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 Introduction

From the Order of the Phoenix (The 5th book/movie of the Harry Potter Series, by J.K. Rowling)

Professor for the Defense Against the Dark Arts, Dolores Umbridge, (speaking to a class of young wizards and witches): (y)ou will be pleased to know from now on, you will be following a carefully structured, Ministry-approved course of defensive magic. 

Student Hermione Granger: There's nothing in here about using defensive spells. 

Professor Dolores Umbridge: Using spells? Ha ha! Well I can't imagine why you would need to use spells in my classroom.   You will be learning about defensive spells in a secure, risk-free way. 

Student Harry Potter: Well, what use is that? If we're gonna be attacked it won't be risk-free. 

Professor Dolores Umbridge: It is the view of the Ministry that a theoretical knowledge will be sufficient to get you through your examinations, which after all, is what school is all about. 

Student Harry Potter: And how is theory supposed to prepare us for what's out there?

Professor Dolores Umbridge: There is nothing out there, dear.
Harry Potter fans know that Professor Umbridge chose her teaching technique precisely because she did not want the students to learn the skills they needed to defend themselves.   Unlike Professor Umbridge, most university professors do want their students to be able to apply what they learn in the real world.  In simple terms, we want to teach our students to apply certain perspectives/skills to different situations that they may encounter in life, whether that be as policymakers, researchers or as consumers of information.  “Application” in this context involves not the ability to use spells, but the ability to make informed decisions, using the information and concepts learned in class.  Unfortunately, the evidence suggests that most universities are failing at teaching students how to think at this level.  Richard Arum and Josipa Roksa (2011) reported recently in Academically Adrift: Limited Learning on College Campus, that around 45 percent of students "did not demonstrate any significant improvement in learning" after two years of college, and 36% failed to do so after four years of college. Earlier research by Garfield and Ahlgren (1988) showed similar findings within disciplines: most courses on probability and statistics do not produce students who can apply concepts learned in that class in meaningful ways.  Research in economics shows much the same thing – students in microeconomics courses are not distinguishable from non-students three months after the class on basic tests of economic reasoning (Hansen, Salemi, and Siegfried 2002). 
But these broader statistics miss the frustrating journey taken by individual faculty or even groups of faculty struggling to achieve these learning outcomes in the modern university.  Bushway, for example, knew clearly that he wanted to teach his students to be critical thinkers, but simply was not sure how to do it.  When first confronted with the problem of poor student learning and high failure rates in a large undergraduate,  statistics lecture class at the University of Maryland, he identified a number of labor intensive solutions from the educational literature which essentially coerced students to “do what good students do” (read the book, come to class, do the problem sets).  Although he was able to demonstrate that these techniques led directly to a halving of the failure rate (Bushway and Flower 2002 ), the reality was that the new approaches did not lead directly to improved ability to apply the material or to make intelligent decisions regarding hypothesis testing, the main focus on the class.

After changing Universities and moving to UAlbany, he taught an upper-level, lecture-based, undergraduate class for 20 juniors and seniors on policy analysis using economic methods for criminology students.   The course went poorly with virtually no student buy-in, a fact reflected in his abysmal overall teaching evaluation for the course (an overall score of 2 out of 5).  Yet, he was well prepared and the class content and goals met the approval of his colleagues.  He did not settle for memorizing, but he also could not find the hook to engage the majority of the students.  The resulting failure led to an unappetizing choice between dumbing down the classes or accepting a lifetime of “below average” teaching evaluations.   

Teaching consultant William Roberson from the University’s teaching center, the Institute for Teaching, Learning and Academic Leadership, suggested an alternative – use a different method in the classroom.  The students were seeing the course as an abstract, unnecessarily difficult, academic exercise rather than as a concrete opportunity to act in ways that mattered to them.   The difficulty of the course content was not really the problem. The way in which students experienced the content was more important for student engagement than the nature of the content itself.   A change in pedagogy was needed to change that perception, and in the process, make sure that students were prepared for class, while still making sure that Bushway had enough time to pursue his active research agenda.

Any faculty member who has ever visited a teaching center is aware of or even wary of “teaching techniques.”  While they can increase classroom interactions, they are often labor intensive, and for this reason seem to work best in small classes. In some cases they require instructors to take on roles that are uncomfortable and that appear to require special teaching DNA.   The point of this article is to introduce a method, a specific version of Team-based Learning (TBL), that was developed by professor of organizational psychology Larry Michaelsen explicitly for use in large classes by any faculty member willing to learn the method.   Once adopted, this approach takes no more time than a high-quality lecture class.   In Bushway’s case, the adoption of TBL has led directly to dramatic improvements in student preparation, engagement with content, and higher level learning.  As an unexpected by-product, Bushway has begun to receive much higher scores on the overall professor and course student teaching evaluations.   More generally, the approach has been shown to be effective in a variety of class sizes and has been used by numerous faculty across disciplines in many universities.  

In addition to introducing the Michaelsen method, we will discuss the evolution of the use of TBL at the University at Albany, where it is now employed in some form by more than seventy faculty members. It is our contention that TBL is just as teachable and learnable as lecturing, and more effective in achieving the kinds of learning outcomes to which most universities aspire.   We start in the next section by providing an example of the learning problem faced in Bushway’s undergraduate policy course, before providing an overview on the strategy, and a discussion of the experience of implementing it at UAlbany.
 The Learning Story


Learning specialists and educational experts have developed comprehensive models for both describing the nature of the learning problem and prescribing the solution.   This discussion usually involves some type of hierarchy of learning (e.g. Bloom’s Taxonomy) in which the type of application and decision making discussed in the introduction occupies a higher rung above levels of learning like recall and basic comprehension.   This discussion then proceeds to describe the necessary components that lead to each given level of understanding. In this section, we will avoid replicating a taxonomic analysis, but instead present the problem by example in the context of a public policy question that Bushway chose as one of the final goals of his class. 

Bushway has a Ph.D. in Public Policy and Economics, and has taught in the field of criminology for over 15 years.  He has conducted research at the intersection of economics, crime and public policy (Bushway and Reuter 2008).   As a result, he is particularly interested in understanding and communicating how the classical economic rational choice model might lead to different policy choices than might be suggested using other conceptual approaches more common in criminology.   In 2006, he had the opportunity to create an upper level undergraduate course around this idea.  He selected two key policy issues – illegal drug policy, most specifically the War on Drugs, and the control of organized crime.  The goal was to have students effectively use economic tools to analyze policies like prohibition/legalization.  For example, some scholars have made the argument that Prohibition was responsible for the rise of organized crime through the creation of conditions necessary for monopoly control over alcohol production and distribution.  Tom Schelling’s great idea, that the point of organized crime is to create/extract monopoly rents, is not commonly understood in criminology.  Yet, it leads directly to different policies for the control of organized crime than a framework that thinks about organized crime as simply organizations of groups of people who work in concert to commit certain types of economic crimes. 

Cinema buffs will remember the famous scene in the movie Untouchables starring Kevin Costner as Elliot Ness and Robert De Niro as Al Capone, where Al Capone takes a baseball bat to the head of the member of his cartel who had been cheating by selling alcohol at a lower price than authorized by the cartel.  Over time, Bushway decided that he would be successful if students, as a final assessment of their learning, could watch this movie, then apply to the scenario course principles of how cartels function, and, recognize that Capone is using violence to maintain the cartel.   Violence is not one of the methods traditionally mentioned for maintaining a cartel, but once students understand the concept of a cartel, it is not hard for them to see how it might work.  More importantly, from a criminological perspective, violence is instrumental in the context of a very specific economic activity, maintaining a cartel in the face of strong incentives to cheat.  The ability to recognize a cartel, and identify the use of violence to generate economic profits, requires the ability to think analytically and come to a conclusion that might not be inherently obvious. For example, breaking up the cartel might inspire competition, competition that may play out through more instrumental violence.  One way of interpreting the current violence in Mexico around the drug markets is that it is the result of government action which broke up the main cartel, and created competition for the lucrative drug market.
Having articulated in a very precise manner what it is Bushway wanted students to be able to do, it is instructive to think about what criminology students would need to learn in order make the targeted application, conduct a competent analysis, and generate this kind of insight.  First, they need a reasonable competence using the basic supply and demand model of economics, and need to develop the ability to analyze basic comparative dynamics in response to shifts in supply and demand.  Furthermore, they need to understand and be able to apply the concept of elastic (and inelastic) demand curves in driving total revenue in the face of changes in supply. Next, they need to be able to apply the concepts of equilibrium profits in competitive markets, and incentives for monopoly rents when the demand curve is inelastic.  They also need to be able to identify and understand the incentives to form cartels, and the reasons why people desire to cheat in cartels.  Finally, they need practice in recognizing cartel and monopoly situations in real life examples, particularly within the context of organized crime. Throughout the process of learning to apply the concepts, it is understood the students will be constantly updating and improving their understanding of the basic concepts, so this process is interactive and iterative rather than linear. 
The first time Bushway taught the class, he was not able to achieve these lofty goals.  He relied on lecture to teach the economics concepts and tried to create discussion around the application of these ideas to the crime context.  For example, students were asked to pick sides in the blogged discussion between Judge Posner and Gary Becker about the best way to deal with the illegal drug markets.  This was unproductive because most students had never mastered even the basics of supply and demand, let alone the application of these concepts to illegal markets.   

The single biggest problem was that the students did not read and reflect on their own comprehension outside of class.  Evaluations revealed they were studying about two hours outside of class at a maximum, well below what would be required to fully master the material.  Class discussions designed to aid in the application of the concepts to new material foundered in the face of poor preparation on the part of students.  

The central learning goal for this course—to be able to conduct economics-based analyses of crime scenarios--required both the acquisition of certain concepts (supply, demand, elasticity, equilibrium, monopoly rents)  and the ability to apply these concepts in standard economic contexts as well as in illegal ones.  This is a lot of turf to cover in one semester, particularly if the goal is mastery.  Students have to be willing and able to do a lot of the work outside of class.  Students who have not read the assigned material, nor tried to figure things out on their own, simply will not be successful in the in-class application exercises needed to practice using these concepts in the study of crime.  


The other problem in the original version of the course was that there was no context in class in which students could be motivated to practice decisively applying the concepts learned in class to the context of illegal markets.  As a result, students were not developing the confidence needed to make an independent analysis, assert a claim based on that analysis, then argue for it. Bushway would provide examples, but many students were reluctant to practice the application themselves, often appearing unwilling or unable to defend their ideas in front of the entire class.  Perhaps not surprisingly, the students were unable to answer the more advanced analysis-application questions on the exams, and the average performance on the exam was typically below 50%.  

Enter TBL  

The scene described above led Bushway to question many of the assumptions that had informed his teaching up to this point in his career.  It was becoming clear that simply exposing students to the material—however informative or provocative it might be—was not producing the desired changes in student thinking. Students had no clear sense of the imperative to prepare themselves professionally. And why should they? Students are unlikely to have much prior experience of being held accountable for important decisions that depend on the immediate, concrete use of course material. This connection has to be made before there can exist an obvious value and motivating force for students in taking the time to read and prepare. Additionally, students had no traction with the material because there were no intrinsic drivers of intellectual curiosity. Engagement with the material depends on the configuration of the problem. The perception that questions and assignments typically point to well-rehearsed, clear, unambiguous answers ensures a student’s belief that analytical thinking and argument are not his responsibility. A quick cram for the test; or a superficial review of literature for the paper, should be enough to garner an A, or at worst a B.
As Bushway’s thinking evolved, he came to the realization that something needed to change, and that something had to alter conditions in his classes in three ways: how students perceived their role as learners; their relationship with the material; and their view of what it means to practice the discipline of criminology. 

Making Learning Matter to Students

Collaborative and cooperative learning have been around in various guises for many years (Johnson & Johnson; Barkley; etc.) and are widely used in college classrooms.  These techniques are designed to intensify student engagement with the material by way of peer interaction and peer feedback.  The social drivers aid student learning to varying degrees, depending on how they are integrated into the broader learning strategy. At their most limited level of effectiveness collaborative and cooperative techniques are used as overlays: in these cases they consist of open-form, small group conversations (e.g., “think-pair-share”) to help students process material, but they have not displaced the underlying, traditional lecture-read-discuss-test model. Evaluation of learning in these limited uses still focuses on how well and how much information individual students have mastered, rather than on their ability to use that information to respond effectively to new situations.

Cooperative and collaborative techniques reach their highest level of effectiveness when they are more fully integrated into a learning strategy that uses the social dimension as the primary driver of student learning and, equally important, assessment of learning.  This integration was explored and eventually achieved over 20 years ago by a professor of Organizational Psychology at the University of Oklahoma, Larry Michaelsen, Ph.D.  Michaelsen set out to overcome the inertia of lower-level learning that plagues large classes, and devised a set of teaching techniques and evaluation tools that would coalesce into a method widely known today as “Team-Based Learning”  or TBL (2004).
The Michaelsen TBL method structures student work around specific, visible, concrete, public decisions. The quality of those decisions depends on how well students have processed course content. Reading and studying are no longer empty behaviors or abstract exercises: they are a means to an immediate end. A permanent team structure gives students time over the course of the entire semester to learn to make decisions together, an essential condition for requiring them to perform at higher cognitive levels.  Accountability of the team for its work is an essential component of the method, but an equally important factor in TBL course effectiveness is task design in the form of a decision. The main driver of the method is frequent, immediate feedback on everything students decide—whether as individuals or in teams.

A Team-Based Learning course will have 4-7 instructional units.  For each unit, here is the sequence over 2-4 class meetings:

1) A substantial reading assignment (outside of class) 

2) Readiness Assurance Process (in class), consisting of a test of individual preparation followed by a test of team preparation 

3) Clarification of lingering confusion about the assigned readings (in class)

4) Team application tasks using the material to delve more deeply into complex ideas (in class) 

5) Assessment of learning (individual and/or team assignments) (in or outside of class)

The Readiness Assurance Process (RAP) is the first step in team development. Early in each unit students take an individual, multiple choice, Readiness Assessment Test (RAT) to measure their understanding of the assigned content as a result of their own, independent efforts.  Figure 1 provides the first five questions for Bushway’s RAT on supply and demand.   This RAT is given to the students immediately after they have been asked to read the two chapters on supply and demand from Mankiw’s Principles of Microeconomics text.   There has been no lecture, although the students can ask clarifying questions prior to the RAT.  The emphasis is on simple application rather than repeating definitions.  However, there is no attempt to apply the concepts to crime – that will come after the students get a grasp on the basic concepts.   This is not an easy quiz, which is reflected in the fact that the average individual score was a 54 out of a 100 the last time it was given. 
Immediately afterward, individual teams take the exact same test for a team score.  Both components factor into students’ grades. Overall the individual-then-team evaluation process has a double psychological function. First, the Individual RAT ensures that students do not use their teams to cover over individual failure to prepare. Second, the Team RAT requires the team to practice its analysis, reflective thinking, and decision-making from the very beginning of the course. 

The Team RAT grades are almost always better than the Individual RAT grades.  In the example from Figure 1, the team average for the four teams was a 79, and one team even got a 100, despite the fact that no one team member got higher than an 80 on the Individual RAT. Working together, they were able to reach good decisions about the right answers, and develop mastery of the material.  The Team RAT often inspires spirited discussion, while team members try to defend the different choices they made in the Individual RAT.  Bushway finds this part of the class the most interesting, because students are engaged in spirited, substantive debates about important concepts, with no explicit guidance on his part.  
The key to this spirited debate is the immediate feedback that students get on the choices they make on the Team RAT using a special instrument called the IF-AT form (Immediate Feedback Assessment Technique, produced by Epstein Educational Enterprises) which is pictured in Figure  2. The IF-AT form functions much like a scratch-off lottery card, in which the correct answer is hidden under a screen and appears when scraped with a coin. Teams get 10 points for uncovering the correct answer on the first try and 3 points for getting it right on the second try (other point distributions are possible).  In this way, they learn immediately if they chose the right answer, and can start to figure out ways to arrive at a better answer.
The outcomes of this RAT during the last time the class was offered are instructive about the process.  As mentioned, one team got a 100, but a second team got a 59, a very poor outcome for this type of RAT.    The problem was that the individual students were not adequately preparing, and they were not listening to each other when making a team decision.  With no intervention by Bushway, this RAT served as a useful wake-up call to a team that responded with an increased individual effort and better group decision making.  This group never had a Team RAT lower than 90 after this class, and the team members earned three of the four A’s in the 20 person class.  The fact that another team managed to get a 100 made it clear to them that learning was possible, and also made it clear that the problem lay in their own approach, rather than in the questions asked by the professor.  
Figure 1
Example RAT for a Section on the Basics of Supply and Demand (First Five Questions Out of 10)
[image: image1.emf]1)   Which of the following pairs are substitutes?   a)   A bus ticket to NYC and a train ticket to NYC   b)   Computers and software   c)   Cheese and  crackers   d)   Marijuana and tobacco   e)   None of the above     2)   Which of the following will NOT shift the demand curve for ice cream?   a)   The government gives every family $500 tax rebates.   b)   The price of  frozen yogurt  doubles .   c)   There is report that milk products used to produ ce ice cream have  special health benefits.   d)   An increase in the price by $1.   e)   None of the above  –   they all create shifts in the demand.      3)   Suppose the local Saratoga Spring s   market demands 5 , 000 gallons of ice cream a month at a   price of  $4 a gallon during no n -   track months.  During August, the number of people in Saratoga Spring s   exactly  doubles because of the   people who come to work and play at the  race track.  Ceteris Paribus,  how many gallons of ice cream will be demanded  in Saratoga Springs  at $4 a gallon  during August?     a)   5,000   b)   More than 5,000   c)   Less than 5,000   d)   Exactly  10,000     e)   How the heck should I know?       4)   The law of supply claims that , ceteris paribus:   a)   The quantity demanded of cars   rises when the price of  cars  rises.   b)   The quantity supplied of  cars   falls whe n the price of  cars  rises.   c)   The quantity supplied of  cars   rises when the price of  cars   falls.   d)   The quantity supplied of  cars   falls when the price  cars  stays the same.   e)   The quantity supplied of  cars   rises when the price of  cars   rises.           5)   Hurricane Ike was as sociated with   a spike in the price of gas, despite the fact that it did not affect the  supply of gas in this country (no major refineries etc. were affected.)  What is the  most likely   cause  of the price spike?   a)   Gas purchasers expected that price for gas wou ld go up in the future as a result of Ike.   b)   Increase in the income of consumers   c)   Decrease  in the price of tires     d)   The price went up.    e)   The number of people who were buying gas increased.  


Figure 2

Team RAT Scratch-off Sheet [image: image2.emf]

After the Team RAT, teams are allowed to look at books and notes to write appeals, asserting that a question was wrong, vaguely worded, or too narrowly conceived.  If the appeal is granted by the instructor, only the team that writes an appeal is given credit for the corrected answer.  

To many instructors, including Bushway, this part of the process is the most counter-intuitive.  It sounds as if the technique is asking the professor to encourage grade grubbing.  However, it turns out this an important part of the process, because it sends teams that might not completely grasp a concept literally running for their books to look up and write an appeal.  Bushway is continually amazed to see teams reading their book (yes, they bring them to class) together as they try to figure out if perhaps they can justify their answer.  

Roberson often encourages professors to make an occasional mistake on RATS on purpose to encourage teams to actively engage in this appeal process.  Remember – only teams that appeal get credit for the corrected answer.   Given that students know this ahead of time, Bushway finds that teams blame themselves, and not him, when they fail to appeal a question they thought was incorrect, and other teams win successful appeals.  The goal here is to make the individuals and teams take responsibility for their learning, by giving them a structure that rewards exactly the type of critical thinking that the professor hopes to achieve.  Appeals are only awarded if the team makes a valid argument, based on the reading, for why an alternative answer should be accepted.  Good appeals will often acknowledge the validity of the “correct” answer, but provide a compelling argument for an alternative perspective.   Bushway does not often accept appeals, but even when he does not accept the appeal, he finds the discussion with the team about the appeal can be an important learning opportunity where concepts are reviewed and made more precise. 

When the appeals are submitted, the professor then takes a few minutes to review any questions that stumped the teams.  This is the time to lecture.  Unlike traditional lectures that cover everything the professor believes is important, in TBL the professor clarifies only the most difficult concepts to a receptive audience that has just spent the last half hour trying to answer questions on these concepts. In Bushway’s experience, it is common to hear exclamations of “now I get it” during this process.  This does not usually happen in traditional lecture, because students have not yet grappled with the concepts on their own.  This part of the class is brief, and often Bushway has found that students do not really need extensive lectures precisely because they have already taught themselves the material during the Individual and Team RATs plus the appeals.  This entire process takes about an hour, including clarifying discussion or mini-lecture. 
 After the Readiness Assurance Process, a TBL class focusses on team tasks and challenges.   Team tasks or challenges are the core of the TBL classroom. The purpose of these tasks is to problematize the course material through situations and scenarios that require students to use their new information and their reasoning to solve problems (reach decisions) that go well beyond recall and comprehension.  There are some general principles for these exercises, sometimes referred to as the four S’s.  The tasks should impose a (1) Significant problem, which all teams get at the (2) Same time.  The teams are asked to make a (3) Specific choice, and then are required to report out (4) Simultaneously.   
For example, in the class time after the Readiness Assurance Process on supply and demand, the remainder of the class is spent answering discussion questions from Mankiw on the dynamics of supply and demand.  Teams are given a short time to answer the question, and then send a team member up to the board to draw the correct graph.  Through repetition and discussion, the teams learn how to identify supply and demand shifts, and characterize the resulting changes in price, consumption and total revenue.  By the end of the three hour class, most students have a good working knowledge and understanding of the basic supply and demand model, which will form the foundation for the remainder of the semester.

For the next class session, the students read non-statistical academic articles about illegal markets by economists, meaning that in two weeks, the students go from not understanding supply and demand, to applying these concepts at a fairly high level to non-conventional settings.  The class on illegal markets is spent doing one exercise after another in which students need to apply the concepts they learned in the class before to the specific articles, starting with identifying various shocks as either supply or demand shocks and progressing to an analysis of legalization.   It is not unusual for students to need “double back” to rebuild their understanding of a concept that they did not quite get the first time.    However, the team exercises continue to require application of key concepts and the team structure facilitates a safe environment for students to express confusion.   

In this section of the class, it is important for the students to understand how an inelastic demand curve causes revenue to increase in the face of negative supply shock, which is why supply side drug control policies can actually cause the total revenue earned by drug dealers to increase.   Bushway’s experience has shown that this is the most difficult concept in the class (and the most important, because it also comes back up in understanding monopolies.)  What has become clear is that this concept is not learned in one sitting – it needs to be approached multiple times and multiple ways before the students truly grasp its meaning.  The TBL structure recognizes that, and provides the students with many opportunities to build their understanding of the concept through multiple tasks that require students to apply this concept in different settings (illegal drug markets, markets for illegal guns).  
Prior to TBL, Bushway would teach the concept in a lecture setting, but provide few opportunities for students to deepen their understanding through practice at application and analysis. Essentially students would memorize the fact that total revenue would increase when there was a negative supply shock in the face of inelastic demand – but not understand the idea well enough to use it in an actual situation.  With TBL, however, students practice using the tools of supply and demand curves enough that they can derive this answer themselves, without memorization.
Observing the Effects of TBL


Bushway conducted a full-blown implementation of TBL in the Fall of 2008. Immediately he observed how hard students began to work in his undergraduate course.  The median student self-reported that they were spending on average more than 5 hours a week outside of class, against a campus undergraduate average of 2-3. The Readiness Assurance Process was providing incentives for students to prepare and the Team RAT especially helped them deepen their understanding of important concepts.  Once the students got the basic concepts, they moved into advanced discussions and could read more challenging articles.  The difficult content was no longer a stumbling block.  Appendix A provides an example of the hardest questions on the midterm, based on the movie “Traffic” and the final, based on the movie “Untouchables”.  In each case, students are required to apply the concepts to a new, unfamiliar situation, and make inferences about a number of policy responses. The majority of the students can generate reasonable answers that reflect real understanding.  It is difficult to draw direct comparisons with Bushway’s classes taught prior to TBL, since the same exams would not have even been feasible prior to TBL – they would have completely overwhelmed the students. 
Incidentally, by the end of this first implementation Bushway saw his teaching evaluations jump to 4+ (out of 5).  Since adopting TBL his overall scores for his undergraduate course have never fallen below 4, and recently his students rated him a rare 5 overall, the highest possible score for a professor. The effect of TBL on Bushway’s graduate courses has been developing more slowly, but those ratings, too, are steadily climbing as he continues to refine the method for different types of students.  
The Broader TBL Experience at UAlbany
Bushway’s positive experience with TBL is not an isolated phenomenon. At UAlbany a decision was made by the teaching center in 2008 to use TBL as a vehicle for broader institutional change. Student satisfaction surveys at UAlbany had placed the university below its peer institutions in student engagement, and the teaching center began to focus its efforts on promoting teaching practices that would directly alter the quality of student experiences in the classroom.  Earlier efforts to promote less structured collaborative methods were having only minimal impact, and the wide variations in approaches by different instructors inhibited the creation of a dynamic community of practice that would be focused and self-sustaining.  

Based on a successful pilot implementation in a large undergraduate Philosophy class of 150 students, and a similar attempt in a large Art History course, followed by Bushway’s experiment in two Criminal Justice courses--one undergraduate, the other graduate—there was mounting evidence that students in TBL courses were not only engaging at a higher level, but were performing at higher levels as well. Instructors in all of the pilot projects reported increased student scores on comparable tests and assignments from previous semesters of the same course. Self-reporting on the quality of the classroom experience, from both students and instructors, showed high levels of satisfaction.
To disseminate the method into more UAlbany classrooms, the teaching center began to offer TBL versions of its regular Instructional Leadership Academies. An Academy is designed on the principle of a learning cohort, so as to foster a sense of community among participants. Enrollment is limited to about 10-12 faculty participants, and consists of a two-day “boot camp” followed by a series of benchmarks throughout the semester of implementation. These include a review of syllabus and course materials, classroom observation by the teaching center staff, mid-term survey of students, mid-term meeting of participants to compare outcomes at the half-way mark, and a final assessment of the project. A participant who meets all the benchmarks successfully is eligible for a stipend of $500 in kind.
Over three years and nine iterations of the Instructional Leadership Academies focused on the Michaelsen Team-Based Learning method, more than 100 UAlbany faculty members have participated in a TBL Academy. Of these, 70 adopters are still consistent users. Those who attempted but abandoned did so for a range of reasons, including discomfort with their new role of instructor, difficulty in reconceptualizing the material and work of the course for a TBL format, or perceived lack of time to do the front-end work required for a first-time users of TBL.

As of the writing of this article, there are now more than 70 active users of TBL. In addition to 5 out of 14 Criminal Justice faculty, there are emerging clusters of TBL instructors in Political Science (seven), Philosophy (three), Public Administration (4), Public Health (6) and Computer Science (2). The director of the Information Literacy program, who has witnessed a dramatic turnaround in student satisfaction in her courses as a result of TBL, has decided to make TBL the standard method for all of her faculty (5). The other UAlbany users of the method, including faculty as well as graduate student teachers, are distributed across the College of Arts and Sciences.
Conclusion

The quote in the introduction from the fifth Harry Potter movie showed a teacher using lectures to make sure that the students did not learn the real skills they would need to protect themselves in the real world.  In that case, the students actually banded together and met outside of class to learn the necessary spells in the “Room of Requirement’’.  This magical room provided the students with everything they needed to actually practice their spells, in small groups.  It is not that the theory was not relevant – but the theory then needed to be applied and relearned in the context of the learned spells.
Team Based Learning has provided teachers at UAlbany with their own “Rooms of Requirement” where they can give students the skills they need to be successful in the real world.  Of course, in this case, the skills are not spells, or even the actual content of the classes, but the ability to think critically to make decisions and the ability to work in teams.  It is a real thrill to see students who recognize that they are literally reading differently, and understanding the material in ways that they never even thought possible.  In Bushway’s case, he routinely has students send him newspaper articles that highlight some concept covered in class.  Class has become fun, for both students and teacher, because, after all, learning is fun.  

The key, however, as some students are quick to point out, is that the TBL professor is no longer “teaching”.    This is actually true.  If teaching is primarily about lecturing, then the reality is that the TBL teacher is not “teaching”.  But, it is at this point undeniable that the TBL student is learning.  Even students that actively oppose TBL learning in the classroom are willing to acknowledge this point.  What they oppose is the idea that this is not what they have come to expect from classroom teaching.  Perhaps this is not surprising, given that many of these same students have mastered the more standard approach.  But if TBL professors are not actually “teaching”, what exactly are they doing?  The answer, in a word, is leading.  Students need to learn how to think critically.  This cannot be “taught”.  Rather, students need to figure this out themselves, by being shown how to do this, and then given chances to practice.  The professor’s job is to lead them through this process, posing the challenges, and providing the necessary support when the students try and fail.  
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Appendix A

Midterm Questions on the movie Traffic. 

[image: image3.emf]1)   The movie discusses various things that  might affect the supply of cocaine from Mexico into  the United States.   Which of the following  (you can pick more than one)  will cause the supply  curve to shift out (increase the supply)?     a)   NAFTA eases the movement of Mexican trucks into the US.   b)   The arrests  of the Obregon cartel members early in the movie (led by Salazar).   c)   Carlos’s (the San Diego drug dealer) development of high impact, odorless cocaine  that can be shaped into a doll.     2)   In the movie, General Salazar meets with Robert (the drug czar).  When  Robert asks the  General about demand side   strategies , the General  says : “Addicts treat themselves, they  overdose and then there is one less to worry about”.  Evaluate this statement  –   is   the General  right ?        3)   Before he dies from poisoning, Eddie (the key witness)  tells Montel that  “ h is whole life is  pointless”  –   nothing has changed as a result of the prosecution of drug dealers.    Evaluate the   accuracy of this statement .     4)   The movie shows Caroline “paying” for d rugs through sex.   This was an increasingly  common enterprise  after the onset of crack (which addicted women at a higher rate than any  other drug).  Can you predict what   happened to the price of sex in the trad itional market for  prostitution as a result?     5)   At the party in Georgetown for Robert after he gets appointed to be the drug czar, a wom a n  tells Robert that:   “It’s the stick of law enforcement that creates the carrot of huge profits.   That is the economic truth.”  Is she right?  Please explain.     6)   Seth   (Caroline’s “boyfriend”) lectures Robert (Caroline’s father) about the drug market in the  inner city.  He claims that if  100,000 black people started showing up in Robert’s  neighborhood, those white people would start to sell drugs in one day, and white p eople  w ould   not keep going to law school.   Evaluate the economic merit of this statement.  (Think  markets  –   why are drug markets in the inner city and not Indian Hills).     7)   This is a movie about people involved in selling (and using) drugs.  Obviously, thes e people  were not deterred .   Having said that, provide an example of someone whose behavior  changed as a result of the threat of punishment (legal or illegal) .        8)   In exchange for his testimony, Javier requests electricity in his neighborhood, so that kids   can  play baseball at night rather than be temp ted by street gangs and crime.  Can this   policy have  an impact on the supply curve for illegal drugs ?  If so, How? If not, why not?       9)   How does the poverty and lack of legal jobs shown in Mexico affect the  decision making of  individuals who could potentially work in the production/selling of illegal drugs?      


Final Questions on the Movie “Untouchables”

[image: image4.emf]1)   Before Prohibition, 90% of all alcohol was consumed as beer.  During Prohibition, that declined to about 50%.  And, beer itse lf became much  more potent.   Provide an  economic explanation for why.      2)   Michael   Tonry makes an argument that social norms and cont ext affect the implementation and effect of laws.  Use evidence from the movie to  support this position.     3)   Evaluate the following statement: The 18 th   Amendment to the C onstitution (Prohibition) created Al Capone.       4)   The price of alcohol initially tripled at the start of Prohibition but eventually settled at a price that was double the pre - Prohibition level.  Evaluate  the following statement:   This   evidence   supports the claim that the  current (20 11 )  market could support  higher taxes on beer (Current taxes are  about 10% of revenue.)     5)   Evaluate the following statement:  The crooked cops in the movie are essentially using the threat of incarceration to extort  money from the  mobsters.      6)   Schelling suggested that there may be so me benefits from a law enforcement perspective of having the black market organized as a monopoly.   Name one benefit and one cost (from the crime fighting perspective) of having the mob monopolize   (or create a cartel) of  alcohol sales in  Chicago.     7)   Suppose  you are a policy maker considering criminal justice enforcement to reduce the supply of a given black market good.  You are c oncerned  that your efforts will enrich the bad guys by increasing total revenue but you don’t know if the demand for the good is el astic or not.  You find  out that the black market for that good has been monopolized by the mob.  Should you be worried?  Why or why not?     8)   Would RICO have been an effective law to use against Al Capone?  Why or why not?     9)   In Reuter’s article about the  cartage industry, he discussed effective strategies for maintaining a cartel.  If you were trying to maintain a cartel for  alcohol sales in Chicago, do you think it would be effective to use the same strategy as the waste companies did?  Why/why no t?  
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