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Although it is the object of vile denouncements when faculty members discuss teaching techniques, the lecture remains the most common mode of instruction in higher education. The resilience of the lecture may have little to do with its educational soundness and more to do with the perceived ease of preparation and/or faculty members' unfamiliarity with alternatives. Nonetheless, lecturing can be a vibrant teaching method, if you are well prepared. We would like to describe a systematic approach to lecture preparation that we have found useful. 

Anticipation 
If you have taught the same course a few times, anticipation need not take much time. Yet, most of us could benefit from at least a cursory review of study and definition issues. 

Survey. During an informal survey, we consider curricula, course goals, pedagogy, learning styles, and students' level of preparation (their intellectual preparedness, their maturity, and level of anxiety). Often overlooked are seemingly trivial issues, such as the time of day that the class is offered or movable versus non-movable furniture, which can drastically affect pedagogical presentation. For example, both of us like to break up lectures with small group work, and we need to know whether we will be assigned a room with movable desks. 

Study. Prior to each course, we consider what knowledge of theorems, concepts, and vocabulary the students can be expected to bring to a particular class. Also, because survey plans are made in advance, we may often need to adjust daily plans. Current events can suggest changes. For example, in the days following the beginning of Desert Storm, our students underwent profound emotional swings and were not emotionally ready to discuss Spinoza's philosophy. We have found that lecturing on a difficult topic on a Friday might best be done earlier in the week to allow for better continuity. 

Definition. Defining outcomes for a class period is the final step. Although this depends upon your discipline and the role your course plays in the curriculum, you should ask yourself: "What should my students know as a result of this lecture? What beliefs should they be able to question or defend?" 

Preparation 
The second step, preparation, incorporates decisions involving selection, acquisition, design, and construction. Before proceeding, a caution is in order: a well-delivered lecture rarely replicates the prepared lecture. If we attempt verbatim delivery, we are not taking advantage of lecturing's greatest strength--the opportunity to interact with a live audience. One anonymous professor compared teaching to a performance, and that doesn't mean theatrical performance; it's a recitation... all recitations are different from one another; . . . dialectical events where there is dialogue between the reciter and the audience. The audience is as important to the performer as the reciter of the performance. (Humphreys and Pollio 1990, 1) 

Selection. The first step is selecting what and how to teach. For most of us, deciding what not to teach is difficult, yet we know that the more we teach, the less students learn (Cashin 1990; McKeachie 1986). Although authorities disagree on the number of points to include in a lecture, the range goes from three (Eble 1979, 46) to nine (Cashin 1990, 61). Therefore, preparation "demands an intelligent, imaginative, and ruthless power of selection" (Eble 1976, 47). 

When selecting, consider the broader aspects of your discipline and avoid unnecessary details. Stress the principles and processes that relate to the student's other learning. One anonymous professor quoted by Humphreys and Pollio (1990) put it rather well. "Process and methods ... are important and ... not what color was God's underpants." Also, avoid the feeling that you must fill every minute with profound, new material. Consider allowing for some silence to give students the opportunity to process new ideas. If teaching is more than "telling," then sometimes we need to lead our students to opportunities where they can think in a quiet classroom. 

When applying our model to our own classes, we also take care to select appropriate examples. Beard and Harley (1984) cite several research studies that conclude that when professors select a few points and illustrate them with carefully selected, concrete examples, "comprehension increases markedly ..." (159). They also note that too many examples tend to decrease retention; this, however, is disputed by research cited by McKeachie (1986) who suggests that professors with reputations for being outstanding lecturers "did two things; they used a simple plan and many examples" (81). 

Another consideration is how to present ideas and information. Researchers invariably find that uninvolved listeners rapidly lose interest. "In fifty-minute lectures without variation in style, however, there was usually a period of non-attention initially, followed by another some ten to eighteen minutes later and, as the lecture proceeded, attention spans became shorter ... (Beard and Hartley 1984, 164). Thus, lecturers should change the pace every ten to twenty minutes. The change of pace need not be highly interrupting. "It could simply be stopping for questions, or putting a transparency on the overhead or moving to a different part of the room--but do something different" (Cashin 1990, 62). 

If you are interested in more dramatic changes of pace, there are many ways to combine your lecture with other teaching strategies. Eble (1979) describes several variants: the formal lecture, and lecture combined with discussion, laboratory, recitation, problem sets, or demonstration. Lowman (1984) adds the expository and the provocative lecture. Beard and Hartley (1984) discuss different kinds of lectures: visual, exemplary, amorphous, and eclectic. Frederick (1986) takes several of these types and provides some ideas on how to use them in the classroom. 

Design. Design includes selecting a format and preparing the parts of the lecture. The first decision involves the type of notes you need. Some lecturers write out verbatim texts; others work from notes jotted on the back of a napkin. 

Although verbatim text provides security, the drawbacks outweigh the benefits. Instructors who usually read the notes word for word often deliver lifeless, monotone lectures, and ignore the importance of eye contact with their students. Moreover, a written text is often difficult to understand when read aloud. Written sentences are often designed for stylistic flare and are usually long and syntactically complex, making them difficult to say aloud and much more difficult to comprehend. 

We prefer working from an outline rather than a verbatim text. An outline forces spontaneity by requiring us to form sentences on the spot--producing a more conversational, informal delivery. However, the question of an extensive versus brief outline remains open. Some professors make extensive notes that approach verbatim texts. Day (1980) studied seventy-five professors and found that extensive notes tend to reduce eye contact with students. 

Nevertheless, many of us believe that we need reasonably complete notes. Luckily, there are ways we can moderately expand notes and still make eye contact. Use different colored highlighters to mark the notes, and leave generous amounts of space between key concepts. If you prepare your lecture notes on a word processor, you can use different fonts to distinguish different parts. Day (1980) reminds us that there are also nonlinguistic formats that help students grasp the essential points and connections. You may wish to consider using tree diagrams, flowcharts, pictorial formats, or Venn diagrams. 

The second design step is the preparation of each part of the lecture. A well-designed lecture wil have four distinct parts: the pre-opening, the opening, the body, and the close. 

Pre-opening. If we fail to engage the audience, the best planned lecture will be ineffective. The pre-opening gives students time to end their conversations, settle their belongings, and get out their notebooks. Many professors use dramatic or humorous ways of getting attention. Some pound the lectern, shut the door with a bang, or always arrive at precisely the starting time and expect students to organize themselves while the professor does the same. Some tell a joke or use a phrase like "This meeting is called to order." One of our favorites is "Today we will..." Then we provide a brief sketch of the day's major goals. 

The Opening. Effective lecturers gain students' interest immediately. Some opening techniques follow: 

· Ask a question that either the lecture will answer or that the student will be able to answer after the lecture. 
· Start by posing a dilemma. 
· Give an alarming statistic. 
· Tell an intriguing story or anecdote. 
· Relate content to students' experiences or potential career. 
· Place the material in a historical setting. 
· Show how the material fits with other lectures. 
· Use a dramatic picture or drawing. 
What you do needs to fit your teaching style. Think about the opening as a necessary part of your preparation. Although some lecturers have had the experience of a fortuitous spur-of-the-moment thought that sets up a class, such luck seems rather rare. 

The Body. What will you tell them? The body of the lecture provides an excellent opportunity to present material that the students would not have easy access to. Recent research findings, new interpretations, new and unusual applications of the concepts are only a few of many possibilities. Lowman (1984) suggests that central points or general themes that tie together as many other topics as possible should be presented. ... 

Points should be selected for their high interest to students. . . . Satisfying students' initial curiosity about certain topics is a good way to lead them to appreciate the importance, beauty, or relevance of other ideas that seem less appealing at first, and to motivate them to read assigned materials outside of class. 

Of most importance ... is the depth and complexity of a given topic. A lecture should not be so simplistic or obvious that students are unlikely to learn anything new ..., neither should it be so sophisticated and terse that many will be overwhelmed with the intricacy of the remarks. (103-104) 

It is, of course, difficult to sustain the interest of all students while keeping the presentation at an appropriate level. Experience and knowing your audience remain the best guides for deciding on the proper level of complexity. When designing the lecture's body, we try to make our main ideas understandable by repeating them, indicating their importance, and making explicit the connections. When designing a lecture, we try "to be aware of instances in which new words or concepts are being introduced and to build in greater redundancy as well as pauses during which students can catch up and get appropriate notes" (McKeachie 1986, 75). 

Because critical thinking, analysis, and application are vital goals, our design includes ways to allow our students to practice these skills. Some suggestions for encouraging active thinking include pointing out complex and easily overlooked relationships, asking rhetorical or provocative questions, and soliciting students' original examples of the concepts. To encourage student participation in larger classes, we ask each student to write examples and then discuss them with two or three other students for a few minutes. We then share a few of the group ideas with the class. 

The Closing. Many fine lectures end with a professor trying desperately to regain the attention of students busy gathering up their belongings and packing their backpacks. All the while, the professor is dispensing the great truth upon which the whole lecture rests. Lecturers need to use the last moments wisely. Two minutes before the bell is not the time to inject intellectual wonder drugs into the minds of students. 

The last few minutes can be effectively used to summarize key concepts, but this summary needs to be designed ahead of time. Putting concepts on an overhead or the board gives the students something to copy. If they get in the habit of expecting something to put in their notebooks, the backpacks may be ignored until after class. Some teachers like to close with a question that the next lecture will answer or a question that students prepare for the next class. One technique is to have students write a statement or a question about the class on a 3"-X-5" card and turn it in before leaving the room. The next class period begins by answering questions and clarifying confusions revealed by the cards. 

Construction. Although part of preparation, construction of classroom materials is relatively easy for most instructors. One question arises about whether to provide students with copies of prepared notes. Some professors argue that the note-taking process aids students' learning. Others suggest that students busy taking notes cannot process the ideas behind their scribbles. Beard and Hartley (1984) cite research that "retention of information was superior if notetaking was separated from listening" (162). They cite additional research demonstrating that "overall, duplication of the lecturer's notes proved most effective. Partial notes containing copies of headings, key points, ... were almost as effective. Students who made their own notes remembered the least in a delayed achievement test" (162). 

Nonetheless, many professors would agree with Lowman (1984) that many students when "given a detailed lecture outline ... simply examine the handout, develop a false sense of security, and pay little attention" (110-111). Lowman cogently argues that "it is the process of taking notes that is most important" (110). Moreover, research cited by McKeachie (1986) also shows "that students who take notes remember material better than the control group not taking notes even though the note takers turned in their notes immediately after the lecture" (74). 

Execution 
The third step, execution, incorporates paying attention to your own speech habits, demeanor, and body language. 

Speech habits. We recently attended the lecture of a well-respected researcher and author. Although the person's writing is fascinating, her "verbal tics" became so annoying that we lost all interest. Even though students may not walk out of your lecture, sloppy speech. patterns can hinder their learning. The following are some guidelines of good speaking 

· Vary your speech rate, volume, pitch -- slowing down when presenting important ideas to allow time for note taking. 
· Speak loud enough to be heard at the back of the room. 
· Talk to the students, not to the lectern, ceiling, or floor. 
· Avoid talking when you are writing on the blackboard. 
· Avoid pet words or expressions (ah, uh, okay, all right, you know, like, now, what I mean). 
· Avoid the constant clearing of your throat. 
· Avoid dropping your voice at the end of a sentence. 
· Avoid academic jargon when possible. 
· Strive for a relaxed, conversational style of delivery. 
Demeanor. A teacher's demeanor in the class affects students' attitudes, which affect learning. We believe that to be a good teacher, one has to value students as persons. "Education ought to build each student's sense of self-esteem. An education that robs us of such feelings steals our dignity. An enlightened teacher will recognize this and structure education in ways that allow others to achieve this essential sense of dignity" (Murray 1989, 75). 

Although "correct" demeanor cannot be boiled down to a formula, there are ways to demonstrate one's respect for students. We try hard to "be prompt, efficient, prepared, organized and alert. These are nonverbal features that arouse in the student feelings of: "This person really cares". ..." (Weaver, II 1990, 67). When students become involved, we acknowledge and respect their reactions by using sincere praise and appropriate humor. We try to be relaxed, informal, and friendly. 

Body language. The most pivotal aspect of body language deals with the impressions that students draw from the way a teacher moves. He or she can give an air of superiority or the feeling of being approachable, open, and friendly. Responsive teachers move among the students, make eye contact, and smile. Unfriendly teachers are wooden, look only occasionally at the class, and appear to be unhappy or bored. 

Support 
The final step, support, involves 1. evaluation and 2. maintenance and enhancement. 

Evaluation. Professors interested in becoming better teachers realize that self-evaluation is vital. We believe it promotes vitality and is contagious. Critical self-examination need not suggest inferior teaching, but, in most cases, it does suggest caring about serving the students and the profession. There are many ways to assess one's lecturing. Among them are the following suggestions. If you are interested in voice quality, speech patterns, or how well organized you are, try an audiotape. Videotaping a lecture can help you see and hear yourself in action. Goulden (1991: 2) suggests watching a videotape with the sound off to analyze "the visual non-verbal elements" of your presentation skills. 

An often overlooked means of evaluating your lecturing skills is to ask your students. Brown and Atkins (1988,40-42) provide excellent examples of several instruments that you can adapt to your needs. Murray (1991) describes a group evaluation process that can be used at mid-term. 

Another evaluation technique would be to form a mutual assistance pact with a colleague. You could each sit in on the other's classes and immediately after class exchange impressions. A colleague who taught a different discipline might better judge how well you presented material to someone less familiar with the subject. A similar idea, which has been used quite successfully in K-12 education but has been slow to catch on in colleges, is clinical supervision. Clinical supervision works because of its structured approach to evaluation. The details are beyond the scope of this article but can be found in Cogan's (1973) Clinical Supervision. 

McKeachie (1986) suggests creating a committee of students from your class and meeting occasionally with it to solicit ideas about your teaching and how you might improve. The members of the committee are responsible for representing their classmates' views as well as their own. This method of involving students is similar to that of using the Japanese management technique of quality circles in the classroom, as described by Kogut (1984) in College Teaching. You often have very strong impressions about how things went immediately after you conclude a class. Taking time to record your thoughts in a journal can help you improve. 

Maintenance and enhancement. The last step is to take what you have learned and work it into the next lecture. Although sometimes it is painful, we learn from evaluating our performance. However, the value cannot be realized unless we make the appropriate corrections. Some corrections concerning execution can be worked in immediately. Others involve content omissions, examples that did not work, or handouts that were vague. These errors should be noted but cannot be corrected until the next time you give this lecture. 

Lecturing, like any other form of teaching and learning, can be terrible, but it can also be an uplifting and enlightening experience. Teachers deserve the exhilarating experience of leaving a classroom knowing that they inspired their students. However, you will never have this experience without practicing anticipation, preparation, execution, and support. 

Figure 1. Murray A.P.E.S. Model for Lectures 
ANTICIPATION

Survey overall issues

        Study particular class session

        Define desired outcomes, course relevance to curriculum, course content, teaching

strategies, resources, learning styles, student demographics, student motivation and readiness class days, time, room, etc.,  purpose, specific content, student readiness for material, resources available, appropriate teaching strategies

            problems or concerns related to particular class session

        knowledge attitudes theories or beliefs skills

PREPARATION

Select what and how to teach

Acquire needed resources

Design format and lecture, amount and type of material appropriate, examples ways to provide variety, change of pace, strategies ,lecture type, equipment tapes, films overheads demonstration materials

· format: notes or verbatim text lecture parts: pre-opening,  opening, body, and        closing 
· Construct segments: overheads, handouts, integrated lecture with AV

EXECUTION

Deliver the lecture (timing speech habits demeanor body language)
SUPPORT

Evaluate the lecture

Maintain and enhance self-reflection, audio- or videotape, peer collaboration, student

surveys, student groups re general aspects of execution course content teaching, problems notes
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