 
and talking as a large group, only a few 
students shared their thoughts. 

As soon as the discussion shifted to the 
syllabus, students appeared to have adopted 
the cautious listening mode of a teacher-
centered class environment. In walking 
students through the aims of the course, 
the projects, the learning outcomes, and the 

Description and Observations

grading criteria, no questions were asked. 
When the possibility to develop an additional 
learning outcome of personal interest entered 
the discussion the classroom remained 
disappointingly quiet. 

I realized that adjustments to the time table 
of my study were needed. It had been my 
assumption that students would come back to 
the second class with a multitude of learning 
outcomes to discuss and choose from, that 
they would then sign the IRB and productively 
and enthusiastically explore their learning 
outcome as part of the class. 

General Questionnaire 

The initial questionnaire (prior to signing 
an IRB) allowed students to identify pre-
existing perceptions, hopes, and concerns 
about the course, and reflect on their own 
strengths, interests, and future practices. 
While being general, its questions encouraged 
students to contemplate their education and 
therefore indirectly initiated self-reflection, an 
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important factor leading to self-determination.
Two distinct findings can be extracted from 
the questionnaire. 

1. Most students came to the class not
knowing what to expect or, at best,
expecting a continuation of VisCom1. A few
students anticipated experimentation in
new mediums, but the majority of students
appeared to have taken a passive “wait and
see” attitude.

2. Questions regarding hopes for the class,
interests to be pursued, or future plans
were answered more specifically, which
allowed me to hope for growing motivation
through pronounced personal agendas
within the course
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Week 2 

One-on-one informal learning-outcome 
discussions 

During in-class work time, I conducted one-
on-one discussions about potential learning 
outcomes. While a variety of interests 
materialized, students notably voiced very 
pragmatic interests. Learning to code or 
learning specific programs dominated the 
discussions, with some exceptions such as 
experimental typography, iterative processes 
to integrating social sciences, architecture, or 
health and fitness. 
While the students came from quite diverse 
backgrounds, identity factors, trending social 
topics, or pop-culture unexpectedly did not 
surface in any conversation. I saw my hope 
in the initial questionnaire diminish, in that 
the proposed, pragmatic learning outcomes 
did not address personal, contextual factors. 
Some students voiced the desire to produce 
portfolio work (code for polished mimicry of 
standard agency projects) to find a job after 
graduation. Hence provocative, experimental, 
and personal work only appealed to very few 
students.

Week 4 

Peer group discussions 

The first project ended with interactive 
and collaborative components, allowing 
students to further build community and gain 
comfort with the course. It also gave me the 
opportunity to discuss the IRB and ask willing 
students to sign it. Students formed groups 
of three and four and took fifteen minutes to 
discuss each other’s learning outcomes and 
evaluate any questions related to participating 
in the study.
Having had a prior rough understanding 
that students might have reservations about 
participating, I had hoped that the discussions 
would resolve some of their concerns. On 
the contrary, these discussions resulted in 
the two most hesitant students affirming 
their non-participation and convincing the 
two other students in their group also not to 
participate. Having deliberately stayed out of 
the discussions, I assume that this was either 
due to lack of trust or interest in, or a reward 
for, participating.
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Invitation to sign the IRB 

In the end, nine out of fourteen students 
volunteered to participate. Due to a mental 
health crisis of one participant later in the 
semester, I opted to only account for eight 
participants in my study. 

During the entirety of the course, I continued 
offering the remaining questionnaires to all 
students, which I collected from their desks 
once class was over. Surprisingly and ironically, 
even the IRB non-signatories continued using 
the questionnaire as a tool for reflection 
and, most frustratingly, some of the most 
interesting developments and quotable 
content came from the students who had 
opted out of the study.

Week 7 

Questionnaire 1 

Throughout the first project, only one student 
had already started applying their personal 
learning outcome to the course work. It 
was gratifying to see how this student used 
this first project to iterate and refine their 
learning outcome, hence self-reflecting and 
committing to defining their education.
With the second project finished, all 
participating students (with one exception) 
revealed through the questionnaire and the 
work done in class that they had found a way 
to integrate their learning outcome in their 
projects. One student’s learning outcome had 
been very pragmatic (learning to code), and the 
student never followed up on it. At the same 
time, this particular student’s work slowly 
exposed a very personal agenda that they 
had not quite understood as an opportunity 
for self-determination. While this student 
may count as a non-success for articulating a 
personal agenda as a learning outcome, they 
had indeed become successful in taking charge 
of their learning and displayed a lot more 
motivation than in the previous project.
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Student 8. Learning outcome: Using new technologies. Project: Counter Mapping
While the student did at times pursue new technologies as part of design, his interest in exploring his experience as a black man increasingly foregrounded his work. 
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Student 5. Learning outcome: Experiment in non-conventional ways. Project: Counter Mapping.
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Student 1. Learning outcome: Translating theories from other fields into design. Project: Speculative Spectacles.
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Student 7. Learning outcome: Integrate physical work into projects. Project: Counter Mapping
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Week 11 

Questionnaire 2 

The second questionnaire took place in the 
middle of the most complex, challenging, and 
longest project of the course. The students had 
at this point become impatient to finish this 
project, but most participating students had 
attempted to integrate their learning outcome 
into at least one part of the three-part project. 
Joyful indulgence in the learning outcome 
was overruled by the fulfillment of project 
demands, and I noticed a few mildly defensive 
responses to the invitation to describe 
challenges and struggles of integrating their 
learning outcome. With a few weeks left and 
a lot of classes accelerating pressure to finish 
work, some students seemed to abandon their 
learning outcomes in favor of other priorities. 
The questionnaire also confirmed that though 
some students cared for their personal 
learning outcome, it did not result in more 
engagement with the course material.

Some students suggested integrating more 
reminders to consider the personalized 
learning income. This may be useful but 

not if the reminders have to come from 
the faculty. This approach would reinforce 
standard structures of an instructor-centered 
course. The attitude also reveals that the 
personal learning outcome may not have 
been intrinsically motivated but that it rather 
functioned through extrinsic motivation.
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Week 15 

Final questionnaire 

The last class session consisted of a peer 
review and reflection activity between this and 
another course section. During this very active 
class and in anticipation of finally ending the 
semester, two participants forgot to fill out the 
questionnaire (and three non-IRB signatories 
volunteered their feedback).
In all, students were intrigued by the 
opportunity to integrate a personalized 
learning outcome into the class structure 
and most genuinely tried. For some the 
opportunity supported increased engagement 
and for others the additional learning outcome 
failed to synthesize the course with intrinsic 
motivation.

One student who consistently pursued their 
own learning outcome throughout all projects 
described the difficulty balancing the project 
requirements with their learning outcome. 
Other students experienced similar adversities 
expressed in prior questionnaires, and in all 
cases the personalized learning outcome was 
deprioritized. This points to the difficulties 

of empowering students while specific 
course materials still need to be fulfilled, 
but it also points to an insufficient sense of 
empowerment by the students to argue their 
priorities and to negotiate between required 
course elements and their personal interest. It 
might also be necessary for students to better 
understand that pursuing a personalized 
learning outcome does not require focusing 
on it at all times.

Other responses suggest a keen awareness 
and careful navigation of underlying power 
structures. This was a required course after all, 
and letter grades would be given at the end of 
the course. The resulting mindset persisted 
and understandably so, considering that their 
entire life in education was structured in that 
manner. Being given an opportunity to steer a 
portion of the syllabus may have at this stage 
in their education confused some students, 
and several answers in the syllabus suggest this 
was the case.
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As an initial study in the direction of 
self-determination through elements 
in the syllabus, the outcome was mildly 
disappointing. However, the experience 
and the observations while conducting the 
study in the classroom provided a plethora 
of opportunities to refine and revise this 
approach to become more successful. 

Location in the Design curriculum

Student attitude• Inserting one’s needs and views into an
existing discourse is a learning process,
hence fostering self-determination and
intrinsic motivation in accommodating
students’ personal learning goals should
be introduced at the beginning of the
educational journey. While there is no
control over prior educational experiences,
the beginning of an undergraduate program
poses a great opportunity to consciously
acquaint young adults with the concept
of self-determination, from negotiating
between multiple—at times opposing
demands—areas of accountability and self-

• As an educator and as a student I have often
observed students or peers following the
path of least resistance: the fulfillment of
requirements driven by mostly extrinsic
motivators. In my opinion, students
need to be included in discussions about
their education. The concept of self-
determination through personal learning
outcomes or other interventions in the
syllabus nudges students out of known,
passive attitudes toward their education
and encourages them to challenge
themselves.

Suggested Directions and 
Opportunities

reflection, and the assurance that personal 
interests and experiences are necessary to 
thrive. 

• I believe that approaches to inclusion in
the classroom such as identifying personal
learning outcomes will work better if
practiced across multiple courses. A
repeated provocation to insert oneself
into the syllabus will reinforce the sense
of student accountability to their true
motivations.
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Integration into project, syllabus, and 
curriculum

Faculty challenges

• Offering to add a personalized learning
outcome is one of many ways to open a
standard syllabus for more equity and
inclusion. In the case of this study, no
incentive or mandate was given in relation
to pursuing a personal agenda expressed
through a learning outcome. Therefore
the motivation had to be entirely intrinsic.
New questions will need to be posed to
understand the dynamics between different
syllabus components and how they can
best support self-determined learning. For
example, a personalized learning outcome
should result in a personalized reading
list, the possibility to modify projects,
and certainly new ways of evaluating the
learning.

• Faculty creating interventions to the
standard syllabus for more equitable
and inclusive learning inherently rethink
their role, but it will probably be an
evolving adjustment, A de-centered
learning environment to foster student
self-determination and accountability
through personalized learning outcomes
will require careful consideration
when developing projects where non-
personalized and personalized learning
outcomes may both be integrated.

• If students are to thrive through intrinsic
motivation, a shift in the approach to
the learning environment and the way
learning is facilitated should be carefully
considered. Students will need less
instruction and more discussion—more
one-on-one conversations with the faculty
but also focused peer-to-peer interactions.
It will be the faculty’s responsibility
to foster a trusting environment for a
community of learners, to observe, mentor,
and intervene when needed and less to
direct, lecture, or control.
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As a faculty member I attempted to step away from my authoritarian position and 
offer students a chance to define a larger portion of the syllabus than usual for 
themselves. 

I now understand that this cannot be done in an instant. In the context of a 
curriculum and traditional education, a shift toward a more equitable and inclusive 
syllabus needs many interventions as well as a holistic perspective. It needs 
administrators, faculty, and students to rethink and revise their involvement and 
responsibilities and to actively participate in the reshaping of a syllabus. It needs 
continuous practice and self-reflection for all involved, and it needs to become the 
basis of not just one syllabus between first year and graduation to be effective. 

For now this study has raised awareness that many questions need to be asked in 
tandem and to be answered in conversation. 

Conclusion
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Initial questionnaire Questionnaire 1 Questionnaire 2 Final questionnaire
What are your expectations for 
this class? 
Please describe.

What expectations has this class 
not met so far/

What would you like to 
explore/learn in this class?

Is your learning outcome still the 
same? If not, how has it evolved? 
Please describe.

Is your learning outcome still the 
same? If not, how has it evolved? 
Please describe.

What would you like to learn more 
about/talk about more in general?

Let's formally articulate the 
outcome: 

At the end of the course, I will be 
able to . . .

If evolved, let's formally articulate 
the revised learning outcome: 

At the end of the course, I will be 
able to . . .

Your first learning outcome was:

Your secondt learning outcome 
was:

Your last learning outcome was:
Do you see relationship to course Have you found ways to integrate 

your interests/LO into projects? 
Please describe.
If not, what are the reasons? 

Have you developed tools or 
methods to address your 
personalized learning outcome?
If so, please describe:

What do you think about your 
evolution/your persistence of your 
personalized learning outcome?

What 
accommodations/assistance 
would be helpful to you to better 
integrate/ to stay on track pusuing 
your learning outcome/interest?

Describe challenges and 
successes of integrating your 
customized learning outcome into 
the course work.

How would you evaluate the 
success of integrating your 
personalized learning outcome on 
a scale from 1 to 10, 10 being the 
most successful?

Does your personal learning 
outcome represent a challenge to 
yourself or are you taking a more 
lighthearted approach to it?

Have you gone through an extra 
effort to integrate your personal 
learning outcome? Did you need 
to make particular 
accommodations?
If not yet, do you need any 
accommodations from the 
class/me to integrate your 
learning outcome?

What are the reasons for your 
evaluation?

Do youy see applications for your 
personal learning outcome in your 
future after graduation? 
Please describe.

Has this class allowed you the 
space for personal exploration?

What could have been done 
better for you to develop your own 
learning outcome and then to 
pursue it?

How has your personalized 
learning outcome affected your 
work in this class? Please 
describe.

What did you learn through 
defining a learning outcome?

How do you see your practice of 
communications design in the 
future?

Do you see any of the class 
content so far as influential  to 
your aspiring practice after 
graduation? 
Please explain.

On a scale from 1 to 10 (10 being 
the strongest) how much has the 
learning outcome affected your 
work?

How has the personalized 
learning affected your 
engagement in this class?
(1 to 10, 10 being the most 
affecting)

Please describe.

Do you worry about this class in 
any way?

How important is this learning 
outcome to you?  (1 to 10, 10 
being the most important)

How much do you care about the 
work that you made in this class 
at large on a scale of 1 to 10, 10 
being the most important?

What is your comfort zone as a 
communications designer?

How important is this learning 
outcome to you? 
(1 to 10, 10 being the most 
important)

How much do you care about the 
topics addressed I this course on 
a scale of 1 to 10, 10 being the 
most important? 

What is your comfort zone as a 
person?

Does the personalized learning 
outcome create challenges for 
your work in class?
(1 to 10, 10 being the most 
challenging)

Has the personalized learning 
affected your engagement in this 
class?
(1 to 10, 10 being the most 
affecting)
Please describe.
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Case Study/Reflection Fall 2019

Natalie Moore

In the fall semester of 2019, I used the Space, Form, Process class that I teach in the 
Foundation department at Pratt Institute as a pilot to examine if diversifying the course 
reference material in terms of the geographic, ethnic, and historical periods with 
students’ input would increase engagement with the course content.

Inclusivity is an issue that colleges and universities have been struggling with for many 
years. Decolonization of bibliographies is being grappled with in liberal arts curricula. 
But what does that mean for Art and Design education? What does it mean for studio 
practice, and more specifically, for first-year college students in an Art and Design 
Studio course? Where does faculty’s responsibility lie within the framework of equity 
and inclusion? This is a large and urgent question that is being grappled with across the 
United States and the globe. In looking through the College Art Association’s Annual 
Conference (2020), pedagogical offerings include topics such as: Toward the Practice of 
Freedom: Equity and Inclusion in the Classroom, Practical Applications and Surrounding 
Conversations on Inclusion and Diversity, Active Engagement with Diversity and Inclusion, 
and Decolonial Practices: A Report from the Field.

Abstract

Why question the canon?
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The Foundation year, which marks the first 
year of a student’s entry into the fields of 
Art and Design, is unique both in terms of 
the curriculum and the developmental stage 
of the student. The Foundation’s legacy lies 
in the Bauhaus, and with it ideas about the 
interrelationships between theory, art, and 
design, but also a white male hierarchical 
system. As professors, our influences are 
also shaped by our own education and its 
largely European, white, male practitioners. 
But do these masters still resonate with our 
sexually fluid, multicultural, and ethnically 
diverse students? As faculty for first-year 
college students, we have the responsibility 
of questioning the premise that there is a 
single lineage for an idea. It is important that 
our students are aware of the multiplicity 
of points of view and influences that have 
gone into the creation of any one object and 
that they obtain the skills to look to other 
histories, cultures, and lineages for context 
and inspiration. As pointed out in, Dismantling 
a master narrative: Using culturally responsive 
pedagogy to teach the history of art education 
(Acuff, J. B., Hirak, B., & Nangah, M., 2012), 
there has been a master narrative framing most 

histories of art education, and it leaves out 
various cultural perspectives while defining 
historical significance around very few voices. 
It is important for our students to see multiple 
viewpoints.

As I looked further into the literature on 
decolonized bibliographies, inclusive 
pedagogy, and other ways that professors are 
opening up the dialogue, I was drawn in by 
the students as partners model (Fieldsend-
Danks, 2016). In Fielding’s essay, ‘New wave’ 
student voice and the renewal of civic society, 
he lays out four modes of engagement: 
students as data source, students as active 
respondents, students as co-researchers, 
and students as researchers. For the course 
I teach (first-year art and design studio) the 
“Student as co-researcher” mode seemed like 
a good framework to start with. In this mode, 
Feildman writes that teachers and students 
are in a highly exploratory mode. There is 
now the potential to move out of the arena of 
“delivery” and enter spaces that are potentially 

The engagement issue
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The methodologies I employed were faculty-
sourced examples, student research, site visits, 
and reflections. These were used throughout 
the semester to address the goal of working 
with my students to diversify the course 
reference materials to garner greater student 
engagement in the context of this course. 
The primary platform for sharing the syllabus, 
rubrics, and assignment parameters with 
students was a class ePortfolio. 

Methodology    

more open and more creative. It was my hope 
that, by being engaged in this process, the 
students would become more personally 
invested in the history, methods, and materials 
involved in three-dimensional art and design. 
Potentially, the students would add to the 
reference material and help create a larger and 
wider pool of resources for the course that I 
was teaching.

some things to look at....

The History of Bricks and Brickmaking
Man has used brick for building purpose for thousands of 
years. Bricks date back to 7000 BC, which makes them one 
of the oldest known building materials. They were discovered 
in southern Turkey at the site of an ancient settlement around 
the city of Jericho. The first bricks, made in areas wit...

Zhao Kangmin: The man who ‘discovered’ China’s terracotta 
army
When archaeologist Zhao Kangmin picked up the phone 
in April 1974, all he was told was that a group of farmers 
digging a well nearby had found some relics. Desperate for 
water amid a drought, the farmers had been digging about a 
metre down when they struck hard red earth.

Ai Weiwei – Sunflower Seeds | Artist Interview | Tate
Artist Ai Weiwei’s Sunflower Seeds is made up of millions of 
small works, each apparently identical, but actually unique. 
However realistic they may seem, these life-sized sunflower 
seed husks are in fact intricately hand-crafted in porcelain.

“Lick and Lather” - Art21
ART21: Let’s talk about your sculpture, Lick and Lather. How 
was it made? ANTONI: I wanted to work with the tradition of 
self-portraiture but also the classical bust. So, the way I made 
it is: I took a mold directly from my body.

Rendre visible l’invisible : Rachel Whiteread à Londres - 
AWARE Women artists / Femmes artistes
Preuve magistrale que rien ne vaut d’éprouver physiquement 
une œuvre, la rétrospective consacrée à Rachel Whiteread 
(née en 1963) à la Tate Britain célèbre un art tout aussi 
délicat que puissant, soutenu par un sens extraordinaire du 
matériau (sa porosité, sa douceur, sa translucidité ou...

Sample ePortfolio references for casting/ 
mold-making project:
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On each assignment page, I included videos, 
articles, and images related to the materials, 
methodologies, and concepts of the 
assignment. In this class, I gave an average of 
six references for each project. I made sure 
that at least one of the six references included 
women, at least three include non-European/
North American perspectives, and that there 
was at least one contemporary reference and 
at least one historical reference. I required 
students to keep a personal ePortfolio for the 
class, submitting a page for each assignment 
where they could show their own research 
and reflect upon their learning. Additionally, 
students attended a museum exhibition, 
“Nature—Cooper Hewitt Design Triennial,” and 
were tasked with choosing a piece from the 
exhibition to investigate further and present 
their findings to the class. This exhibition 
showcased sixty-two international design 
teams addressing nature and climate change 
in a variety of materials and methodologies. 
In their class presentations and critiques, 
students were encouraged to speak about 
the references from their own research as 
well as the process of completing the course 
assignments. At the end of the semester, 

students filled out a survey that specifically 
asked about the importance of the research 
and reference work to the projects they 
produced in class. 

Sample of the 332 items on view during the 
class Cooper Hewitt visit:

Totomoxtle, 2017-ongoing patterned 
veneer. Courtesy of Fernando Laposse. 
NATURE.013.

BabyLegs, 2017-2019 babylegs trawl, 
petri dishes with microplastic samples 
gathered from the.... Courtesy of Max 
Liboiron. NATURE.014

Soft Robotic Grip Glove, 2015-ongoing 
interactive demonstration, touch sam-
ple, video. Courtesy of Wyss Institute 
for Biologically Inspired Engineering at 
Harvard.... NATURE.015

Mourn, 2017-ongoing urn for over-fer-
tilized soil, urn for rich soil, urn for poor 
soil,.... Courtesy of the Energy and Raw 
Materials Factory initiated by the Dutch 
Water.... NATURE.016

Infinity Burial Suit , 2008-ongoing 
burial suit, illustration. Courtesy of Jae 
Rhim Lee, Coeio, Inc.. NATURE.017

After Ancient Sunlight, 2018 raincoat 
on mannequin, book, infographics 
(2). Courtesy of Charlotte McCurdy. 
NATURE.018
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The students who had agreed to participate in 
the research project were surveyed at the end 
of the semester. This was a very small sample 
of ten students. These students were North 
American Caucasian, Chinese, Taiwanese, and 
Korean. Although the American students in 
this group were not ethnically diverse, half of 
the class was of Asian descent. Their previous 
educational experience was quite different 
from the North American students. The results 
of the survey indicated that the students 
were aware of a wider range of references 
in this pilot course than in the other two 
Foundation studio classes that they were 
taking simultaneously, felt that the range of 
references made the projects more interesting, 
and felt that doing their own research was 
helpful in developing their projects. The survey 
was inconclusive as to which method was the 
most impactful as some students gained more 
from examples provided by the professor, 
some by the museum visit, and others by 
having the opportunity to explore their own 
interests through research. The results did 
not point to there being one dominant way 

Findings

references were used in the course. It seems 
the combination of the three are necessary 
to create an entry point for a diverse group 
of students with different backgrounds and 
interests.

Students were not required to document 
their references or points of inspiration for 
projects in their personal ePortfolios. The 
requirement was to document their process 
and reflect upon their learning. Several 
ePortfolio reflections showed that students 
continued to research on their own both in the 
initial brainstorming/ideation phase and as a 
problem-solving tool once they were further 
along in the project. Below are a few excerpts 
from student ePortfolios:
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Rebecca Chen 
The parabolic structure and the shelf took 
me more time in design—the feature of 
Harp Sponge, combination of original ideas 
(flexibility) and new research (Harp Sponge), 
the idea of insert part, the clean outside 
appearance, and the “sandwich” structure. 
I did a lot of research, brainstorming, and 
sketches to design and choose the best result. 
Problem solving is still a big part during the 
progress of my project, but this time I am 
more adept in solving problems. My hand 
making skill also improved. 
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Shelly Levitte
For my physical intervention project, I chose 
to take an item that already existed, the geta 
sandal, a traditional Japanese indoor shoe, 
and rework it to fit the requirements of this 
prompt. I chose balance to be the physical 
property that was being intervened. The 
purpose of this shoe is to make the wearer 
think about balance with every step they take. 
The Ideation process for this shoe began with 
looking at the flip flops I wear to the shower 
every morning. I knew that I wanted some sort 
of platform element to them so I taped the flip 
flop to a base. I then realized that in order for 
there to be balance at play, there needs to be 
some sort of curve at the bottom of the shoe. 
Once I understood where I wanted this project 
to go, I began to individually cut out pieces 
to mimic the curve of the foot’s flex from 
information that I found from the National 
Health Society. 
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Feronia Liu
The way my device changes people’s feelings 
about the environment is to make people pay 
more attention to the relationship between 
the environment around them and their own 
mood. The feature of my work is that it allows 
the audience to participate. Their emotions 
and thoughts are also part of the work. So 
I did some research on the relationship 
between emotions and colors. I want to use 
color to express people’s feelings about the 
environment.
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Of the 75 percent (nine out of twelve students) 
who completed the course evaluations, 
the scores measuring student engagement 
(problem solving, classroom environment, 
stimulating interest) were above the 
department and school benchmarks. Some of 
the comments students made at the end of the 
course evaluation pointed specifically to the 
range of reference material.

• I often get inspired by the projects she
showed us and they’re good starts for my
own projects.

• It was the first time being exposed to
professional, solid references with the
project and it definitely affected my
standard of work for the class

• I learned a lot more about things that I
never would have looked into myself

• Especially with the context of the projects
in this class, it was helpful to do research
on things related to our ideas for projects.

• By researching myself I found a better
understanding of the objects I made
making the process easier and the outcome
better.
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In this small case study, the combination of providing a diverse selection of 
resources for each topic, discovering real world examples through museum visits, 
and providing the opportunity for a wide variety of outcomes and explorations 
through student research improved student engagement with the course material. 
With such a small sample size, it is difficult to conclude if there were not other 
factors that also contributed to this outcome. In order to truly assess if one of 
the aforementioned strategies is more impactful than the others, a wider range 
of students must be studied with control groups for each of the three resource 
strategies.

Further study
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Exploring Inclusive Practices: Reflection and Collaboration 
in Pratt’s 2019-2020 Faculty Learning Community

Erica Morawski and Judit Török

Pratt’s 2019-2020 Faculty Learning Community (FLC), Exploring Inclusive Practices, 
followed the tradition of a multidisciplinary and collaborative approach to faculty 
development, emphasizing learning through community-building and action-research. 
The FLC participants engaged in the Scholarship of Teaching and Learning (SoTL) 
through a self-defined problem in their teaching practice related to inclusivity and the 
development of appropriate methods to study this problem. We aimed to facilitate a 
thriving community in order for participants to feel supported in and excited about the 
work they were undertaking. We hoped that this multidisciplinary community-based 
research would enhance participants’ teaching practices as well as provide opportunities 
to share their findings through the production of their own SoTL research. In the 
broadest sense, the goal of the FLC was to create a collection of best practices and 
reflective/visual narratives about ways to support a variety of learners and learning styles 
in the context of an art and design institution.
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The call for applications to this learning 
community set the tone for the research 
by asking faculty to commit to study best 
practices and experiment with pedagogical 
strategies for improving equity and inclusion 
in their own classrooms and studios. In the 
call, interested faculty reflected on their 
current teaching practice and proposed new 
ideas to investigate [Appendix 1: Call for 
Proposals]. We followed up on these initial 
ideas and commitments during our full-day 
orientation event in May 2019 during which 
we collectively discussed ways to engage in 
action-based research that would inform the 
creation of a tangible product that addresses 
the research and findings. We emphasized 
that participants would need to record, 
analyze, and share their findings with their 
FLC colleagues, and the group decided to set 
up recursive peer-feedback sessions with an 
hour and a half focused individual-feedback 
session allocated to each participant for the 
first semester.  

Action-Based Research

Participants had varying degrees of familiarity 
with SoTL, so in order to support all members 
of our community we encouraged faculty to 
determine the most appropriate research 
methods to conduct their investigation and 
to utilize each other as resources as much as 
possible. During our meetings we collectively 
explored the pros and cons of various 
methodologies without being too prescriptive 
about research methods, while still demanding 
a high level of rigor and high standards in 
the research process. To this end, one of 
the first tasks of the group was to obtain an 
Institutional Review Board (IRB) exemption for 
the projects, given that all of them were no risk 
for student participants. We also addressed 
the question of how much their students 
should have a say in their participation in these 
studies, so our faculty participants devised 
various ways to explain to their students 
the parameters of their research up front. 
Needless to say, there were victories and 
disappointments on this front, as some faculty 
got all their students to agree to take part in 
their studies, while others had fewer students 
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agree. We spent a considerable time discussing 
what this means, especially given the delicate 
nature of inclusiveness as our guiding thread 
and our collective research topic. 

While the first half of our year-long community 
was dedicated primarily to setting up our 
individual research projects, initial literature 
review, and implementation, the second 
semester focused on writing, additional 
literature review, and intensive peer-feedback 
sessions. While most participants gave and 
received some written feedback on their 
drafts, the planned process was disrupted by 
the COVID-19 outbreak, which forced all of 
us to continue our work from home, causing 
much anxiety for all. 

The year was also punctuated by three key 
elements that encouraged participants to 
sharpen their positions and the group to 
collectively set the agenda moving forward. 
The first was the Fall Forum on Teaching and 
Learning, an institute-wide event where most 
of the participants presented their initial 
work as poster sessions [Appendix 2: FLC.
EIP Posters]. The second event was planned 

participation in the Spring Research Open 
House, during which the FLC, as a group, 
would create an interactive poster session to 
both promote the Scholarship of Teaching 
and Learning and discuss our individual 
research projects. The Open House was moved 
online due to the pandemic, thus ultimately 
canceling the plans for an interactive exhibit. 
The third event was our full-day, mid-year 
institute during which the group decided upon 
a collective deliverable and set the course 
for completing it. FLC participants decided 
to create a group in-house publication that 
would become the primary vehicle for sharing 
our collective research and findings with 
colleagues at the Institute. The timeline for 
completing our draft for this inaugural CTL-
FLC journal, which was set for the end of the 
Spring 2020 Semester was, again, ultimately 
pushed back due to the pandemic disruptions. 
However, after re-convening the group the 
following Fall Semester, all agreed to go ahead 
with the plans using an adjusted timeline.

1  We initially gave participants the option to plan their 
research throughout the fall and then implement their 
study during the Spring Semester, but no one opted for 
this timeline. 
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While facilitating the community of faculty 
researchers we, Erica Morawski (Assistant 
Professor in the History of Art and Design 
Department) and Judit Török (Director of 
the Center for Teaching and Learning), were 
also undertaking our own action-based 
research. Our research was propelled by our 
interest in better understanding how faculty 
learning communities function given two 
seemingly separate goals: (1) build a strong 
bond and connection between members and 
(2) individually undertake and complete a
research project based on classroom/studio
teaching practices. In our year-long research,
we explored the impact of the implementation
of inclusive practices within the faculty
learning community itself. Our research, like
that of most participants, was not driven
simply by a desire to study something in a
systematic way, but by a desire to implement
something that would hopefully elicit positive
change.

Our investigation was originally motivated by 
the fact that research about faculty learning 

Facilitators As Researchers

and motivation within learning communities 
has produced illuminating findings. Those 
faculty that stick with it have a great learning 
experience; however, attrition from faculty 
learning communities is a problem, and 
continued engagement with the process has 
been spotty. In A Faculty Learning Community 
on the Scholarship of Teaching & Learning: A 
Case Study (Maurer, et al., 2010) the authors 
explored what happened when a group of 
faculty interested in SoTL got together. They 
found that between the first and second 
year of the learning community “only one 
member of the prior year’s group remained,” 
and moving onto the following year, “only 
three of its members” continued. Pratt’s own 
faculty learning communities from prior years 
confirm these findings. On the other hand, 
research, such as that presented in Bridging 
Faculty Development and Organizational 
Development: A Faculty Learning Community 
on the Scholarship of Teaching and Learning 
(Boose and Hutchings, 2015), also shows that 
intentionally creating conditions that support 
faculty through built communities improves 
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The research design consisted of 
implementing inclusive techniques into the 
meeting agendas of the community and into 
our communication with the participants, 
and measuring participation, engagement, 

Our Research Methods and Terms

communication across the disciplines and 
results in higher faculty engagement with the 
process.

Our research aimed to study what happened 
when we intentionally created conditions to 
support participants in the FLC. To do this, 
we utilized inclusive-pedagogy philosophy 
and techniques, with the hypothesis that 
this would affect participant engagement 
and motivation. Specifically, we looked 
at how faculty participants in a learning 
community responded to recurring activities 
on cultivating interests, building a community, 
improving goal setting, and utilizing 
their strengths. We analyzed how these 
interventions might improve their engagement 
and persistence in completing their individual 
research projects. 

and achievement. We define participation 
by how frequently faculty engage with the 
group in scheduled or unscheduled activities, 
both online and face-to-face. Participation 
was measured by counting face-to-face 
participation at events, online participation at 
events, individual consultations, and attrition 
from the group (halfway and at the end of their 
one-year commitment). 

Engagement is understood as how much 
faculty are motivated to complete individual 
and group activities or initiate new activities, 
and how they feel about their work in this 
FLC. We measured engagement by faculty 
self-reporting on surveys, interviews (at the 
halfway point and with another proposed for 
the conclusion), leadership and self initiation 
(online and during meetings), and thinking 
positively about themselves as researchers 
(using surveys). Finally, we define achievement 
as completing steps of the project and 
completing the final project, or their own 
goals, as defined by the group. We measured 
achievement by counting faculty completion 
of their projects (as we collectively agreed 
upon or as they set their own goals) and by 
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counting faculty staying within deadlines (as 
collectively agreed upon or their own).

At the planning of this FLC research, we 
didn’t anticipate the historic disruption the 
COVID-19 pandemic would cause to all of our 
lives. Not only did it radically change what we 
could reasonably anticipate from our group, it 
also shifted our expectations of our research 
goals. Ultimately, the end-goal was pushed 
forward eight months from the original 
timeline, “completion” of the project was 
difficult to define, and both participation and 
engagement in the extended virtual meetings 
was voluntary. With these new parameters, 
the rest of our paper will primarily discuss our 
interventions and practices during meetings 
and our initial participant responses without 
showing measures for our initial hypothesis.

By setting up an inclusive framework for 
our work—one that facilitates reflection and 
promotes collaboration—we realised that 
our role as facilitators was key to this project 
as we had to monitor and maintain this 

Our Role As Facilitators 

framework. There is a body of scholarship on 
the role of the facilitator(s) in faculty learning 
communities. Some work has pointed to the 
challenges in developing good facilitation 
skills (K. Sandell, et al., 2004). In Developing 
Facilitators for Faculty Learning Communities, 
the authors note that facilitator selection, 
preparation, and support vary greatly amongst 
institutions, with very few purposeful FLC 
facilitator-preparation programs in existence. 

Given the lack of strict established norms 
for facilitators in FLC, we chose to facilitate 
in a manner that represented the inclusive 
pedagogy that served as the theme for our 
FLC. This meant performing our research and 
creating a meaningful experience for FLC 
participants through inclusive practices that 
supported different learning and work styles, 
different interests, and a sense of inclusion in 
a community. This manifested in some of the 
following: combining whole group and small 
group activities, providing choices for face-to-
face and online connections, starting meetings 
with trust-building exercises, and setting up 
individual feedback sessions to ensure that all 
voices were equally centered. 
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When we conceived of our project, we had a 
certain idea of how it would work. We would 
implement Activity A and then community 
members would supply us with Response X, 
which we would then use as data that would 
neatly fit into the defined parameters of our 
project. We would then proceed with Activity 
B, which would result in Response Y, and so 
on and so forth until we had a large body of 
cohesive data. However, pretty early on in the 

Revisions to Our Research

Throughout the sessions we were always aware 
of the group as composed of faculty and staff 
from various departments at Pratt. Without 
realizing it, we started acting as facilitators, 
to a certain extent, according to the three 
main roles that Martha C. Petrone and Leslie 
Ortquist-Ahrens (2004) outlined in their essay 
“Facilitating Faculty Learning Communities: 
A Compact Guide to Creating Change and 
Inspiring Community.” Petrone and Ortquist-
Ahrens define these three roles as champion, 
coordinator, and energizer. It can require a 
great degree of flexibility on the part of the 
facilitator to move between these three roles.

FLC, we were reminded that inclusive practices 
in the realm of SoTL needed to accommodate 
new and unconventional methods given 
unpredictable impulses from diverse 
participants. Therefore, the very parameters of 
our approach—utilizing inclusive pedagogies—
allowed (or indeed obligated) us to be flexible 
and to continuously recognize and honor our 
“subjects” as unique individuals. As a result, 
our research method and data collection was 
not as clear cut as we originally imagined. 
We shifted in terms of what we were asking 
in surveys and what behaviors or actions we 
were observing and we acknowledged that 
some data we had collected was not going to 
be as useful as we previously imagined. Our 
initial response was to view these shifts as 
“sidetracks” from our original project, but 
we soon came to view them positively—as 
evidence of an inclusive approach, rather than 
a failure in the project we set out to undertake.  

These sidetracks, which we have come to 
realize are simply the natural evolution of any 
project informed by inclusive pedagogies, 
are not unique to our project. Indeed, in 
developing research questions that in one 
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way or another address inclusive practices, 
all participants in the FLC have projects 
that are defined by their own unique set of 
“sidetracks,” which are really just evidence 
of the projects evolving. In confronting 
these, participants have initially echoed our 
sentiments of feeling like a fraud or failure in 
SoTL, but through community feedback, have 
come to embrace and accept flexibility and 
to view perceived failures through a different 
lens, so that they became positive jumping-off 
points for new actions, revealing a question or 
assumption that deserved more attention. 

Flexibility is not the same as being 
unstructured. The shift to working and 
teaching in fully virtual spaces starting in 
Spring 2020 underscored this for all of 
us. While responsiveness to participants’ 
needs was becoming the key characteristic 
of our leadership style even before the 
pandemic, it became the primary mode of 
relating afterward, especially if we hoped to 
collectively move the group to the finish line.

As we set out to utilize inclusive pedagogical 
practice within the FLC to investigate 
engagement and motivation, we began by 
facilitating several introductory and group-
forming activities. Starting with our first 
meeting and then during several subsequent 
meetings in the Fall Semester we implemented 
the Biopoem [Appendix 3] and the Human 
Spectrogram [Appendix 4] group activities to 
build trust and community. These activities 
were well received by participants and resulted 
in bonding, collaborations, and friendships 
among our participants. Survey data collected 
midway through the project shows that 
all participants had at least one, and most 
participants had three or more “strong 
connections” to others within the group 
[Image 1].

In recognition that our community had 
bonded, starting halfway through the project 
we felt that there was no further need for us 
to plan these activities during our meeting. 
Individual members were already working 
and meeting with each other outside our 

Introductions and Trust-building
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One key aspect of inclusive pedagogy is 
recognizing the power of the teacher (or FLC 
leadership in our case), so by intentional 
design, we aimed at distributing this power 
and leadership to the group members. We 
were overly prepared and ready for each of 
our meetings with detailed agendas and goals, 
but several planned activities, especially 
during our first meetings, included collective 
decision-making. For example, as a group, 
we decided when to schedule our meetings 
(given that there was not one time that worked 
for all members), we discussed how to catch-
up missing participants, and addressed how 
to give feedback to each other to give each 
member a voice. 

While these collective decisions were agreed 
upon by the whole group, their enforcement 
still rested upon us. For example, the group 
decided to utilize Slack for communication, 
and while all members are equally part of 
our channel, all questions at the beginning 
were directed at the two of us. And at first, we 
answered all of them promptly. We noticed 

Shared Leadershipscheduled time. These initial inclusive 
practices have accomplished the goal of trust- 
and community-building successfully.

Image 1
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From the beginning of the project, we had a 
plan of how we would measure engagement 
and motivation within the community. We 
took attendance at every meeting [Appendix 
5 - Attendance], we set up and collected data 
from participants on a regular basis, asking 
for the level of engagement and sense of 
motivation [Appendix 6 - Engagement, Image 
2]. We conducted several interviews halfway 
through the project to gauge participants’ 
opinions and understandings of being in 
the FLC, and even set out to measure how 
participants “felt” at various points of the 
semester [Appendix 7 - Feeling at Various 
Points; Image 3]. While this data shows fairly 

Data Collection and Analysis

the group with a full spring writing schedule, 
which was received with enthusiasm and 
gratitude. This felt like a step back from our 
attempts at collective decision-making, but 
it ended up working out, as nine out of ten 
participants continued their involvement with 
the group to some degree and were committed 
to finishing their project, even after the 
disruption of COVID-19. 

this trend and decided not to jump in with 
answers right away but wait a bit and give space 
for members to contribute. This, as another 
example of inclusive pedagogy, seemed to 
have worked out well. By the second semester, 
the hierarchy on Slack flattened a bit, with 
members answering each other’s questions, 
sharing resources and not waiting for the two 
of us to have all the answers. 

An example where the attempt to distribute 
power did not prove very effective was 
regarding scheduling. We intentionally 
guided the group through various stages 
of the research process, from forming a 
hypothesis, literature review, planning research 
methodologies, and implementation. As we 
reached the halfway point of our project and 
it was time to begin drafting our individual 
deliverables, the group relied on our “plans” 
and as much as we attempted to distribute 
power and leadership decisions over the 
writing process, there was a sense of resistance 
from participants. They looked at us to tell 
them what to do and by when as well as to 
supply deadlines and structures. As a result, by 
the mid-year institute, we ended up providing 
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accurately how the group evolved over the past 
eighteen months, it did not accurately measure 
the level of engagement and motivation that 
ultimately led to project completion, because 
the disruptions in the Spring Semester 
redefined the end-point target considerably. 
The role of data collection, at the outset of our 
research project, may have played a motivating 
role in itself. Early in the Fall Semester, we 
asked the participants to read and sign our 
IRB release form, as they were participants in 
a research study. The conversation and survey 
that followed was formative and revealed a 

Image 2 Image 3

feeling of vulnerability from the group. As one 
participant put it, “I found that moment to 
be quite odd, actually.” Faculty were prepared 
to issue IRBs to their students, but they were 
not so well prepared to sign one themselves. 
While inconclusive, it is possible that being 
part of a research project that aims to measure 
engagement and motivation, along with 
several surveys and interviews that followed, 
acted as catalysts for more engagement within 
the group, perhaps because this awareness 
promoted continuous reflection. 
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While the original research hypothesis is now 
impossible to prove one way or the other, 
we feel that the collective resilience of the 
group in persisting is a strong indicator of 
engagement. The collection of data through a 
series of collective and individual reflections 
served as a catalyst for engagement for 
participants and our FLC community—based 
on trust, friendship, and collaboration—
motivated the participants to follow through 
with their intentions.
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We set out to conduct a somewhat more traditionally framed action research, 
looking at any patterns between participant engagement and completion of 
their individual projects. We hoped that the inclusive-pedagogy frameworks 
using reflection and collaboration would provide motivation for participants, 
ultimately propelling them toward their goals. Our facilitation style mirrored many 
inclusive practices, promoting trust and collaboration, valuing individual voices 
and perspectives within the group. The onset of the pandemic in the Spring 2020 
Semester forced us to radically move away from our original research while not 
completely abandoning the original FLC’s goals. The group continues meeting, 
in some iteration, even today, working on projects, getting feedback from each 
other, and truly enjoying each other’s company. While we can’t assert anything 
conclusive to address our hypothesis, we can confidently say this faculty learning 
community was a success. The many ingredients that made up this FLC community, 
not individually but all of it together, fostered collaboration and friendship 
amongst colleagues—even through the digital realm—that not only supports 
members of the group to work towards our individual goals, it also celebrates our 
accomplishments, sets up new collaborations, or just makes us laugh in a safe and 
relaxed setting every time we see each other.

Conclusion
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Appendix 1 - FLC Application Form

Images and Appendices
Appendix 2.1

The experience or age of the 
critic is not a required 
condition of a critique. 
Students are capable of 
providing valuable feedback to 
each other.  
Ownership of the critique is on 
the students rather than the 
instructor.

“A framework for 
organizational culture will 
provide administrators with 
the capability to better 
articulate and address this 
crucial foundation for 
improving performance”

For more information please contact 
Dr. Gaia Hwang, Associate Professor 
Graduate Communications Design
gscagnet@pratt.edu

A cultural analysis empowers 
managers with implicit information 
about their organization which in 
turn can help solve critical 
organizational dilemmas.

They de-emphasize expert 
knowledge and authoritative 
practices and can be framed in 
the discourse on decoloniality 
in classroom practices. 

How redesigning 
critique practices 

can impact the culture 
of a program?

survey
peer review

thesis defense
thesis forum

critique workshop

methodology
semistructured interviews

constructivist grounded theory

organizational culture

Redesigning critique 
practices in Higher Education. 
A study on the impact of 
reducing faculty authority 
during assessments

Official title

Research question

Graduate Communications Design

Alumni

Faculty

Context

Pedagogical implications

Prepare students offering safe space to practice 
and resources

(- 2016)

when

then

(2016 to present)

(2016 to present)

Changes

In 2016 as coordinators of the 
Graduate Communications Design 
program at Pratt Institute, we 
redesigned the first year mid-term 
review and the Thesis Defense.

we used to conduct a 
mid-term pin-up critique 
where a jury of three faculty 
would evaluate the student 
work in progress. 

At such early stage in the project 
and the program, students are most 
vulnerable to destructive critique. 

Students feel isolated and in need 
of a community of practice.

Students are unfamiliar with critique 
processes and expectations

Since 2016 we run a round-robin peer review where 
students are paired one-on-one with peers from 
other class sections to critique each others’ work. 

During the annual Thesis Forum we engage with panels 
of experts in discussions on the role of contemporary 
design practice, research, and the discipline’s impact on 
our collective consciousness and behavior in a socially 
complex, technology-driven world.

These changes aim to resituate 
teacher authority and student 
agency and implement the most 
recent findings on successful 
assessment. 

>
It allows for engaged 
independent interaction and 
community building.

Peer review develops a 
classroom into a community 
of practice.

It models group work or 
team work as practice in 
professional settings.

It allows students to learn 
the language of critique 
and practice it themselves.

*It may privilege extroversion or 
those who are native born speakers.

*It may be less 
successful in the very 
early process when 
students have less 
experience with the 
practice of critique. 

when
In the final days of an educational path, 
students are ready to display the 
expertise on their topic of research. 

A student failing in the last review is 
a student that has been neglected 
in receiving support in early phases.

Thesis discussion are a contribution 
to the cultural discourse and should 
involve the community.

(- 2016)

then >

This content downloaded from 65.51.58.1 on Sun, 08 Sep 2019 15:07:16 UTC
All use subject to https://about.jstor.org/termssagas 

heroes
rituals 
symbols

Masland, 1985

vision
values
practices
people 
narrative 
place

HBR, 2013

ideology
culture
actions

Masland, 1985

shared beliefs 
values 
motivations 
norms

Schein, 1992

clan 
adhocracy 
bureaucratic 
market
Cameron and Quinn, 2006

Tierney, 1988

Tierney, 1988

subjects
Janet Jin, grad 2017
Maria Gracia Echeverria, grad 2017
Hong Kun Ju, grad 2017 
Laura Peres, grad 2018
Sumeru Shekhar, grad 2018
Chanel Fetaz, grad 2018
Stephanie Pajuelo, grad 2019
Cristina Gabriele, grad 2019
Snigda Pamula, grad 2019

Michael Dyer, Visiting Assistant Professor
David Whitcraft, Adjunct Professor
Jean Brennan, Adjunct Professor - CCE
David Frisco, Adjunct Professor - CCE 
Eric O'Toole, Associate Professor 
Kevin Gatta, Professor 
Alisa Zamir, Professor
Jarrett Fuller, Visiting Assistant Professor
Frances Pharr, Visiting Assistant Professor

Women and minority faculty in academia, Aguirre 2000

Students wellbeing

academic excellence;
student success;
diversity, equity, and inclusion;
global education;
civic engagement.

inclusive practices

Exploring Inclusive Practices: The Pratt 2019-2020 Faculty Learning Community
Morawski/Török

Appendix 1 - FLC Application Form

Exploring Inclusive Practices FLC 2019/20

Pratt’s newest Faculty Learning Community (FLC) for the 2019-20 academic year, Exploring
Inclusive Practices, will follow the tradition of a multidisciplinary and collaborative approach to
faculty development, emphasizing learning through community-building and action-research.
The FLC participants will engage in the Scholarship of Teaching and Learning (SoTL) as they
pose problems about learning issues related to inclusivity, use appropriate methods to study this
problem, and apply their findings to their teaching practice. The Exploring Inclusive Practices
FLC participants will aim to share their research findings through public conferences,
presentations, and/or publications not only with the Pratt community but beyond.

Your Name:
Your School:
Your Department:
Status:

Please provide a one-to-two paragraph response for each of the following three questions.

1. Describe inclusive pedagogy in your own words.  Why are you interested in it and why
would you like to be part of this Faculty Learning Community?

2. Give one example of an action that you have taken or activity you’ve implemented to
create a more inclusive or equitable classroom/studio experience. What was gained--for
your students and yourself--by incorporating this inclusive technique into your teaching?

3. Describe something you would like to do, try, or implement in your course - but haven't
done yet - in terms of inclusive teaching. Why haven't you done it yet and how would
your participation in this FLC help you accomplish this goal?

Please check the commitment:

I understand the stipulations for my participation in this FLC, including taking part in the Kick-Off
Institute, Mid-Year Institute, all learning community activities and meetings, individual and
collective research, classroom/studio implementation, collection and analysis of data, and
producing a SoTL-based publication/presentation by the end of Spring 2020.
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Appendix 2.2

What happens when 
design students are encouraged to modify 
or add learning outcomes 
specific to their learning styles, 
needs or interests to a studio course syllabus?

Opportunity
Inferring that design education in communication design 
perpetuates a canon and assumptions about itself 
that requests students of all backgrounds to learn rarely 
questioned tools, skills and methods as per the canon, 
opportunities exist to contribute to the discipline 
in ways that would expand and evolve its definition 
as well as educational approaches in the field.

Open to … 
customized learning outcomes

Methodology
• questionnaires
• one-on-on discussions
• interviews
• group discussion

This case study 
invites students to participate in the shaping of 

a studio course in modifying or adding a learning outcome 
within the existing course rationale. 

Application
[The course]
COMD 381
Integrated Visual Communication 2: New Forms

Bulletin Description
The Integrated Visual Communication courses function 
as lab and studio environments that expand students’ 
technical and conceptual skills through a range of 
cross-disciplinary assignments. 
Integrated Visual Communication 2 investigates the role 
of experimental form-making methods, speculation and 
innovation in contemporary creative 
practice. Students are encouraged to explore a variety
of methods and media and expand their ideas beyond 
traditional design applications.

Student Learning Outcomes 
Apply a wide range of visualization 
strategies to explore and embrace 
unfamiliar forms. 

Advance risk-taking in 
experimentation through 
disciplined and iterative 
methodologies.

Theorize on possible futures
and applications of design.

Propose unexpected methods for 
generating visual form in response 
to contexts or constraints.

 Data points
• What kind of interests or needs do students want to integrate in their learning?

• How will students follow through with their individualized learning outcomes?

• Do students think of the option to contribute a learning outcome as a form of 
   inclusion?

Do we su�ciently acknowledge
background

sense of identity
motivations to study

attitudes towards life
learning styles

economics 
etc.?

Comments:

Appendix 2.3

151



Appendix 2.4 Appendix 2.5

///////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////

DEMOCRATIZING THE REVIEW PROCESS
This research will study different methods to foster more inclusive and 

participatory review processes for undergraduate architecture students

///////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////////

WHAT FORMAT FITS STUDENTS BEST?

WHO DO STUDENTS WANT TO RECEIVE FEEDBACK FROM?

HOW DO REVIEWS MAKE STUDENTS FEEL?

HOW HELPFUL DO STUDENTS FIND THE FEEDBACK THAT THEY GET AT REVIEWS?

RESEARCH TIMELINE

Peers

Jury Small clusters Gallery style (one on one)

Energized

Very helpful Very unhelpfulHelpful HelpfulSomewhat helpful Somewhat unhelpful

September October November December

Professional Secure Not sure

Not sure

Architects

Insecure

Academics/professors

Uncomfortable

Professionals from other fields

Stressed

0/ 

1/ 

2/ 

3/ 

4/ 

5/ 

WHAT DO WE WANT TO KNOW?

�� �� ☺ �� �� ☹ ��

1 2 3 4 5 6

7 8 9 10 11 12 13

14 15 16 17 18 19 20 

21 22 23 24 25 26 27 

28 29 30 31

1 2 3

4 5 6 7 8 9 10 

11 12 13 14 15 16 17 

18 19 20 21 22 23 24 

25 26 27 28 29 30 

1

2 3 4 5 6 7 8 

9 10 11 12 13 14 15 

16 17 18 19 20 21 22 

23 24 25 26 27 28 29

2 3 4 5 6 7 8 

9 10 11 12 13 14 15 

16 17 18 19 20 21 22 

23 24 25 26 27 28 29

30

Collect info from students 
through questionnaires

Review weeksAnalyze collected data

Student

Reviewers

For 7 days the DeKalb gallery will host over 12 workshops 
that will include project presentations, discussions, reading 
groups, and site activations. Addressing a variety of themes 
at the intersections of ecology, politics, technology, space and 
the body, Field offers students, faculty and interdisciplinary 
practitioners shared studios for experimentation, and 
process-based inquiry. These workshops aim to encourage 
new forms of cross-pollinating pedagogy within Expanded 
Field practices at Pratt.

Interested in participating? 
Get involved - Host your classes in the gallery. 
Propose a 2 hour workshop on your experimental research.

Field / Site in Process \

A project space for collaborative studios 
and body/site engagements within 
Expanded Field practices. 

November  20-27,  2019 

What are changing 
pedagogical 
approaches to this 
expanding field 
today? 

In 1979 art theorist 
Rosalind Krauss 
authored a critical essay 
titled ‘Sculpture in the 
Expanded Field’ that 
mapped emergent forms 
within contemporary arts 
practices. 

Opening Reception, 5-7pm, Thursday, Nov 21
DeKalb Gallery, Pratt Brooklyn Campus.

How can teaching and learning 
environments reflect the 
diverse needs of contemporary 
arts practices that rely more 
firmly on interdisciplinarity, 
collaboration, project-based or 
site-conditioned approaches?

Field / Site in Process \ is organized by Mrinalini Aggarwal, AICAD Post Graduate Teaching Fellow in 
Fine Arts and co-hosted by Ane Gonzalez Lara, Assistant Professor, Undergraduate Architecture,  and 
Swati Piparsania, AICAD Post Graduate Teaching Fellow in Design, with support from Pratt Fine Arts 
and the Center for Teaching and Learning. For more information, email maggarw5@pratt.edu.
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Appendix 3 - Biopoem Activity

Biopoem Activity

Facilitator projects the following Biopoem on the screen and participants spend a few minutes
completing their answers on individual sheets of paper to form a poem. (anonymously - no
name needed)

When done, participants tape their poems on the wall, all around the room.  Then silently walk
around the room to reach each other’s poems.  Collectively reflect on the activity at the end.

***

I am (two objects from your past)

I am (two foods from your family history)

I am (a family trait, habit or tendency)

I am (a memory or item from your childhood)

I am (a place where you feel like you belong)

I am (a specific event in the life of an ancestor)

I am (a time you’ve felt like a stranger in a strange land)

I am (a loss you’ve suffered)

I am (a leadership trait you are developing)

I live inclusion by…

Appendix 4
Exploring Inclusive Practices: The Pratt 2019-2020 Faculty Learning Community

Morawski/Török

Appendix 4 - Human Spectogram Activity

Human Spectrogram Activity

Facilitator reads each question aloud, one at a time. Participants move around to create a line.
Talk to each other to find out information as needed to form a straight line from low (in one
corner of the room) to high (in another corner of the room).

Once the line is formed, after each question, collectively observe and discuss.

● How far did you have to walk from your living to your classes?
● How much time did you spend studying on average per day?
● How many hours per week did you work?
● How much did your parents support you financially, percentage?
● How much did you support your family?
● How much was your own school debt at graduation?
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Appendix 6 - Engagement in the FLC

Exploring Inclusive Practices: The Pratt 2019-2020 Faculty Learning Community
Morawski/Török

Appendix 5 - Attendance in the FLC (June 2019 - Feb 2020)
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Appendix 7 - Feelings Over Time

What are words that describe how you feel? (Nov 2019  -  Mid-Fall Semester)

Additional words to describe how you feel (Nov 2019 - Mid-Fall Semester)
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Kim Bobier
kbobie15@pratt.edu
History of Art and Design, School of Liberal Arts and Sciences 

Kim Bobier holds a PhD in art history. She specializes in 
modern and contemporary periods with an emphasis on 
critical race theory and the politics of representation. 
Bobier is the recipient of fellowships from institutions 
such as the Whitney Museum of American Art’s 
Independent Study Program, the Mellon Black Metropolis 
Research Consortium, and the Luce American Council of 
Learned Societies. Her latest article publication appears in 
Art Journal. She and Marisa Williamson also recently guest 
edited “Views from the Larger Somewhere: Race, Vision, 
and Surveillance”(2021), a special issue of the journal 
Women & Performance. Currently, Bobier is at work on a 
book project provisionally titled Monitoring and Modeling 
Citizenship: Racializing Surveillance and the US Body 
Politic in Contemporary Art.

Natalie Moore
nmoo1041@pratt.edu
Foundation 

Natalie Moore is an artist working in Brooklyn, NY, whose 
primary practice is sculpture and installation. Her work is 
often described at an intersection between drawing and 
sculpture. She is interested in the transformation of materials 
and visual perception. Her work often employs traditional 
craft techniques with new materials and methodologies. 
She has been featured on CNN international, and her work 
has been written about in Sculpture Magazine, The New 
York Times, New York Post, and New York Newsday. Moore 
has been featured in numerous solo and group exhibitions 
nationally and internationally. Moore was born in San Diego, 
California in 1965. She received her Bachelors of Art from the 
University of California, Santa Cruz and her Master’s degree 
from NYU. Moore is currently the Assistant Chairperson of 
the Foundation program at Pratt Institute, where she has 
been teaching for many years.

Bios
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Fanny Krivoy
fkrivoy@pratt.edu
Communication Design, School of Design 

Fanny Krivoy is a visiting assistant professor at Pratt 
Institute and the founder/CCO of NYC inclusive design 
agency Studio Analogous, working primarily with mission-
driven organizations expanding inclusivity in consumer 
experience and organizational culture. She’s also the 
creator of Project Inclusion, a podcast series featuring 
leaders and creators in the world of inclusive design. 
Fanny also volunteers at amazing community, a nonprofit 
extending the work horizon for women 45+, where 
she serves on the board. She is a speaker, lecturer, and 
facilitator. Fanny studied design at Instituto de Diseño in 
Caracas, Venezuela, and graduated with honors from the 
University of the Arts London.

Micki Watanabe Spiller
mwatanab@pratt.edu
Foundation 

Micki Watanabe Spiller has been a faculty member at Pratt 
Institute since 1997, teaching in the first-year foundation 
program, and this semester is teaching Graduate College 
Teaching course, which is letting her re-examine college 
pedagogy. Her interests in education revolve around 
creating communities in the classroom through breaking 
down barriers using discussions. She has both an MFA 
and an MLS, and her artistic practice includes exhibitions 
at the Brooklyn Public Library, Center for Book Arts, 
Brooklyn Museum, Evergreen House Museum; awards 
and honors include Pollock-Krasner Foundation Grant, 
Art Matters Fellowship Grant, Queens Arts Fund, Printed 
Matter. Her research on Team Based Learning will be 
published in the Spring 2022 issue of Transformative 
Dialogues: Teaching and Learning Journal.
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Judit Török
jtorok@pratt.edu
Center for Teaching and Learning 

Judit Török, Ph.D. is the inaugural Director of Pratt’s 
Center for Teaching and Learning. As a passionate 
educator and feminist philosopher, her research focuses 
on embodied and connected epistemologies. Her 
publications include co-authored book chapters in 
Women in Higher Education Leadership, eds Cozza, B et.al. 
(forthcoming  2021);  High Impact Practices Online, eds 
Linder, K. and Hayes, C. 2019; and articles in To Improve the 
Academy (2017);  International Journal of ePortfolio (2014); 
and ETH Zurich Learning and Teaching Journal (2020)

Erica Morawski
emorawsk@pratt.edu
History of Art and Design, School of Liberal Arts and Sciences 

Erica Morawski is assistant professor in the History of Art 
and Design Department at Pratt Institute. She completed 
her Ph.D. at the University of Illinois at Chicago with a 
focus in design and architectural history. Her research 
focuses on the intersection of design, politics, the state, 
and individual agency in the Americas, more specifically 
in the Hispanic Caribbean. At Pratt, she teaches a 
variety of design history courses with an emphasis on 
industrial design. Her work has been published in the 
Journal of Design History (2019), Journal of the Society for 
Architectural Historians (2019), Design History Beyond 
the Canon (2019), and The Politics of Furniture: Identity, 
Diplomacy, and Persuasion in Postwar Interiors (2017).
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Ane Gonzalez Lara
agonz370@pratt.edu
Undergraduate Architecture, School of Architecture 

Ane Gonzalez Lara is an assistant professor of 
undergraduate architecture at Pratt Institute’s School of 
Architecture. Ane is the co-founder of Idyll Studio. Her 
professional work with Idyll balances social and cultural 
concerns with extensive formal and material research. She 
has developed academic research initiatives as part of her 
studio teaching that have examined the United States-
Mexican border and the Korean demilitarized zone, and 
she has attended conferences on these topics including 
a roundtable at the 2018’ Venice Biennale. She received 
her Master’s degree equivalent from the Escuela Tecnica 
Superior de Arquitectura in Navarra, Spain and she is a 
registered architect in Texas and Spain. Prior to working at 
Pratt, she taught at the University of New Mexico and the 
University of Houston.

Pirco Wolfframm
pwolffra@pratt.edu
UG Communications Design, GR Communications/Package Design, 
School of Design 

Pirco Wolfframm is a designer, design educator, and designer 
of education. She is currently working with faculty to advance 
the curriculum and has developed tools for faculty to easier 
navigate the department and to thrive in any educational 
setting from in-person to online. Similarly she supports 
students on their educational journeys where needed. Pirco 
earned a diploma in Visuelle Kommunikation from the 
Hochschule für Gestaltung Offenbach, an M.F.A. degree in 
Graphic Design from CalArts, and a M.P.S. in Arts and Cultural 
Management from Pratt Institute. She is the recipient of 
two Faculty Development grants, the Taconic Fellowship, 
the RIDE Fellowship, and Strategic Initiative sponsorship 
from the Provost’s Office. She co-authored the book Eva 
Zeisel: Life, Design, and Beauty. She co-curated the exhibition 
Multiple, Obsessed, and Meaningful: The Web of Contemporary 
Communication Design Practices, and she co-founded the 
Farm to Campus program.

160



Exploring Inclusive Practices: The Pratt 2019-2020 Faculty Learning Community
Morawski/Török

Appendix 7 - Feelings Over Time

CC BY-NC-ND: This work is released under a CC BY-NC-ND license, which means that you are free to do with it as you please as long as you
(1) properly attribute it, (2) do not use it for commercial gain, and (3) do not create derivative works.
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Celebrating its inaugural year of publication, iteratio /i.te’ra:.ti.o/: Inquiries in 
Teaching Art and Design publishes innovative case studies, personal essays, 
findings, and reflective writings on classroom and studio practice specific to 
Pratt Institute’s professors in the fields of art, design, architecture, information 
and library science, and liberal arts and sciences.

iteratio /i.te’ra:.ti.o/ aims to showcase the work of faculty at Pratt Institute 
and highlight creative approaches to the Scholarship of Teaching and 
Learning through the context of context of art and design pedagogy. As one 
of the few SoTL journals within AICAD, iteratio /i.te’ra:.ti.o/ offers a variety 
of representations of teaching and learning research,  and we see this as an 
opportunity to bend the genre ever so slightly.  

For more information and call for submissions for the next issue, please see the 
CTL website journal page.

iteratio /i.te’ra:.ti.o/

https://commons.pratt.edu/ctl/iteratio



