EMBRY-RIDDLE

Aeronautical University.
SCHOLARLY COMMONS

Publications

2-2023

Critical Teaching Behaviors: Defining, Documenting, and
Discussing Good Teaching

Claudia Cornejo-Happel
cornejc1@erau.edu

Follow this and additional works at: https://commons.erau.edu/publication

b Part of the Educational Methods Commons, Educational Technology Commons, Higher Education

Commons, Higher Education and Teaching Commons, and the Online and Distance Education Commons

Scholarly Commons Citation
Barbeau, L., & Cornejo Happel, C. (2023). Critical Teaching Behaviors: Defining, Documenting, and
Discussing Good Teaching. Stylus Publishing.

This Book is brought to you for free and open access by Scholarly Commons. It has been accepted for inclusion in
Publications by an authorized administrator of Scholarly Commons. For more information, please contact
commons@erau.edu.


http://commons.erau.edu/
http://commons.erau.edu/
https://commons.erau.edu/publication
https://commons.erau.edu/publication?utm_source=commons.erau.edu%2Fpublication%2F2050&utm_medium=PDF&utm_campaign=PDFCoverPages
https://network.bepress.com/hgg/discipline/1227?utm_source=commons.erau.edu%2Fpublication%2F2050&utm_medium=PDF&utm_campaign=PDFCoverPages
https://network.bepress.com/hgg/discipline/1415?utm_source=commons.erau.edu%2Fpublication%2F2050&utm_medium=PDF&utm_campaign=PDFCoverPages
https://network.bepress.com/hgg/discipline/1245?utm_source=commons.erau.edu%2Fpublication%2F2050&utm_medium=PDF&utm_campaign=PDFCoverPages
https://network.bepress.com/hgg/discipline/1245?utm_source=commons.erau.edu%2Fpublication%2F2050&utm_medium=PDF&utm_campaign=PDFCoverPages
https://network.bepress.com/hgg/discipline/806?utm_source=commons.erau.edu%2Fpublication%2F2050&utm_medium=PDF&utm_campaign=PDFCoverPages
https://network.bepress.com/hgg/discipline/1296?utm_source=commons.erau.edu%2Fpublication%2F2050&utm_medium=PDF&utm_campaign=PDFCoverPages
mailto:commons@erau.edu

CRITICAL TEACHING BEHAVIORS



Barbeau and Cornejo Happel _9781642673692.indb 2

REFLECT
ALICGN

INTEGRATE
TECHNOLOCGCY

CRITICAL

TEACHING INCLUDE
BEHAVIORS

ENCAGE

03-01-2023 11:35:56



CRITICAL TEACHING
BEHAVIORS

Defining, Documenting, and Discussing Good Teaching

J

Lauren Barbeau and Claudia Cornejo Happel
Foreword by Nancy L. Chick

Sty/us

STERLING, VIRGINIA



Barbeau and Cornejo Happel_9781642673692.indb 4

Sty/us
COPYRIGHT © 2023 BY STYLUS PUBLISHING, LLC.

Appendix A: Critical Teaching Behaviors Framework
© 2023 Lauren Barbeau and Claudia Cornejo Happel

Appendices B, C, D, F, G are licensed under the
Creative Commons Attribution-NonCommercial 4.0
International License. To view a copy of this license,
visit http://creativecommons.org/licenses/by-nc/4.0/

or send a letter to Creative Commons, PO Box 1866,
Mountain View, CA 94042, USA.

Published by Stylus Publishing, LLC.
22883 Quicksilver Drive
Sterling, Virginia 20166-2019

All rights reserved. No part of this book may be
reprinted or reproduced in any form or by any
electronic, mechanical, or other means, now known or
hereafter invented, including photocopying, recording,
and information storage and retrieval, without
permission in writing from the publisher.

Library of Congress Cataloging-in-Publication-Data
[to come]

13-digit ISBN: 978-1-64267-368-5 (cloth)
13-digit ISBN: 978-1-64267-369-2 (paperback)
13-digit ISBN: 978-1-64267-370-8 (library
networkable e-edition)

13-digit ISBN: 978-1-64267-371-5 (consumer

e-edition)
Printed in the United States of America

All first editions printed on acid free paper
that meets the American National Standards Institute
739-48 Standard.

Bulk Purchases

Quantity discounts are available for use in
workshops and for staff development.

Call 1-800-232-0223

First Edition, 2023

03-01-2023 11:35:56



Contents
FOREWORD vii

Nancy L. Chick
ACKNOWLEDGMENTS xI
INTRODUCTION 1

PART ONE: CRITICAL TEACHING BEHAVIORS

1 ALIGN 11
2 INCLUDE 20
3 ENGAGE 39
4 ASSESS 59
5 INTEGRATE TECHNOLOGY 76
6 REFLECT 97

PART TWO: APPLICATIONS OF THE CRITICAL TEACHING BEHAVIORS FRAMEWORK

7  IDENTIFYING YOUR CORE VALUE 111
8  PEER OBSERVATION 114
9 MIDTERM STUDENT FEEDBACK 128
10 CREATING A NARRATIVE OF TEACHING EFFECTIVENESS 141
APPENDIX NOTE 149
APPENDIX A: CRITICAL TEACHING BEHAVIORS FRAMEWORK 151
APPENDIX B: CORE VALUE REFLECTION WORKSHEET AND EXAMPLE 155
APPENDIX C: TEACHING OBSERVATION INSTRUCTOR WORKSHEET 159
APPENDIX D: OBSERVATION REPORT 161

Barbeau and Cornejo Happel_9781642673692.indb 5 @

03-01-2023 11:35:56



vi CONTENTS
APPENDIX E: CTB OBSERVATION PROCESS INTRODUCTION AND OVERVIEW 165
APPENDIX F: MIDTERM STUDENT FEEDBACK SURVEY (GIFT) 167
APPENDIX G: MIDTERM STUDENT FEEDBACK REPORT 169
APPENDIX H: PEER OBSERVATION EMAIL TEMPLATES 173
APPENDIX I: MIDTERM FEEDBACK (GIFT) EMAIL TEMPLATES 175
ABOUT THE AUTHORS 177

INDEX 179

Barbeau and Cornejo Happel_9781642673692.indb 6 @ 03-01-2023 11:35:56



Foreword

When I was coming up through the tenure track from
assistant to associate to full professor, faculty talked
about question #17 on the student evaluation form in
hushed tones. The prompt on the form read, “Overall,
I consider this instructor to be an excellent teacher,”
but everyone called it the “overall instructor rating,” a
troublingly exaggerated shorthand. When in the role
of evaluator, many faculty invoked question #17—or,
more precisely, someone’s average score for question
#17—as a singular indication of the quality of a peer’s
teaching. When in the role of the one being evaluated,
faculty submitted thick dossiers with 10,000-word
self-assessments, course artifacts, grade breakdowns
by course type, annotated student work, letters from
peers class observations, department-solicited let-
ters from former students, and more. But no matter
how much evidence demonstrated various angles of
someone’s teaching effectiveness or captured the com-
plexities of different teaching experiences, that single
number weighed heavily in campus and departmental
deliberations about whether to let someone stay. Or at
least it felt that way. But this was nearly a quarter of a

centur Yy ago.
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One of the paradoxes of higher education is that it’s
focused on transforming people’s minds, but the insti-
tution itself changes with glacial speed. However, I'm
hopeful about some of the trends in higher education
in recent history. Slowly, we've been turning toward
equity in how we think about students. The G.I. Bill
of 1944 opened up the ivory towers to countless
returning military veterans who otherwise might not
have been able to afford a college degree. The 1960s
ushered in the gradual acceptance of students of color
at major American universities, and campus protests
erupted to make the curriculum reflect the student
body. And when it became clear that faculty were still
teaching in the same old one-size-fits-all ways, ped-
agogy began to evolve as well. The assumption that
students who don’t succeed aren't college material has
grown into the quest to understand and improve the
complex processes of teaching and learning within dif-
ferent contexts and for different students. It’s slow, but
it’s happening.

Even more recently, we've started to turn
toward equity in how we think about faculty, too.
Unfortunately, the diversification of faculty on
American campuses continues to be painfully unhur-
ried (National Center for Education Statistics, 2022),
as seen in the 2020 demographic data: “White faculty
are overrepresented any way you cut it” (Matias et al.,
2021, para. 6). The #thisiswhataprofessorlookslike
Twitter thread (Nadal, 2018) and the chapters in
Picture a Professor: Interrupting Bias About Faculty
and Increasing Student Learning (Neuhaus, 2022)
illustrate the current efforts to amplify the problem.
Greater attention to job advertisements, cluster and
opportunity hires, open field searches, bias train-
ing for hiring committees, and other recruitment
strategies will hopefully open more doors to faculty
offices. Yet retention efforts for a diversified faculty
are equally important, parallel to focusing on student

03-01-2023 11:35:56
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access to campus without planning both academic and
emotional supports to get them to stay.

Certainly, one of the most important retention
strategies is changing how faculty are evaluated. Just
as we learned that a one-size-fits-all approach to
students no longer supports our understanding of
teaching and learning, evaluating faculty according
to things like “fit” and other euphemisms for repli-
cating the status quo no longer supports our under-
standing of our fellow educators. Most of the energy
in this movement is concentrated on changing the
instrumentation of student evaluations of teach-
ing, particularly by highlighting their role in rein-
forcing the biases of traditional faculty evaluation
practices (e.g., Boring et al., 2016; Esarey & Valdes,
2020). This is an important undertaking. Similarly,
there is some work in the sciences to develop sys-
tematic methods and tools for classroom observa-
tions by peers (e.g., Sawada et al,, 2002; Smith
et al., 2013). More holistically, centers for teaching,
individual campuses, and clusters of institutions or
disciplinary groups are developing context-specific
approaches to peer evaluation of teaching (e.g.,
the University of Southern California Center for
Excellence in Teaching’s [n.d.-b] definition of excel-
lence teaching and accompanying checklists [n.d.-a];
the University of Oregon Office of the Provost’s
[2020] impressive process and outcomes for revising
their evaluation of teaching; the NSF-funded TEval
project at University Massachusetts, University of
Kansas, and University of Colorado).

What Lauren Barbeau and Claudia Cornejo Happel
have done in Critical Teaching Behaviors is a signifi-
cant leap forward for the entire project of evaluating
faculty—not just for specific campuses or disciplines,
but for everyone. Shaped by high-level behaviors that
are grounded in research on effective teaching and
learning, that can be expressed in myriad ways across
contexts, that can be documented in multiple forms of
evidence, and that can be seen and assessed by peers,
their framework is a gift to the hard work of changing
the face of higher education.

I first learned about their framework at a confer-
ence in February 2020 (Barbeau & Cornejo Happel,
2020). After their presentation, I told them I couldn
wait to share it with colleagues, and they told me they
were working on a book. But 20 days later, we all went
home for over a year because of a global pandemic.

Barbeau and Cornejo Happel_9781642673692.indb 8

It’s now late 2022, and here we are. They somehow
managed to complete the book during some of the
darkest days in our lifetime. (As an aside, this feat
suggests to me they should now write about the
effectiveness of their collaborative relationship.) I'm
counting the days until I can share with colleagues
more than a conference pdf of their framework.
With publication of this book, Lauren Barbeau
and Claudia Cornejo Happel are ushering in a new
phase in the gradual evolution of higher education.

Nancy L. Chick
Rollins College
Winter Park, Florida
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Introduction

What does “good” teaching mean, and how can we
know it when we see it? Perhaps you have grappled
with these questions at some point in your career,
either as an instructor wanting to document or grow
your teaching effectiveness or as a peer or administra-
tor trying to provide guidance to or assess the teach-
ing of others. Your search for answers may be what
has led you to peruse this book, and if so, you are
not alone. These questions motivated us to begin
the project you now hold in your hands (or scroll on
your screen). In January of 2018, our then institution
consolidated with another local university. The two
institutions had little in common beyond geographic
proximity. Vastly different methods of evaluating
teaching for tenure, promotion, and annual review
purposes understandably emerged as a chief concern
for instructors as departments merged and leader-
ship changed. As educational developers supporting
instructors in their teaching, we began fielding an
influx of questions related to the documentation
and evaluation of teaching from anxious instruc-
tors and conscientious administrators. Although we
received many variations on the theme, they usually
boiled down to two fundamental questions: What
is “good” teaching, and how can we identify it for
purposes of documentation and evaluation?

To respond to these questions, we began reviewing
a myriad of frameworks and resources related to this
topic. While each resource had its merits, we found
that none of them was flexible enough to accom-
modate disciplinary and contextual differences while
also offering a suite of comprehensive, aligned tools
for documenting and discussing teaching. Many of

Barbeau and Cornejo Happel_9781642673692.indb 1

the resources we reviewed functioned more as check-
lists of qualities or actions that characterize the effec-
tive teacher than as guidance that flexibly adapts to
the unique teaching styles of individual instructors.
Research provides invaluable guidance on effective
teaching practices; however, successful implemen-
tation of those practices depends on a broad range
of variables, including but not limited to instruc-
tor persona, students, discipline, class size, modality,
and course and institutional context. We believe that
good teaching can be learned, but we also believe that
there is no “one-size-fits-all” version of good teaching.
When it comes to defining good teaching, we realized
that no checklist can capture the complex decisions
we as individual instructors make about what practices
to implement in our courses and how. We needed an
instrument that was both flexible enough to accom-
modate individual expressions of good teaching and
comprehensive enough to provide a unifying language
and common understanding of the components of
good teaching. Thus, the critical teaching behaviors
(CTB) framework was born.!

As we began to share our work on the CTB, we real-
ized the questions that initially inspired us and chal-
lenges we faced in finding the right resource were not
unique to our situation. Rather, these issues seemed
relevant to others across higher education as well.
An increasing number of studies indicate the prob-
lematic nature of evaluating instructor performance
based exclusively on student evaluations, which have
long been a staple means of assessing “good” teach-
ing (Boring, 2017; Kreitzer & Sweet-Cushman, 2022;
Mitchell & Martin, 2018).

03-01-2023 11:35:56



INTRODUCTION

With the search for alternative documentation and
evaluation methods, interest in peer observation and
student feedback sessions has risen, as has the need
for guidance on how to conduct them and how to
use the reports as evidence of teaching effectiveness.
Many institutions have also begun to look for means
to incorporate more of the instructor’s perspective
on their own teaching into the evaluation process.
Overall, we see a trend toward more holistic means of
documenting and assessing teaching effectiveness, one
that includes a variety of evidence and perspectives.

The CTB contributes to and advances this move-
ment to holistically document teaching in several ways.
First, in developing the CTB, we focused on dynamic
behaviors instructors enact rather than innate charac-
teristics they possess. This emphasis on behaviors that
can be adopted, adapted, and refined through learn-
ing and reflection means that anyone has the potential
to become a “good” teacher. It also allows us to pro-
vide clear guidance on what instructors and observ-
ers can look for as evidence of good teaching while
simultaneously leaving space for instructors to flex-
ibly express these behaviors. In reviewing other, more
behavior-oriented frameworks, however, we noticed a
potential danger of this approach: Concentrating on
instructor actions can lead us to privilege what hap-
pens in the learning space over the effort an instructor
puts into preparation. As we discussed this problem,
we frequently found ourselves using an iceberg anal-
ogy to understand how good teaching is identified and
documented through behaviors. Only about 10% of
an iceberg is visible above water; the vast majority of
its bulk remains hidden below the surface to the casual
observer. When it comes to proving teaching effective-
ness, we likewise tend to showcase or review only what
is visible in the learning space, whether that space is
face-to-face or online. As instructors ourselves and
professionals working with teachers to enhance teach-
ing and learning, we can confidently say that what can
be seen in the learning space captures only a fraction
of the time and effort that goes into effective instruc-
tion. Much of the work instructors do to design and
deliver quality learning experiences goes unseen and
undocumented, especially when we place the focus
on behaviors. In keeping with our desire to promote a
more holistic approach to the documentation and dis-
cussion of teaching effectiveness, we considered what
instructors do outside the learning space to engage in
good teaching practices and then generated suggested

Barbeau and Cornejo Happel_9781642673692.indb 2

documentation instructors might provide to capture
these otherwise invisible behaviors.

As part of our desire to help instructors present
their teaching holistically, we came to understand that
documenting good teaching requires more than sim-
ple guidance on behaviors to observe and evidence to
collect; instructors need to articulate a sense of self to
which they can align their artifacts. Without this guid-
ing set of teaching values to drive the curation of arti-
facts, instructors may cobble together a hodgepodge
of materials with little thyme or reason evident to the
reviewer. When materials do not tell a coherent story
about our teaching, even the best teachers may be
overlooked by reviewers because we fail to communi-
cate our effectiveness in a manner that makes sense to
an external audience. Consequently, we began to think
more about how we could help instructors produce
coherence across their materials so that each selected
artifact expands upon the central story they want to
tell about their teaching. Instead of thinking of the
CTB framework merely as a list of definitions, behav-
iors, and evidence, we saw that, with a little training,
instructors can use it to create a persuasive, cohesive
narrative of teaching effectiveness that helps them
convey a genuine sense of self as a teacher. Because the
voices of peers and students play crucial roles in our
materials as well as in our development of a sense of
self as teacher, we also developed aligned peer observa-
tion and student feedback instruments that make it
easier to incorporate their voices while maintaining
coherence across selected artifacts. The end result of
our reflections is a suite of tools and activities aligned
to the CTB framework, designed to help instructors
craft a cohesive narrative of teaching effectiveness sup-
ported by relevant evidence.

What Is the CTB Framework?

Now that you understand the “why” behind this pro-
ject, we can turn our attention to the “what.” Before
moving forward, however, we recommend that you
first review the framework in Appendix A, as the fol-
lowing explanation will make much more sense if
you have seen the framework. The CTB framework
consists of six categories of behaviors that, based on
our review of research, encompass the actions effec-
tive instructors exhibit when designing and delivering
their courses. (Note: If you visit the book resources at

03-01-2023 11:35:56



INTRODUCTION

hetps://criticalteachingbehaviors.org, you will be able
to access the original, full-color version of the frame-
work where each category box is color coded for easy
reference because Claudia likes boxes and Lauren likes
colors.) Designed for the purpose of helping instruc-
tors and administrators define, document, and discuss
good teaching, the framework includes category defi-
nitions, example behaviors that break the definition
into more easily identifiable actions, and a final evi-
dence column that offers suggestions on how to docu-
ment behaviors in each category. Table .1 provides the
categories and their definitions for ease of reference.
We intentionally chose to title each category and
start each set of accompanying behaviors with a verb.
This focus on action makes it easier for both instruc-
tors and those assessing instructors to recognize and
document concrete elements of good teaching. While
good teaching means that an instructor will consist-
ently engage in behaviors across all categories, we did
not design nor do we intend the CTB to be used as a
checklist of behaviors all instructors should enact all
the time to be considered effective. Instead, we hope
to promote agency by offering a range of behaviors
instructors can choose to implement in each category

depending on their contextual needs, as discussed
previously.

To build the CTB framework itself, we conducted
extensive literature reviews and found two primary
phenomena. First, instructors are nearly drowning in
a sea of information about good teaching practices.
Each year, a proliferation of newly published books
seeks to inform instructors of specific, research-based
teaching practices. These books offer a deep dive into
one aspect of teaching, such as inclusivity or engage-
ment. Sometimes they may even focus on one specific
but complex teaching strategy—for example, project-
based learning. Second, we noticed a significant uptick
in the last decade in the number of models for assess-
ing teaching as individual departments, institutions,
and professional organizations have grappled with
questions about how to document teaching. These
models run the gamut from frameworks to checklists
to rubrics to self-assessments and beyond, but with
few exceptions, they are at most accompanied by a
white paper or published article primarily focusing
on the need for and research related to the implemen-
tation of the model. Rarely is the goal to produce a
thorough review of teaching literature captured in one

TABLE I.1: CTB Categories and Definitions

Align

Instructors who align components of learning experiences start with clear learning goals. Measurable
outcomes, teaching and learning activities, assessment tasks, and feedback build on each other to
support student progress toward these goals.

Include

Instructors who create an inclusive learning environment promote equity by using accessibility
standards and learner-centered strategies when designing and delivering content. They cultivate
an atmosphere in which students see themselves positively represented and experience a sense of
belonging conducive to emotional well-being for learning.

Engage

development.

Instructors who engage students purposefully select research-based techniques to ensure that
students actively participate in the learning process and take responsibility for their intellectual

Assess

Instructors who assess learning develop and facilitate transparent, meaningful tasks to provide
students with timely feedback on their learning and to measure achievement of learning outcomes.
They frequently review data to improve instruction.

Integrate
Technology

and time.

Instructors who integrate technology responsibly use tools to design accessible, high-quality
instructional materials and engaging learning opportunities beyond traditional barriers of place

Reflect

Instructors who reflect gather feedback on their teaching from self-assessment, peers, and students to
regularly identify opportunities for growth. They pursue improvements to their instruction through
engagement with professional development and scholarship.

Barbeau and Cornejo Happel_9781642673692.indb 3
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INTRODUCTION

overarching model as well as a suite of instruments
aligned to that model. Only a handful of publications
have attempted to present a comprehensive overview
of research that more generally amasses and defines the
necessary elements of good teaching practice. In other
words, if you are looking for one resource that summa-
rizes and synthesizes these deep dive books into a com-
prehensive model of effective teaching practices, you
will be hard-pressed to find it. Existing models tend
to facilitate instructor self-assessment and base the
recognition of effective teaching on self-reported data.
They usually focus on only one type of teaching assess-
ment and feedback—evaluative, formative, or self-
reflective—whereas assessments in practice often serve
more than one purpose. Most models we encountered
stand alone; they do not provide aligned guidance or
instruments to gather or make effective use of student
and peer perspectives on teaching. While they might
list behaviors to look for or materials to gather, cur-
rent models rarely provide guidance on how to con-
nect behaviors with materials in a narrative that makes
an argument for teaching effectiveness.

We sought to fill these gaps with the CTB. The six
categories that now comprise the framework emerged
primarily from a thematic analysis of teaching and
learning literature. We began to code prevailing con-
cepts across the research until we had established con-
sistent categories into which they fell. This approach
also allowed us to make note of specific strategies and
behaviors associated with each category. The chapters
in Part One outline research-based practices in each
category, providing you an accessible summary of
what foundational research as well as the most recent
studies reveal about teaching for improved learning.
Because our goal is breadth of strategies in these chap-
ters, we cannot provide significant depth on any one
strategy, but our references offer excellent resources
for deeper dives on particular subjects. Part Two intro-
duces CTB-aligned instruments for collecting self,
peer, and student perspectives on your teaching and
offers guidance on how to gather these perspectives
as well as options for using them for different assess-
ment purposes. Throughout the book, we strive for a
practical approach that goes beyond mere summary to
explain how you can translate research into behaviors
and what documentation you can collect as evidence
of those behaviors.

Because we found some degree of simplification
and separation necessary for creating a useful tool,
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CTB categories are artificially neat, and in that regard,
they do not reflect the often messy business of teach-
ing. Teaching does not fall nicely into bounded, color-
coded boxes. Realistically, a behavior listed in the Assess
category might also fall into any of the other categories
depending on the purpose behind your implementa-
tion of it. We will talk more about this fuzziness and
how to deal with it when documenting your teaching
in Part Two, specifically in the first and last chapters
of that section. To visually capture the blurriness of
behaviors across categories, we created the model in
Figure 1.1. While we jokingly dubbed it the “zygote
model” in our brainstorming sessions because it looks
like a cell dividing, we like to think that the name cap-
tures something important about the way these cat-
egories interact. Like a cell dividing, the productive
overlap of behaviors in this model leads to growth—in
this case, your growth as a teacher. Neither placement
nor size in the model indicate greater or lesser impor-
tance; all categories are equally important aspects of
good teaching. Rather, placement indicates how we
conceptualized the interactions among categories.

The four inner categories, Integrate Technology,
Include, Engage, and Assess, tend to be the most vis-
ible behaviors. Of course we invisibly perform com-
ponents of these categories outside the learning space,
but we can typically see evidence of these behaviors
when we perform an observation without having to
request additional documentation. Align behaviors
can be harder to see in the learning space and often
require us to look at additional documents, such as the
syllabus, for proof an instructor is engaging in these
behaviors. Although not always as visible, alignment
holds the four inner categories together by providing
purpose and direction to the behaviors we implement
in those categories. Reflect behaviors usually require a
conversation with the instructor. Because these behav-
iors can be difficult to document, we include spaces
for instructor reflection in both our peer observation
and student feedback instruments. Despite its elu-
siveness when it comes to documentation, reflection
encompasses all other behaviors because it allows us
to zero in on particular aspects of our teaching to self-
assess, document, and grow.

As you learn more about each category, you may
find that you conceptualize these interactions differ-
ently. You may even develop your own personalized
model that reflects how you believe these categories
interact to produce your particular way of teaching.
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Figure I.1. CTB model of teaching behaviors.
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We offer this model not as the definitive depiction of
how the components of good teaching interact but
as a means of problematizing the artificial order we
imposed on the categories to create the framework.
As you read about each of the categories in Part One,
we encourage you to look for and reflect upon points
of overlap across categories. Sometimes we explic-
itly cross-reference between categories, but if you are
attentive, you will certainly find additional areas of
overlap.

How Can You Use This Book?

We designed this to be an interactive workbook. While
you can choose to read passively, you will get the most
value from this book by completing the prompts and
activities along the way. Our holistic approach to the
documentation of teaching led us to develop reflec-
tive methods that encourage you to continue growing
even as they help you identify and showcase current
achievements. Engaging in this kind of meaningful
reflection will take some dedicated time and effort on
your part; however, doing so will also empower you
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to take charge of your teaching documentation. After
responding to the prompts, by the end of this book,
you will be able to:

1. Identify behaviors consistent with good
teaching.

2. Reflect upon the teaching behaviors you
already exhibit.

3. Implement research-based, effective teaching
behaviors across each of the six CTB categories.

4. Document your teaching behaviors.

5. Articulate a core value statement that moti-
vates your approach to teaching.

6. Conduct and/or reflect on a peer observation.

7. Collect and/or reflect on midterm student
feedback.

8. Use your core value statement to purposefully
select and frame evidence of effectiveness in a
coherent teaching narrative.

Part One leads you through the first four listed
outcomes by defining and expounding upon the CTB
categories. Each chapter follows the same format for
the sake of consistency. The “What Do We Know?”
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section summarizes key research on the category. If
you need a quick reference on what research says about
a particular category, we recommend you start in this
section and dig deeper when necessary using the in-text
citations. In the “What Do We Do?” section, we pro-
vide a step-by-step breakdown of the six behaviors
listed on the framework to provide a concise overview
of the different ways you can express that behavior.
Remember, these breakdowns are not checkboxes; you
need not engage in every behavior to be a good teacher,
nor does your expression of the behavior need to look
the same as someone else’s. Chapters in Part One end
with a “What Do We Show?” table that explains the
type of documentation you can collect as evidence
of behaviors in each category. We explain what the
documentation is and offer strategies for collecting
it. The table is broken into “Personal Materials” and
“Materials From Others” to help you quickly identify
the source of the documentation. Each chapter con-
cludes with a set of “Reflection Questions” to help
you think more deeply about topics introduced in the
chapter and begin to identify behaviors you already
engage in related to the category as well as areas for
growth.

In Part Two, we explore instruments and activi-
ties aligned with the CTB framework that guide you
through the last four listed outcomes. This section
begins with chapter 7, “Identifying Your Core Value.”
If your goal in reading this book is to craft a persuasive
narrative of teaching effectiveness, you will not want to
skip this activity. Subsequent chapters will refer back
to your core value to explain how you can use it as a
lens to frame other materials you collect as evidence of
your teaching effectiveness. The following chapters on
“Peer Observation” and “Midterm Student Feedback”
sessions introduce CTB-aligned instruments you can
use to gather perspectives on your teaching from peers
and students. These chapters do double duty, both
training you to conduct observations and feedback
sessions using CTB tools and explaining how you
can reflect upon these reports to productively advance
your effectiveness narrative. The final chapter ties it
all together by providing instruction on how you can
use the CTB to frame a narrative of teaching effective-
ness and intentionally select evidence that supports a
coherent narrative.

For readers fulfilling an administrative role, you will
necessarily approach the content from a different per-
spective, and we want to give some guidance on how
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you can use this book. Consider Part One the foun-
dation for a common language around defining good
teaching. The research contained in the “What Do We
Know?” sections as well as the breakdown of actions
in the “What Do We Do?” sections help you identify
and discuss effective teaching practices. You may also
be asked by instructors for guidance on evidence they
can gather to document their teaching. In addition to
the more common materials instructors can collect,
the “What Do We Show” sections list items you may
not have considered and act as easy references you can
share with instructors. If you are secking informa-
tion on how to incorporate peer or student voices in
the process of evaluating teaching, you will want to
read the “Peer Observation” and “Midterm Student
Feedback” chapters in Part Two. These chapters will
provide guidance on how you can conduct these ses-
sions and potentially allow you to train others to use
the same approach. We realize that no perfect instru-
ment exists to meet the needs of every possible context
in which it might be used; for this reason, materials
we introduce in these chapters are Creative Commons
licensed. While we welcome you to use the instru-
ments as designed and according to the protocols we
developed, we recognize that you may need to adapt
both the instruments and the protocols to suit your
needs, and we encourage you to do that. Use the chap-
ters in Part One to add or replace example behaviors
on the instruments, narrow the instruments to focus
on one or a few categories, alter the protocols, and so
on. We wanted to design instruments that give you the
freedom (and supporting guidance that gives you the
knowledge) to make changes based on your needs. All
we ask is that you share your adaptations with us (at
criticalteachingbehaviors@gmail.com) and allow us to
post them on the “Adaptations” portion of our website
so others can benefit from your ideas.

As you prepare to dive into the CTB, we leave you
with a word of caution as well as encouragement. You
may read some behavior lists and discover you are
already implementing many or most of the research-
based practices. If so, wonderful! Focus on document-
ing your efforts in that category. Other times, you may
read a behavior list and feel overwhelmed by the num-
ber of things you could be doing. The CTB is as com-
prehensive as we could make it while still maintaining
intelligibility and applicability, but this does mean it
might feel like an overwhelming amount of informa-
tion to try to act upon. Should you find yourself in
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this position while reading, we encourage you to con-
centrate on being the best teacher you can be with-
out overdoing it. We are all too aware of the many
responsibilities instructors bear. Even in the best of cir-
cumstances, none of us can do everything all at once.
Instead, prioritize the changes you want to make to
your teaching or documentation you want to generate.
Select one category to work on for a defined period of
time or choose a behavior you want to implement and
dig deeper into how to do it well. Becoming a better
instructor and documenting your effectiveness take
time. Do what you can when you can. Incremental

efforts add up to a career defined by good teaching.

Note

1. The name critical teaching behaviors came from
our early research into assessing the impact of professional
or educational development training on participants. We
were interested in determining whether our pedagogy
workshops actually led to improved student learning as a
result of changes instructors made to their teaching after
attending training. In Four Levels of Training Evaluation,
Kirkpatrick and Kirkpatrick (2016) identify “behavior” as
the third tier of assessment, beyond satisfaction with and
learning as a result of training. They explain “critical behav-
iors” as the “few, key behaviors that the primary group will
have to consistently perform on the job to bring about tar-
geted outcomes” (p. 14). For our purposes, we identified the
“primary group” as instructors and the “targeted outcome”
as student learning. We then set about identifying critical
“teaching” behaviors that, when consistently performed by
instructors, lead most frequently to student learning accord-
ing to research. While we eventually set aside this assess-
ment project to focus on this project instead, the name
critical teaching behaviors stuck.
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