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SELF-CONCEPT:  The Center of It  Al l 

ñIdentity Crisisò of the GTA 

 

 

Graduate students who have teaching responsibi l i t ies within a university may 

f ind i t  to be a schizoid experience.  On the one hand, they are students who are 

asked to assume the role of teachers, thus they are perceived as faculty by 

their own students.  Indeed, i t  is l ikely that many students, part icularly in 

lower division courses, do not clearly dif ferentiate between a Graduate 

Teaching Assistant and faculty status when they deal with instructors.  On the 

other hand, among faculty and administrators, GTAs are general ly perceived 

as students, not col leagues.  Graduate students themselves of ten identi fy and 

empathize with the student role, yet this may prove to be both an asset and 

l iabi l i ty  in their own teaching.  Compounding the ñidentity crisisò for older 

graduate students (who have come from a professional work situation) is the 

reversion to student status and the economical retrenchment that usual ly 

accompanies i t .   At the very least, there is a jol t  to self-conf idenceðthe very 

self-conf idence needed to be an ef fect ive teacher. 

 

Graduate students are engaged in courses and inquiry at an advanced level within 

their discipl ine, often in a small  class format; yet they must adjust the organization 

of the material and their explanations to an introductory level,  appropriate for  

large, heterogeneous groups.  Another counterweight in this psychological 

balancing act is the fact that depth and rigor  are cal led for in research (and 

advanced inquiry) , and this may confl ict with the breadth and relevance cal led 

for in teaching introductory level courses. 

 

Despite these cross-currents, a point of accord within the university community is 

the importance of lower division courses wi thin the mission of higher education in 

general and the l i fe of the undergraduate in part icular.  They are the threshold to 

higher education for the undergraduate student and introduce him/her to a wide 

variety of  discipl ines (sometimes for  the f irst or only exposure of their li fet ime),  

as well as to each disciplineôs particular purview on the world.  These courses 

should st imulate curiosity, whi le also laying the foundation of knowledge and self-

discipl ine for upper division work. 

 

If  lower division courses are considered to play such an important role, then i t  

fol lows that Graduate Teaching Assistants, who teach or assist wi th these courses, 

are vital  to the university.  They deserve a great deal of support and supervision at  

al l  levelsðthe departmental, school, and university level.  They need good role 

models, since most of  us teach as we are taught.  They also need opportunit ies for 

processing their exper iences and construct ively evaluating their performance.   
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Ten Myths About Teaching 

 

Teaching can be pretty scary at t imes, but many teachers make things worse by 

bel ieving in ten teaching myths.  The more of these you subscribe to, the less 

l ikely i t  is that teaching can be fun. 

 

1. I must remain in the teacher role at al l  t imes while I teach. 

2. If  I do not stay in the teacher role, my students won't  respect me. 

3. I can never admit that I am unsure or wrong in the classroom. 

4. My students must respect me because I am their teacher. 

5. I must include in my course everything about the subject matter. 

6. My students should always be interested in what I have to say. 

7. My students must learn everything I teach. 

8. Students are basical ly lazy, untrustworthy, and probably not very 

bright. 

9. This is my students ' most important class. 

10. I must teach better than my col leagues do. 

 

 

Bel ieving in these myths can add a lot of pressure to the job of teaching.  Altering 

them to ref lect a more easygoing cognit ive style can real ly make the classroom a 

more enjoyable place for students and faculty. 

 
 

-  By Douglas Berns tein -    From a brochure for  a  conference on  

"Teaching   

Underg raduate Psychology" 

 

 

One GTAôs Experience 

 
Although i t  occurred over two quarters ago, the experience I want to 

describe is st i l l  quite vivid in my mind.  In retrospect, I real ize that though I saw 

it  as my 'tr ial  by f i re ' ini t iat ion into teaching at the t ime, i t  was a useful 

experience.  It  helped me to crystal l ize my role as a TA at the outset. 

 

I fel t  a great deal of apprehension and a sense of inadequacy when I began 

to teach.  I was a f irst-year graduate student from a l iberal arts background.  I 

found i t  quite disconcert ing that 'they' ( I wasn't  sure who i t  was who had enough 

confidence in me to appoint me in the f irst place) expected me to teach something 

to students who may have had nearly as much education as I.  My sense of anxiety 

was further heightened by the fact that the subject matter of the class I was to 

teach was somewhat peripheral to my f ield of special izat ion and by the fact that it 
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would be my job in quiz sections to ampli fy the professor 's lectures, rather than 

being able to talk about what I knew best. 
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My f irst sect ion went quite well ,  I thought.  The professor had introduced a 

few very basic concepts, which I thought I understood ful ly.   I had tr ied to explain 

them to the students so that they also understood them.   Buoyed with a sense of 

some self-confidence, I prepared to present my second section with the same 

material, but i t  didn't  go as smoothly.  A few of the brighter students began to 

question me about subtle nuances in the concepts which I had fai led to consider.  I 

began to feel  incompetent.  As they continued to probe, my answers became more 

and more contradictory and incoherent.  My embarrassment increased because I 

real ized that I,  who had always been a student and therefore a passive receiver of  

defini t ions, didn't  ful ly understand these basic concepts well  enough to answer 

others ' questions.  Because of this and my impression that a teacher should know 

everything, I kept muddling around gett ing myself and the students more confused.  

Final ly, I managed to change the subject, but as I left  the classroom I fel t  that I 

had lost their respect.  They would be intent on tr icking or embarrassing me from 

then on. 

 

I was apprehensive about that part icular section the next week.  During the 

week, I thought about my role in the classroom.  I spent a long t ime preparing for 

the section and thoroughly "reprepared" the concepts I 'd tr ied to review before.  

Happily, the next week's section went much better.  In fact, I enjoyed i t .   It  became 

my favori te section. 

 

The change, of course, was entirely within me.  I knew that I did have gaps 

in my knowledge of the subject.  Why not admit  that and let the students know that  

I was learning too?  I saw that i t  would be ineffectual for me to place myself above 

them as some omniscient purveyor of knowledge.   

 

How could I be, when almost the only reason I was in front of the class was 

because I had had a few more courses in the subject than they had? 

 

I had become defensive and hosti le when asked questions I couldn't  answer 

because I assumed the students were asking such questions to embarrass me.  The 

next week I admitted my ignorance, apologized for trying to be something I wasn't ,  

and re-explained the concepts.  I encouraged them to ask questions.  I promised 

that when I didn't  know the answers, I would say so and encourage the class to 

explore for the answer. 

 

I learned from the experience the importance of honesty with yourself  and 

your students.  It 's much more comfortable for you and for them to realize that 

even as you're discussing topics with them, you're learning yourself . 

 

 
- f rom How to  succeed as  a New Teacher:  A Handbook for  Teaching Ass istants.   

 Change Magaz ine Press . 1978. 
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The Special Situation of the International TA 

 
A signif icant number of Teaching Assistants on U.S. campuses are from other 

countr ies.  The experience can be mutual ly beneficial to both part ies - expanding 

our scope, our humanity and our knowledge. 

 

The experience of the international GTA can be a r ivet ing one, however, since the 

"normal" fears and anxiet ies of being a Teaching Assistant are general ly 

compounded for the GTA coming from foreign soi l ,  where educational norms and 

experiences, as well  as language, may be vastly dif ferent.  International GTAs 

deserve our understanding and support, but - above al l  - our admirat ion! 

 

Perhaps the two greatest sources of potential  di f f iculty are language and dif fering 

norms and expectat ions across educational systems.  Language, of course, 

encompasses vocabulary, pronunciat ion, grammar and syntax.  Vocabulary wi l l  

general ly increase with exposure to new words and frequent pract ice.  The 

problematic areas within vocabulary are more l ikely to be slang and idiomatic 

speech.  In instances where students use slang or idiomatic phrases, the GTA 

should ask that students rephrase their statements using Standard English, or ask 

for a fel low student to "translate".  GTAs should take an open and curious att i tude 

toward learning and trying our new words.  (Assume the f irst tr ial  wi l l  probably 

not be quite correct; that is equal ly true of native speakers using a word for  the 

f irst t ime which they have perhaps only seen in print.)  If  possible, l ive among or 

spend t ime with native speakers in order to get pract ice with Engl ish.  

Opportunit ies for formal lessons (either in a group or via individual ized audio-

tutorials) in Engl ish vocabulary, grammar and syntax might be helpful, as well . 

 

Pronunciat ion is also an area that should improve with attentiveness to native 

speakers, pract ice, and feedback.  Working with an audiotape might be of value.  

Perhaps the most important strategies the non-native GTA can adopt in the 

classroom are to speak slowly and clearly and provide back-up visuals to 

communicate key vocabulary words (such as chalkboard, overhead transparency, 

power point or handout). 

 

It  is l ikely that international GTAs are never so aware of their own cultural norms 

and mores as when they are standing in an American col lege classroom.  Their 

assumptions about education in general and teacher and student roles in part icular 

may not mix well  with the informali ty of American classrooms or the high level of 

student questions and retorts, or (sometimes) low level of student motivat ion.  

Perhaps the best advice to help the international GTA acculturate him/herself  to 

these foreign classroom dynamics is to observe other classes by faculty or TAs in 

the department.   Most importantly, s/he should not interpret informali ty or   

questions of low motivat ion as chal lenges to his/her authori ty.  Establ ishing too 

inf ormal and fr iendly relat ionships with students can also create problems, 

however,  especial ly at grading t ime.  ( It  is worth noting, however, that low 

motivat ion is the one category of the three that may be a symptom of a curable 

problem.) 
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One potential  problem area for GTAs is humor.  Humor is one of the most 

untranslatable, idiosyncratic dimensions of society.  GTAôs attempts to be 

humorous may come out wrong or be misinterpreted by students, and vice versa:  

student humor may be misunderstood by the GTA.  It  may be wise to avoid making 

jokes or trying to be humorous; instead, simply adopt a relaxed, congenial att i tude 

and sol ici t  students ' help where needed. 

Another area where communication signals may get confused is in the realm of 

body language, or nonverbal communication.  For example, cultures may vary in 

whether touching is appropriate between casual acquaintances.  (Touching another 

person's arm is general ly the only acceptable touching behavior in the U. S. 

between casual or  professional acquaintances.)  Another cultural variat ion involves 

how closely casual or  professional acquaintances stand to talk to each other:  our 

acceptable distance is about 18".  One has to be a careful observer to perceive 

subtle dif ferences; however, they can be important in establ ishing trust and 

effect ive communication with peers and students. 

 

Campus resources for international student teaching assistants: 

 

1. International Student and Scholar Services (Dragas International  

Center; ext. 4756)  

 employment veri f icat ion and taxation assistance 

 immigrat ion and other legal information 

 advising on cultural adjustment concerns 

 campus and community resource referrals 

 programs for student and community interact ions 

 

2. International Admissions (ext. 3685) 

 admission processing for international students 

 transfer credit  processing 

 

3. Engl ish Language Center (300 Batten Arts & Letters; ext. 4424) 

 intensive and semi-intensive English as a second language courses 

 TOEFL and SPEAK test administrat ion 

 special ized coursework in graduate writ ing and pronunciat ion 
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RESPONSIBILITIES OF TEACHING ASSISTANTS  
 

 

All teaching assistants must be admitted to a graduate degree program, be in good 

academic standing, be registered for  the required number of graduate credit  hours, 

and have a suff icient  command of the English language as a condit ion of their  

appointments.  International students are required to pass the SPEAK Test before 

being placed on the University payrol l .   Contact the English Language Center 

(Room 300, Batten Arts & Letters Building) at extension 4424, for  further 

information about the SPEAK Test, including the deadline for taking i t .   You may 

also register for the Test at 683-4424. 

 

Doctoral-level and Masters level teaching assistants must carry six (6) graduate 

credit  hours per semester, and three (3) graduate credit  hours during the summer. 

 

Doctoral-level teaching assistants are el igible for an exemption of tui t ion and fees 

during the term of their appointment.  Masters-level assistants are el igible only for  

amounts up to the dif ference between out-of-state and in-state tuit ion.  That is, if 

the masters-level teaching assistant is a Virginia resident, no tuit ion waiver is 

avai lable. 

 

Teaching assistants wi l l  be monitored for compliance with academic standards at 

the end of each drop/add period and again at  the end of each semester. 

 

 At the end of the drop/add period, teaching assistants who are registered for 

an insuff icient number of credits wi l l  be terminated as teaching assistants 

( in consultant with the Graduate Program Directors). 

 

 At the end of the semester, teaching assistants who have fai led to complete 

the required number of credits, or  who have maintained a grade point 

average of less than 3.0, wi l l  no longer be el igible for  the teaching 

assistantship for the succeeding semester.  When an AI@ grade has been 

received for a course for the semester under review, the AI@ grade must be 

completed during the subsequent semester.  The complet ion of the AI@ grade 

for the f irst semester must be done in addit ion to complet ing the required 

number of  courses for the current semester. 

 

Graduate assistants are not permitted to accept outside employment during the 

period of their appointment, except under unusual circumstances and only with the 

approval of the dean of the appropriate academic col lege or equivalent  

administrator upon the writ ten recommendation of the appropriate Graduate 

Program Director and department/col lege Chair.  Teaching assistants may not,  

however,  under any circumstances,  be paid for part-t ime teaching in addit ion to 

their responsibi l i t ies under the assistantship. 

 

El igible students may hold more than one award, but must enrol l  in the greatest 

number of  graduate credit  hours required by any one of  such awards or 

appointments.  For example, i f  a teaching assistant receives a fel lowship or a 

tuit ion grant in addit ion to the teaching assistantship, the student must register for 

nine (9) credit  hours per semester, which is the required course load for a 

fel lowship or tui t ion grant. 
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GUIDELINES FOR GRADUATE TEACHING ASS ISTANTS  
 

 

The Graduate Teaching Assistant is expected to part icipate direct ly in the teaching 

of a course or be assigned to specif ic teaching support or related act ivi t ies.  It  is 

expected that the assistantship wi l l  be a learning experience that faci l i tates 

complet ion of degree requirements and helps the student prepare for a professional 

career.  The Universityôs intention is to make the teaching assistantship a valuable 

and integral part of the studentôs graduate education. 

 

Academic Requirements  

 

To hold a graduate assistantship a student must: 

 

1. Hold regular or provis ional admission to a degree program, 

 

2. Remain in good academic standing, 

 

3. Assistantship recipients are required to be enrol led each semester of 

their appointment and must register for and complete a minimum of 

six hours of course work per semester for graduate credit  or three 

hours in the summer; doctoral students who have successful ly passed 

the Candidacy Examination and need only to complete the 

dissertat ion must register for at least one hour of dissertat ion (899) to 

be el igible for ful l  tui t ion exemptions. Graduate Form 28 (1-Hour 

ABD Noti f icat ion for Graduate Assistants) must be completed and 

sent with the E-1S payrol l  form to the Off ice of Graduate Studies. 

 

4. Graduate Teaching Assistants who wil l  have primary responsibi l i ty 

for teaching a course for credit  and/or assigning f inal grades for such 

a course must be under the direct supervision of a regular faculty 

member experienced in the teaching f ield, receive regular in-service 

training, be regularly evaluated, and have earned at least 18 graduate 

semester hours in the teaching f ield.  These requirements do not 

apply to graduate teaching assistants who are assigned 

responsibi l i t ies such as laboratory assistance, teaching physical  

education act ivi t ies, attending or helping to prepare lectures, 

grading papers, keeping class records, and conducting discussion 

groups. 

 

Job Descript ions/Duties 

 

Graduate Teaching Assistants wi l l  be assigned specif ic duties by their immediate 

supervisors.  A ful l-t ime Graduate Teaching Assistant should expect to devote 

approximately 20 hours of work per week to his/her assigned duties.  A ful l-t ime 

Graduate Teaching Assistant is also a student who is expected to be working ful l-

t ime towards a degree.   
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Graduate assistants are not permitted to accept outside employment during the 

period of their appointment, except under unusual circumstances and only with the 

approval of the dean of the appropriate academic col lege or equivalent 

administrator upon the writ ten recommendation of the appropriate graduate 

program director and department/school chair.  In any case, outside employment 

permitted as an except ion to the general pol icy should normally not exceed 20 

percent of the maximum workload. 

 

Being an ñEffectiveò Graduate Teaching Assistant 

 

An effect ive Graduate Teaching Assistant should create a comfortable atmosphere, 

identi fy goals,  give direct ion, encourage part icipation in class, be organized, be 

responsible, and give feedback.  Graduate Teaching Assistants responsible for 

classroom or laboratory instruct ion are expected to maintain standards of 

professional ethics appropriate for any member of a University faculty. 

 

Classes should be conducted and material presented in accordance with object ives 

of the instructor to whom you are assigned.  Graduate Teaching Assistants whose 

responsibi l i t ies include grading should establ ish clear, f i rm, and consistent 

object ive standards for evaluating student performance and should assign grades 

only on the basis of those standards.  Make yourself reasonably accessible to 

students by keeping regularly scheduled off ice hours. 

 

Al l  students should be equal ly encouraged to express themselves in class 

discussion, and al l  should be treated with equal respect.  Jokes or disparaging 

remarks about individuals based on their sex, race, handicap status, rel igion, or 

national origin are inappropriate and unacceptable in the classroom, as well  as 

outside of i t .   In addit ion, neither disparaging remarks nor racist/sexist behavior 

by students should be permitted in the classroom. 

 

Racism, sexism and sexual harassment are sensit ive and troubl ing issues.  Al l  can 

seriously limit or damage a studentôs ability to take full advantage of educational 

opportunit ies at the University. Avoid using sexist or racist language, terms of  

endearment when addressing students and sexual innuendoes in lectures or 

interact ion with students.  Using the power and inf luence of your posit ion to force 

sexual cooperation from students is unacceptable and a violat ion of University 

pol icy; i t  may also provide the basis for legal act ion against you, your department 

and/or the University.   Any amorous involvement with a student in your class may 

result  in formal act ion against  you i f  the student should choose to ini t iate a 

complaint.  Even i f  the relat ionship is consensual, the employee (you), because of 

his/her special responsibi l i ty, wi l l  be held accountable for unprofessional 

behavior. 

 

Maintain your integri ty by establ ishing a str ict ly professional relat ionship with 

students inside and outside of the classroom while they are in class. 
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PLANNING FOR TEACHING  

 
Choosing Instructional Approaches and Media 
I f  a facul ty member  takes a wide-angle view of  al ternat ive ways to  organize and del iver  

courses,  a very broad ar ray o f opt ions becomes apparent,  par t icular ly as new technologies 

of instruct ion are developed.  Computer-based instruct ion and test ing, v ideo-based 

courses and l ive t ransmission o f courses wi th 2-way audio and video are expanding our  

hor izons.  Qual i ty interact ion between teacher and student is st i l l  at  the core o f these 

alternat ives, however,  as is the human factor in organizing and designing creat ive and  

maximal ly meaningful  learning exper iences for students. 

 

The array o f opt ions can roughly be classi f ied accord ing to 1) overal l  del ivery mode, 2) 

presentat ion mode, 3) learning act ivi t ies and 4) accountab i l i ty techniques (ways that 

students are accountable for  understanding and master ing the mater ial) .   Overa l l  de l ivery 

mode refers to  the major source and organizat ion o f  the instruct ion--by teacher,  computer  

or television; at on- or of f-campus si tes; in large, small  or  ind ividual ized formats,  etc.   

There is also a wide margin o f opt ions to  choose from as one p lans indiv idual lessons.   

Some of the al ternat ives one can choose are 

 

1. Lecture (wi th or wi thout  instruct ional aids) 

2. Demonstrat ion (direct ly or vicar iously through media, such as f i lm, 

videotape, s l ide-tape, or  computer) 

3. Sel f-assessment  instruments and quest ionnaires 

4. Quest ion-and-answer (using teacher or student quest ions),  guided 

discussion, debate, panel presentat ion or interview 

5. Problem-solv ing and hypothesis-test ing exercises, case analys is,  and use of  

cr i t ical  incidents as " interest tr iggering"  exercises ( f i lm/videotape can a lso 

serve th is purpose) 

6. Role play, simulat ions and instruct ional games 

7. Grouping al ternat ives ( for  in-class and out-o f-c lass act ivi t ies),  d ivid ing 

class into smaller  groups centered around a par t icular task or decision 

8. Ind ividual ized/ independent learning opportunit ies,  inc luding modular,  sel f-

paced instruct ion for  mastery o f part icular object ives 

9. Hands-on pract ice or d irect per formance ( lab act iv i t ies) 

10. Alternat ive media and mater ials such as chalkboard and overhead 

projector;  handouts,  exercise sheets and workbooks, 35mm sl ides wi th or  

wi thout accompanying audio tape; computer ( for  demonstrat ion or 

ind ividual ized use); f i lm;  video-tape (3 /4"  or 2"  format) ,  f i lmstr ip.   A new 

and power ful  technology is computer interact ive videotape or v ideodisc.   

Media can be commerc ia l ly prepared or sel f-produced.   

 
Choose the appropr iate and most ef fect ive approaches for present ing ideas, information 

and examples, as wel l  as for  providing oppor tuni t ies for  students to grapple wi th and 

demonstrate the ir  understanding o f  the mater ia l .   Each approach has i ts advantages and 

disadvantages re lat ive to inst ruct ional object ives and level  o f mastery desired for 

students.   Factors l ike preparat ion t ime and in-c lass t ime required,  as wel l  as avai lab i l i ty 

of equipment or fac i l i t ies,  a lso come into play. 

 

Str ive for  a good "match"  between instruct ion, pract ice and test ing.  For example,  

teaching mater ial  at  a rote,  factual  level  and test ing for  h igher  level  problem-so lving 

ski l ls re f lects a mismatch.  In this case, students need pract ice in prob lem solv ing pr ior  

to being tested on that  competency.   Also, demands on students need to be sequenced 

from simple to more complex learning levels; s tudents should be wel l-prepared for h igher  

levels such as analys is,  appl icat ion and evaluat ion/ judgment. 
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Preparing Lessons 
1. Write down your expectat ions and object ives for  what you want students to  

know, explain and/or be able to do, (e.g. ,  The student wi l l  be ab le to 

def ine. . . ,  to prepare an out l ine.. . ,  to contrast. . . ,  to ca lculate cer tain 

problems.. . ,  etc.) . 

2. Locate sources of informat ion (e.g. ,  b ib l iographies in the text,  other  

textbooks, your own undergraduate course notes, pro fessors in the 

department,  and communi ty resource people) .   Use severa l sources and 

bui ld upon the informat ion.  Don't  mere ly restate what is  in the text  or  the 

students wi ll  lose interest.   (They wi l l  a lso stop reading the text i f  you are 

"spoon-feeding"  i t  to them.) 

3. Select three to f ive main points to cover.   Reduce the mater ia l  to a t imed 

out l ine and select e f fect ive examples to  i l lustrate each po int.   (See sect ion 

on Using Examples.) 

4. Try to organize the lecture around a logical  framework for  the topic :   

cause-ef fect ,  chronologica l order,  problem-solut ion, top ical,  pro-con, 

advantages vs. d isadvantages, pr inc ip le-examples-pract ice. 

5. Consider the ful l  array of presentat ion opt ions and learning act iv i t ies to  

choose from.  P lan to  act ive ly invo lve students in thei r  own learning and to 

vary the "st imulus"  every 20-30 minutes, swi tching,  for  example, from 

lecture to discussion, exercises or media presentat ion.  Bui ld in time for  

quest ions.  (Another reason for d ivers i fying presentat ion modes and 

learning act iv i t ies is that d iverse learning styles o f s tudents can in turn be 

al lowed for  and responded to.) 

6. One way to organize a lecture is:   10 minutes o f  def ining and giv ing 

examples o f a basic concept,  fo l lowed by 10 minutes o f quest ions and 

answers about the concept,  fo l lowed by 10 minutes o f appl icat ion/exercises 

for  students.   Sample quest ions should be wr i t ten down on the out l ine for  

easy reference. 

7. Make notes large enough to read.  Rehearse at least once or twice before 

class to gain conf idence, t ime the lecture, and become independent from 

your notes. 

 

 

-- many of the ideas presented in this section were taken from 

Questions & Answers:  A Handbook for Teaching Assistants by Patty 

H. Phelps, Faculty Development Center, Mississippi State Universi ty. 

 

 

Preparing Support Materials  

  

Syllabus Components 
The syl labus o f a course is a road map for students: i t  te l ls them where they're go ing, 

"why"  they're go ing and how to  get  there.  In other words, i t  should  communicate the 

purpose and scope of  the course and requi rements,  expectat ions and standards o f  

judgment  (cr i ter ia for  grades).   Assignments should  be spel led out (and, ideal ly,  examples 

of past students '  products should be provided or  made avai lable on Library reserve).   The 

more informat ional the syl labus, the less dependent the students should be upon the 

instructor.   Consequent ly,  va luab le c lass t ime and of f ice hours need not be taken up wi th 

administrat ive detai ls.   A syl labus can provide or re fer students to  ei ther  s impl i f ied or  

more advanced readings and pract ice.  In a sense, i t  represents a contract from the 

instructor to  the students.   As wi th most contracts,  i t  should be clear and unambiguous. 
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The l is ts below represent  both essential  and opt ional components o f a syl labus.  Adapt  

them for your subject matter,  course object ives and assignments.   An example o f a 

syl labus is also provided. 
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Essential Components 
 

1. Instructor 's  o f f ice locat ion, o f f ice hours and phone number (home phone is  

opt ional) 

2. Ful l  informat ion about required textbook and readings 

3. Descr ipt ion o f course (see ODU Catalog) 

a. Total  number o f  cred it  hours 

b. Prerequisi te courses 

c. Cred it  composi t ion ( lecture and/or  lab) 

d. Background informat ion and br ie f descr ipt ion 

4. Value o f course 

a. Why the course is impor tant to the curr iculum 

b. What are the benefi ts  and pract ical appl icat ions of the course 

5. Goals and object ives 

a. Overa l l  course goals 

b. Speci f ic object ives per  unit  o f s tudy stated in desired student  

outcomes.  Speci fy object ives in a l l  three domains o f learning, i f  

appl icable: 

1. cognit ive---- informat ion, concepts,  ideas, phi losophical  

paradigms 

2. af fect ive----att i tudes,  emotions, assumptions 

3. psychomotor--ski l ls,  procedures, per formance,  sel f-expres-

sion 

6. Course out l ine inc luding major units and sub-topics 

7. Attendance requirements and ef fect,  i f  any,  on grades 

8. Course assignments and projects 

a. Due dates 

b. Format suggest ions/requi rements (minimum or maximum length,  

typed or handwr it ten, etc.) 

c. Degree/ type of research expected 

d. Weight o f  each assignment/project toward f inal grade 

e. Grading scale,  incorporat ing respect ive weights o f assignments,  

tests and exams 

 

 

Optional Components 
 

1. Teaching procedures 

a. Var ious act ivi ties to be employed: 

1.  lecture 

2.  d iscussion 

3. s tudent  presentat ions 

4.  f ie ld exper iences 

5. other 

b.  Level o f par t ic ipat ion expected of students 

2. Reading l ist  for  simpler or more advanced readings by topic  (note level) 

3. Vocabulary l ists (wi th or wi thout defin i t ions) 

4. "Progress"  checkl ist  for  student to track due dates and check of f  

complet ion o f  read ings, assignments and projects 

 

 

 

--main ideas taken from Questions and Answers: A 

Handbook for Teaching Assistants by Faculty 

Development Center, Mississippi State University. 
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Sample Syl labus 

The fo l lowing syl labus has been developed as a sample that incorporates the var ious 

components discussed above.  The informat ion is f ic t i t ious. 

 

INTRODUCTION TO SOCIOLOGY  

SOC 200 

 

Instructor : Dr.  Mat thew Bowden 

Off ice: 834 Harper Hal l 

Hours: 8:30-9:30 a.m. and 11:00 a.m. ï 1:00 p.m.  (M-F) 

    

 

Text : Sociology by Jon Shepard, New York: West Publ ishing, 1981 

 

Course 

Object ives:  The object ives o f the course are three-fold :  

(1) To present a survey of the discip l ine i tsel f,  includ ing a 

considerat ion o f the scope, methods,  and theoret ica l or ientat ions 

of soc iology, 

(2) To gain an understanding o f  the complex interplay between the 

ind ividual and soc ial  spheres o f human interact ion,  

(3) And f ina l ly,  to gain an apprec iat ion o f the problem-solv ing 

capabi l i t ies o f the soc io logical mode of inquiry. 

 

Class Format:  Classes wi l l  be run on a lecture/d iscussion basis.   Since class 

discussions funct ion to make readings more meaningful and the 

learning process more interest ing, you are expected to read the 

assignments in a manner which wi l l  a l low you to raise and to  

answer quest ions.   Invo lvement in c lass discussions is  

encouraged.  F i lms are used as wel l .   They are a ser ious part  o f  

the presentat ion, and mater ial  from them wi l l  be included on the 

exams. 

 

Assignments and 

   Evaluat ions:  Mater ia l  to be covered dur ing the quar ter is d ivided into s ix 

uni ts,  and out l ines o f  each uni t  are attached.   The out l ines af ford a 

br ie f overview of mater ial  to be covered in each uni t ,  as wel l  as in-

struct ional object ives considered centra l  to an understanding o f the 

subject  mater ial . 

 

There wi l l  be 4  exams dur ing the semester  and a f inal  comprehen-

sive exam administered dur ing f inals week the second week of  

December.   Exams wi l l  consist of mul t ip le choice and short essay 

quest ions.  Grad ing is on a standard scale.   Exams wi l l  each count  

20% of your grade. The dates o f exams are:  Sept.  9   Oct.  21   Sept.  

30   Nov. 18 

 

    

 At tendance:  Regular a ttendance is expected and records o f c lass at tendance wi l l  

be mainta ined.   Anyone absent for  more than 20 percent o f  the 

classes (10 class per iods) wi l l  receive a fa i l ing grade for the course.   

This pol icy is  consistent  wi th that out l ined in the Col lege Bul le t in. 

 

 

UNIT I :   SOCIOLOGY:  WHAT IS IT?  HOW DOES IT WORK?  WHAT DOES IT 

STUDY? 
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This uni t  is  intended to serve as an introduct ion to  socio logy and wi l l  provide a 

foundation for  the remainder o f the course.  Fol lowing an introductory overview of the 

discip l ine i tse l f,  we wi l l  become acquainted with the manner in which the socio logist 

employs the scient i f ic methods in sociological research.  F ina l ly,  we wi l l  examine br ie f l y  

the const i tuent  subuni ts of  society which together  compr ise the structure o f soc iety,  and 

which represent the pr imary foc i  o f the soc iologist 's study. 

Reading Assignment: Chapters 1,  2,  and 4 in Shepard. 

 

Uni t  Outl ine 

A.  The Socio logical  Perspect ive 

1. The development o f soc iology 

2. The uses o f soc iology 

3. Theoret ical or ientat ions to the study o f soc iology 

 

B. Scient i f ic Method and Sociology 

1. Types of research design 

2. Data co l lect ion and analys is 

3. Di f f icul t ies and ethica l considerat ion in  

research 

 

C. The Analysis o f  Socia l  Structure 

1. The components o f soc ial  structure 

2. Types of social  interact ion 

3. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. . Levels o f  societa l  complexity  

 

D. A Cri t ical  Review of the Reading Assignment 

 

Uni t  Object ives:  Upon complet ion o f  th is  uni t ,  you wi l l  be ab le to: 

 

1. Define "soc iology"  and discuss the speci f ic foci  of the sociologist. 

2. Compare the soc iologica l focus to that o f o ther socia l  sciences. 

3. Lis t  the factors contr ibut ing to the emergence of socio logy as a  

discip l ine. 

4 Discuss the factors contr ibut ing to socio logy's establ ishment in the  

U.S. 

5. Understand the uses o f the socio logical perspect ive. 

6. Define " theoret ica l or ientat ion" .  

7. Ident i fy the three general theoret ica l or ientat ions used in socio logy 

today and l is t  the assumptions o f each. 

8. Discuss the contr ibut ions made by Comte, Spencer,  Durkheim,  

Marx, and Weber . 

9. L is t  the phases of  the sc ient i f ic method as employed by socio logists 

and discuss what each phase entai ls . 

10. Compare the var ious research designs in terms of s trengths and 

weaknesses. 

11. Discuss di f f icul t ies pecul iar  to soc iologica l research. 

12. Enumerate the ethica l pr ior i t ies o f  the research sociologist. 

13. Define "soc ia l  structure" . 

14. Descr ibe the components o f soc ia l  structure. 

15. Understand the re lat ionship  between status and role. 

16. Dist inguish between " inst i tut ion"  and "group" . 

17. Descr ibe the di f ferent levels o f soc ietal  complexity. 

18. Discuss the contr ibut ions o f Tonnies, Durkheim, and Redfield  

regarding conceptual izat ion o f soc iety ( ies). 

19. Enumerate and def ine types o f  socia l  interact ion. 

20. List  the funct ions o f  conf l ic t . 
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21. Ident i fy the fo l lowing terms: 

 

soc iology    random sample 

theoret ical  or ientat ion  theory 

structural- funct ional ism  ver i f iabi l i ty  

conf l ict  theory   va l id i ty  

symbol ic interact ionism  macrostructure 

causat ion    status  

correlat ion     (ascr ibed/ 

correlat ion coeff ic ient    achieved) 

var iab le                  ro le 

hypothesis                 ro le strain 

mode/mean/median  ro le conf l ict 

posi t iv ism         ro le set 

verstehen         group 

serendipi ty    inst i tut ion 

soc iety    control 

 

 

UNIT I I :   CULTURE, THE INDIVIDUAL, AND SOCIETY 

 

The subject mat ter o f  soc iology involves three interre la ted d imensions:  the cul tura l  

d imension,  the dimension o f  the ind ividual,  and the soc ia l  matr ix.   The lat ter  can be 

thought o f as the stage where indiv iduals col lect ive ly interact  according to cultura l  ru les.   

This dimension wi l l  be examined in depth in Unit  I I I . 

 

The present unit  begins with a considerat ion of culture and examines the s igni f icance 

culture ho lds for  the indiv iduals compris ing soc iety.   Then, we shi f t  at tent ion to the 

ind ividual--speci f ical ly,  to the ways in which indiv iduals develop an ident i ty and in so 

doing learn to " f i t"  into  socia l  niches and behave accordingly.   In spi te of cultura l  ru les 

and soc ia l iz ing process,  there wi l l  occur behavior that v io lates cultural  ru les and societal  

expectat ions.  Accord ingly,  deviant behavior,  i ts causes and consequences, wi l l  const i tute 

a major focus o f this uni t . 

 

 

Reading Assignment:  Chapters 3,  5,  and 7 in Shepard. 

 

Uni t  Outl ine 

 

A.  Cul ture 

1. Biology, behavior ,  and cul ture 

2. The concept o f  cul ture:  a working def ini t ion 

3. Components o f culture 

4. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. . . . . . Cul ture as an adapt ive tool 

 

B. Social izat ion and the Sel f 

1. Social izat ion: the b iologica l and cul tura l  inter face 

2. The development o f the "sel f" :   f ive theoret ica l approaches  

3. Agents o f  socia l izat ion 

 

C.  Deviant Behavior 

1. The re lat ivi ty o f deviance 

2. Exp lanations o f  deviance 
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3. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. . . . . Deviance and soc ial  control 

 

D.  A Cr i t ical  Review of the Reading Assignment 

 

Uni t  Object ives:  Upon complet ion o f  th is  uni t ,  you wi l l  be ab le to: 

 

  1. Define "cul ture"  and dist inguish between cul tura l and soc ial  

behavior. 

  2. Dist inguish between learned behavior and inherent behavior. 

  3. Discuss the var ious types o f norms and re late norms to va lues.   

  4 Understand the impor tance of symbols for  culture. 

  5. Understand the statement:  "Cul ture is  an adapt ive mechanism" . 

  6. Define soc ial izat ion, and understand the statement:   "Socia l izat ion 

is where  b io logy and cul ture meet" . 

  7. L is t  the a ims of soc ia l izat ion. 

  8. Compare the exp lanatory approaches of Cooley,  Mead,  and Freud. 

  9. Understand the social izat ion process as conceived by P iaget. 

10. Define the term "model ing" . 

11. List  the agents o f socia l izat ion and discuss the s igni f icance of each. 

12. Contrast the three types of soc ia l izat ion discussed in c lass. 

13. Discuss Levinson's stage model  o f adult  soc ia l izat ion. 

14. Define "deviance" . 

15. Understand the statement:  "No behavior is intr insical ly deviant."    

16. List  the posi t ive and negative funct ions o f deviance. 

17. Recognize the names Lombroso and Sheldon. 

18. Discuss thoroughly Merton's explanatory model  of deviant behavior. 

19. Understand the "cultural  transmission"  theory o f  deviance. 

20. Exp la in the statement : "Deviance is the outcome of a process,  not  

the outcome of an act" . 

21. Exp la in the manner in which the cr iminal just ice system i l lustrates 

the re la t iv i ty o f  deviance. 

22. Enumerate the funct ions of pr isons. 

23. Dist inguish between formal and informal types of soc ia l  control . 

24. Ident i fy the fo l lowing terms: 

 

soc iobio logy   p lay stage 

Sapir-Whor f hypothesis game stage 

countercul ture  id,  ego,  superego 

norm    peer group 

more    pr imary soc ia l izat ion 

fo lkway   resocia l izat ion 

ethnocentr ism  deviance 

va lue    anomie 

sanct ion   innovat ion 

law    r i tua l ism 

looking glass sel f  retreat ism 

signi f icant  other  rebel l ion 

genera l ized other  l abel ing 

pr imary deviance  secondary deviance 

 

 

 

NOTE:  The Uni ts cont inue in this manner through Uni t  VI . 
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Overhead Transparencies 
Overhead transparencies can be prepared beforehand or developed dur ing the lecture (by 

wr i t ing on a blank transparency or ro l l  of acetate over the projector stage) .   

Transparencies can be used for large or small  groups, do not require the room to be dark,  

and enable the teacher to mainta in eye contact  wi th students whi le  the projector is be ing 

operated. 

 

The fo l lowing guidel ines are help ful  to keep in mind when prepar ing overhead 

transparencies: 

 

1. Prepare t ransparencies which present informat ion in a s imple and basic  manner ; do 

not  overcrowd the frame. 

2. Design transparencies so that they convey concepts through d iagrams and 

i l lustrat ions, not just  through pr int.   (Maximize the ir  visual potent ia l  by 

graphical ly dep ic t ing rela t ionships between ideas and concepts rather than just 

providing l inear text .) 

3. Be over ly concerned about legibi l i ty:  pr int ing and artwork should be large and 

simple.   (Minimum let ter  height is ¼ inch. 

4. Provide over lays o f  transparencies that provide progressively more informat ion or 

deta i l  about a topic.   Put  the most basic e lements (or  f i rst  top ic)  on the bottom 

transparency.  Bui ld the sequence of  the lesson on the next layers. 

5. Transparencies can be used to provide an advance organizer or out l ine of topics to  

be covered in the lesson so students know how the lecture wi l l  proceed.  I t  can 

help structure and " rein in"  the lecture as wel l . 

6. Another opt ion is to provide a skeletal  out l ine or d iagram that is  o f permanent  ink 

and f i l l  in more detai l  wi th a so luble marker as you lecture.   Or  you could put a  

blank transparency over  the or ig inal " template"  and wri te on that ( to avoid putt ing 

any marks on the or iginal overhead). 

7. Alternat ive ways to prepare transparencies are by pr int ing wi th permanent  or 

water solub le (but  translucent)  markers,  large typewr iter  let ter ing (preferab ly 

ORATOR or PRESENTER fonts) .  Transparencies can be made by a Thermafax 

machine, photocopying machine, or other pro fessional photographic procedures.  

Mater ia l  (such as graphs and char ts)  may be photocopied from books, but usual ly 

i t  is too small  or  complex to be an ef fect ive and readable overhead.  I t  is  general ly 

better to enlarge or redraw i t .   See your department secretary for  processes, 

equipment and suppl ies avai lable in your department.  Cal l  Academic Television 

Services, Off ice o f  Graphic Services (ext.  3175),  129 Gornto Teletechnet Center,  

for  assistance wi th designing and producing overheads and any v isual media 

needed.  (There is  a charge back to the depar tment.)   At least  one week lead t ime 

to do a project is  required. 

 

Requesting Audiovisual Equipment and Materials 

Media Services (3167)  maintains campus video, audio,  project ion, data projector for  

power po int,  and computer d isp lay equipment.    

 

 General c lassrooms contain a secured overhead projector wi th dual bulb-changing 

swi tch. 

 Upgraded classrooms are equipped wi th user-control led v ideo and data disp lay. 

 Some lecture hal ls have l imi ted access video pro ject ion systems that may require 

assistance. 

Personnel are avai lable to del iver,  set up,  demonstrate,  and assist wi th equipment  

operat ion. 
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 Monday - Fr iday 7:30 a.m. -  9:50 p .m. 

 Saturday 7 :30 a.m.  - 4:30 p.m. 

 

Upon receipt o f a Media Services Request Form, resources wi l l  be reserved in the 

facul ty/staf f name on a f i rs t  come, f i rst  served basis. 

 

Handouts 

A very useful  too l for  improving teaching ef fect iveness is  the handout.   The fo l lowing 

descr ibes this teacher 's fr iend and provides some guidel ines for  their  use: 

 

1. Handouts are wr i t ten mater ia ls  that can supplement or  update information in the 

text and provide examples, problems/si tuat ions or pract ice wi th mater ia l  being 

presented. Since handouts are relat ively easy to devise and dupl icate,  examples 

and exercises can be ta i lored to the group. 

2. Handouts can l is t  and organize basic pr inc ip les,  concepts and terms,  as wel l  as 

sequence procedures and processes so that students can bet ter organize and recal l  

the informat ion correct ly.   (Their  own note taking may transfer ideas incorrect ly,  

or  inadequate ly di f ferent ia te major and minor topics,  thus provid ing faul ty guides 

for la ter study. ) 

3. Handouts can provide instruct ions for  assignments as wel l  as samples of  the type 

and qual i ty o f work being asked for.   They can also be a "star ter"  vocabulary l ist  

(wi th or wi thout def ini t ions) for  students.   Providing such a l ist  o f terms or names 

can negate the teacher 's  having to  spel l  words out. 

4. I f  you are teaching a complex d iagram or  equat ion using the chalkboard or  

overhead transparency, i t  may be desirab le to provide students wi th a handout.   

(Some students may become more " invo lved"  by drawing the diagram themselves; 

many others may be drawing at the expense of  l is tening and processing what is  

being sa id.) 

5. I t  is genera l ly a good idea not  to give out a handout unt i l  you are ready for the 

group to look at i t  and deal  wi th i t .   I f  you give i t  out pr ior  to the po int  at which i t  

is d iscussed or needed,  people are l ikely to read i t  and pay less attent ion to the 

act ivi ty a t hand. 
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BEING EFFECTIVE IN THE CLASSROOM  

 

Surviving The First Class Meeting 
1. Recognize the impor tance of  the f i rs t  c lass meeting.   I t  sets the tone for the ent ire 

semester.   Approach i t  wi th a plan.  Use the t ime wel l  to introduce students to the 

course.  Just because students do not have a text  yet does not  mean i t  cannot  be a 

va luable c lass. 

2. Expect to be nervous.  Real ize that your students may be nervous too, especia l ly i f  

you ask them to part ic ipate in some way. 

3. Write  your name, course number,  and sect ion on the board.  Int roduce yoursel f and 

provide a br ie f  background.  Mention your reasons for choosing your d iscip l ine. 

4. Gather informat ion on your students (see Sample Student Information Card).   I f  

the class is smal l ,  have students introduce themselves and give their  reasons for  

taking the course.  I f  i t  is a large c lass, at least ask some genera l quest ions to  

survey majors,  work exper ience, geographica l backgrounds,  etc. 

5. Distr ibute and go over your course syl labus, which should include (among other 

th ings): 

a. Your name, o f f ice number,  hours,  and phone number 

b. Course object ives and out l ine 

c. Attendance pol icy 

d. Exams--type and dates 

e. Grading scale 

f.  Textbook and associated readings 

6. Give some idea about how much t ime to spend studying.  Offer any t ips on how 

best to study your subject.   A reasonable expectat ion is for  the student to spend 2 

hours outs ide o f  c lass for  every hour in c lass for  a 3-hour course. 

7. So that  students are not  overwhelmed by the work o f  the course at the expense of 

the enjoyment o f i t ,  i t  might be a good idea to temper  the administrat ive detai ls  

wi th a br ie f,  engaging act iv i ty to serve as an icebreaker ,  to st imulate their  interest 

in the subject ,  and provide a preview of th ings to come.   (Also,  these act ivi t ies do 

not  depend on students ' having a text.)   Some a lternat ives are to 

a. Ask that each student wr i te out 2-3 quest ions or topics they'd l ike the 

course to deal wi th.   This could lead to discussion exp lor ing the ir  interests  

and purposes for taking the course.  (You wi l l  get a good idea of  the 

student concerns and backgrounds.)   Compile and condense the quest ions 

for  future reference. 

b. Show a provocat ive v ideotape, f i lm or provide a case study and discuss the 

quest ions or issues i t  raises.  You may choose just to raise (rather than 

answer) quest ions and indicate that these represent the concerns and issues 

that wi l l  be deal t  wi th in the course. 

c. Devise and give students a pre-test or  exerc ise deal ing wi th major concepts 

or phi losophical perspect ives o f the course in order that students "pry 

loose"  some of the ir  preconceptions and get a sense of what they don't  

know about the subject .   (Do not  do th is i f  the result  is to embarrass 

students and make them feel they have been "set up"  to look ignorant. ) 

- -Suggest ions #1-6 were taken from Questions & Answers: A 

Handbook for Teaching Assistants by Faculty Development 

Center,  Mississipp i State Universi ty.   
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Student Information   
A useful technique that wi l l  assist in learning the students names and more about them 

is to col lect some basic information.  The Sample Student Informat ion Card form is 

one approach. 

 

Sample Student Information Card 

 
 
                    

Last Name                   First Name                   MI        Preferred Name 

 

                   

Student ID        # Age                  Hometown, State           Local phone 

 

  Fall  

  Spring Local address:  

Course & Section  Summer   

                           

 

 

_____________________     ____________________  _______________________ 

Major                              Advisor           Class (Fr., So., Jr., Sr.) 

 

 

Organizations: _____________________   

 

Occupational goals:___________________________ 

 

__________________________________________________________________ 

 

 

Experience related to this course: ___________________________________________________ 
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Stimulating Student Interest 

 
The fo l lowing strategies may be useful to apply to prepare for  and del iver c lassroom 

presentat ions.  They focus on the fact that there are two domains in which learning is taking 

place s imul taneously but from d i f ferent cues. 

 

Cognitive Strategies 
a. Use a "hook"  to grab the students ' interest.  This is a tact ic at the beginning 

of a class that wi l l  focus the students ' attention on the topic.  It  can be an 

exercise, an i l lustrat ion, an example, or a provocative statement or  problem, 

but i t  should be interest ing and direct ly related to the topic to be discussed.  

An act ivi ty that surfaces students ' assumptions and preconceptions about the 

topic can be especial ly effect ive in piquing interest and clearing up 

misconceptions. 

 

b. Get organized.  This is a cri t ical characterist ic for the effect ive teacher.   

Fol lowing your "hook", make sure that the focus and goals of the class are 

clear.  Help students to clearly identi fy the major points and conclusions to 

be drawn from the material 

 

 1. Provide advance organizers that show an outl ine (on a handout or 

overhead) of the topics to be covered.  Students can then "f i l l  in" 

detai ls as the class progresses. 

2. Use overhead transparencies.  Since these can be prepared before class, you can 

give them more thought.  These are part icularly important in large classes to 

i l lustrate and organize material. 

 

c. Use a variety of  presentation methods.  Use your ingenuity to think of 

novel ways to present your material.  These include (but are not l imited 

to) lecture, question asking, class discussion, small  group discussion, 

role playing exercises, f i lms, f ield tr ips, guest speakers, papers and 

presentat ions. 

 

d. Ask questions.  This may sound easier than i t  is.  The wrong quest ions 

can st i f le discussion (e.g., "Are there any questions?").  Here are some 

t ips: 

 

1. Part icularly at the beginning of the semester, ask easy questions 

that you think most students wi l l  already know.  When someone 

answers, be sure and reinforce the part icipation.  Once students 

feel comfortable speaking out in class, you'l l  be able to increase 

the dif f iculty of the questions and st i l l  have students respond. 

2. Ask opinion questions, part icularly ones on which students might 

have a variety of opinions.  These can be a good basis for 

discussion. 

3. Rather than having someone answer a question immediately, ask 

al l  students to take a minute and write an answer to the question.  

After a minute or two, sample answers from the class or brief ly 

tal ly responses.  This gives everyone an opportunity to formulate 

an answer,  rather than only those who "think fast". 
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4. Get students involved in some of the decisions of the course, 

al low some input and choice about problems to be dealt  with, 

learning act ivi t ies, and out-of-class projects. 

 

Affective Strategies 

 
Be enthusiastic.  Research indicates that this is one of the most important  

characterist ics of an effect ive teacher.  Enthusiasm is also contagious.  ( If  you happen 

to be teaching a course thatôs not your favorite, admit and tell them you will work 

extra hard to make i t  interest ing for both of you.) 

 

Set the desired level of  interaction.  Treat students as individuals, not as members of 

a crowd.  If at all possible, learn studentsô names.  Give back assignments and tests 

yourself ( i f  possible) to help you learn names.  Practice act ive l istening and respect 

their posit ions. 

 

Be aware of  body language.  Standing up behind the podium conveys a dif ferent  

message than sit t ing comfortably on the desk or table.  The latter conveys more 

informali ty and, perhaps, openness to two-way exchange. 

Reinforce students for their contributions.  Everyone l ikes to be appreciated.  An 

occasional ñgood idea!ò or ñthatôs rightò will encourage further participation.  Watch 

out for ñdouble messagesò to students.  You may overtly invite part icipation yet 

contradict yourself  by interrupting or complet ing student responses, exhibit ing 

impatience, or only half  l istening (for example, by using student talk t ime to f igure 

out where you are in your notes).   

 

Be accessible.  Student wil l  be more motivated to do well  in a class where the teacher 

is perceived as a ñreal person.ò  Donôt be afraid to volunteer personal experiences that 

are relevant to the topic at hand, and sol ici t  student experiences.  It  is  l ikely that 

students who feel comfortable talking with you inside and outside of class may feel a 

stronger personal commitment to the course and to you. 
  - -some of  the in fo rmat ion for  th is sect ion was taken f rom mimeo-

graphed mater ia l  ent i t led "Microteaching:  His tory and Present  Status"  f rom the 

Univers i ty o f  Massachuset ts and f rom mimeographed mater ia l  ent i t led "C lassroom 

Management"  by D.  Majerc ik,  Cl in ic to  Improve Univers i ty Teaching,  Univers i ty o f  

Massachuset ts,  1974. 

 

Guidelines for Lecturing 
 

Effective Presentations 
The fol lowing are some suggested tact ics aimed at making the classroom presentat ion 

more affect ive. 

 

1. Arr ive a few minutes early.  Start on t ime! 

2. Capture the students ' interest at the beginning of the lecture by using one of the 

fol lowing approaches: 

a. raising a question which they should be able to answer at the end of the 

class 

b. putt ing a sketch of the day's work on the chalkboard 

c. stat ing a current problem related to the topic 
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d. relat ing the lecture to the material covered in previous lectures 

e. stat ing your object ives 

f.  using an ini t ial  " tr igger" f i lm, video tape or exercise to pique interest 

and questions. 

3. Use the chalkboard or overhead transparencies to outl ine and summarize 

presentat ions, diagram relat ionships of ideas and concepts, and l ist vocabulary 

words or dif f icult-to-spel l  names. 

4. Watch for nonverbal responses.  If  they indicate confusion, you may need to 

slow down, explain further, or repeat a point.  You may need to talk louder.  

Vary the presentat ion demonstrat ion, discussion, act ivi t ies or media every 

20-30 minutes.  Provide a break for students i f  class is longer than 1½ hours. 

5. Try to make eye contact with each student at  least once during the class period.  

Walk around the class so that involvement and eye contact with students is 

enhanced. 

6. Get the students to contr ibute through quest ions, discussion, exercises or group 

act ivi t ies. 

7. Invite questions when they come up (part icularly questions for c larif icat ion), 

instead of holding off unti l  the end of the period.  Save t ime for more general  

questions after major segments. 

8. Use humor when appropriate. 

9. Remember to summarize important points at  the end of  the lecture to provide 

closure and aid retention.  Also provide a clear transit ion to new topics. 

 
- -many of the ideas for th is sect ion were adapted f rom Quest ions & Answers:  A 

Handbook for Teaching Assistants by Faculty Development Center,  Mississ ippi Sta te 

Univers i ty . 

 

Using Examples 

 
The deeper a student or faculty member delves into a part icular discipl ine, the harder 

i t  may be to explain i ts principles and concepts to the novice in a st imulat ing and 

comprehensible manner.  The language and the phi losophical assumptions of  the f ield 

are assimilated.  It  is a part icularly challenging communications problem to deal with 

heterogeneous undergraduates, many of whom  are nonmajors and/or may be required 

to take the course. 

 

One way of looking at  introductory courses, perhaps, is that they are a semester-long 

vocabulary exercise.  If  this is the case, a trap one can fal l into is the "teaching 

French in French" syndrome, where one uses the terminology of the f ield to define 

other terminology.  The English teacher is faced with defining grammatical terms 

without resort ing to other grammatical terms; the computer science teacher must 

explain principles and procedures without lapsing into "computerese". 

 

Examples, metaphors and analogies are the avenues out of this conundrum.  An 

example of an effect ive use of analogies to explain an otherwise esoteric principle is 

an analogy often used to clari fy Einstein 's Theory of Relat ivi ty:  Assume that an 

astronaut leaves the earth and travels through space at  almost the speed of l ight.   If  he 

returns 60 earth years later, he wil l  not appear to have aged, whi le his fr iends on earth 

wi l l  be 60 years older than they were when he left .  Thus, t ime is perceived relat ive to 

one's speed. 
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Analogies, metaphors and examples can be communicated verbal ly to the student, or  

in a graphic form through a demonstrat ion or diagram.  Complementing "textbook" 

defini t ions with vivid, concrete references that are famil iar to students can deepen 

their grasp of the concept, as well  as offer students with diverse learning styles 

alternative ways of perceiving and processing the information. 

One can go to texts,  general  books, media and faculty for assistance with devising 

examples and analogies for dif f icult  material.  It  might be helpful  to view videotapes 

of oneself teaching to see how much one " lapses" into jargon when i t  may not be 

appropriate for the audience. 

 

Students can also be a fresh source of input about how best to explain complex 

material.  Having them devise their own analogies, examples and/or diagrams for  

material they have just studied might be an edifying and intr iguing assignment. 

 

 

Using the Chalkboard, Overhead Projector, and Other Media 

Effectively  

 

The Chalkboard 
1. Put elaborate drawings or wri t ings on the chalkboard BEFORE class, or use an 

overhead or handouts. 

2. Print letters large and neatly. 

3. Face the class as you refer to information writ ten on the board. 

4. Don't  block students '  view of  the material by placing yourself  between the 

board and class. 

 

The Overhead Projector 
1. Shift  attention back to you by switching the projector off  after you've f inished 

discussing a transparency. 

2. Mask sections of  transparencies with cardboard and progressively reveal 

information as discussed (as appropriate). 

3. Sit  next to the projector, i f  possible, as you use i t .   Standing can block the 

students ' view of the material on the screen. 

4. Consider overlaying information.  Bui ld up a complex idea by superimposing 

transparencies, each with progressively more information. 

5. Put labels and lecture notes on transparency frames. 

 

Photographic Slides 
1. Plan the narrat ion to accompany the sl ides. 

2. Use a remote control device.  This wi l l  al low you to keep an eye on your sl ides 

while maintaining eye contact with your students. 

3. Limit your discussion of each sl ide.  Even a minute of narrat ion can seem long 

to your audience unless there is a complex visual to be examined at the same 

t ime. 

4. Rehearse your presentat ion before showing sl ides to your audience. 

5. Darken the room so that sl ides are clear and well-l i t  but, i f  possible, also leave 

a low level of l ight on for note taking. 

6. Include word sl ides to introduce segments, topics, new concepts. 
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7. Make sure sl ides are projected high enough up on screen for al l students to see 

the ful l  image. 

8. Consider developing a pre-produced sl ide/ tape presentat ion i f  you make the 

same presentat ion often (15-20 minutes is a typical t ime frame to work within). 

9. Put "thumb spot" on bottom left  of sl ide ( less shiny, emulsion side facing you) 

for gripping sl ide and placing in carousel tray clockwise, beginning with #2.  

( Insert 2" x 2" cardboard square in #1.)  

 

Television and Films 
1. Always preview the program. 

2. Prepare students for viewing by relat ing i t  to previously studied material and 

evoking questions about the program's topic.  Pique their interest about and 

attention to part icular points or problems about to be seen.  Television does not 

require a dark room, although l ights should not be extremely bright or create a 

glare on the screen.  Showing a 16mm fi lm requires a darkened room, although 

minimal l ight ing for note taking is desirable. 

3. Consider showing only portions of the program, as appl icable. 

4. Feel free to stop and start the videotape or f i lm to ask questions or to let  

students respond to points made in the tape.  ("Pause" on the video player 

should not remain on for more than 3 minutes, however, since i t  can stretch the 

tape.) 

5. Support the presentat ion with meaningful fol low-up act ivi t ies.  For example, 

f i lms and videotapes could tr igger discussion, debate or role-play. 

6. Include material from the f i lm or videotape on tests and exercises so that 

students take media seriously as an important and val id dimension of learning, 

as much so as the lecture or textbook. 

7. Media Services (3167) maintains campus video, audio, project ion, and computer 

display equipment.  A Media Services Request Form should be submitted with 

at least 24 hours notice. 

 
- -many ideas taken f rom Inst ruct iona l Media and the New Technologies of In-

st ruct ion by Robert Heinich, Michael  Molenda and James Russel l .   NY: John 

Wi ley and Sons, Inc. ,  1982. 

 

 

Getting Students Involved 
 
Teachers need to model for their students act ive l istening, thoughtful questioning, 

appropriate responding and--above al l-- curiosity and enthusiasm for the subject.  

Lecturing is one-way communication, but questioning and responding are two-way 

communication processes and encompass both cognit ive and affect ive dimensions.  

The fol lowing provides some guidel ines for the effect ive use of questions. 

 

Effective Questioning 
1. Address questions to the entire class, wait, then cal l  on someone to answer.   

(One technique for large classes is to have al l  names on index cards that can be 

shuff led).  Prefacing a question with a part icular student 's name may cause the 

rest of the class to stop paying attention since they have been cued that they are 

"off the hook". 
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2. An ini t iat ing question begins considerat ion of a part icular topic.  These 

questions can be planned in advance to make them provocative and 

interest-arousing. 

3. After an ini t iat ing question, you may want to ask several probing questions of 

the responding student to bring out more of  what he/she knows about the subject, 

e.g., "What do you mean by the term...?" or "What are your reasons for thinking 

that is so?" 

4. Redirect questions.   Ask questions that can be directed to more than one 

individual, e.g.,  "Good reasoning, J im.  How might you elaborate upon Jim's 

answer, Susan?" OR "Several explanations are possible.  What might be one, 

Mary?"  Develop a teacher question-pupi l-pupi l -pupi l  response pattern rather 

than a question-answer-question-answer approach (this can become a 

teacher-student "ping pong game").  Keep other students act ively l istening and 

responding, i f  not  also questioning. 

5. Increase your wait t ime by a few seconds after asking a question..  Do this 

even i f  someone volunteers immediately, to give everyone an opportunity to 

think about a response.  After a student responds, al low t ime for him/her to 

expand on the answer before you respond. 

6. Avoid "Yes" and "No" questions.  "Yes/No" or one-word responses are often 

el ici ted by questions beginning with:  are, can, do, does, have, is and would .   

Overuse of this type of question can cause boring and mechanical exchanges. 

7. Avoid "double-barreled" questions that ask several questions at once.  Also, 

avoid ambiguous questions. 
8. Rephrase a question to give students another chance to answer before 

answering i t  yoursel f .  (Research has indicated that questions are more 

frequently rephrased for students that teachers perceive to be high achievers 

than for perceived lower achievers.  Be fair with your rephrasing--assist  

students equal ly.) 

9. Ask questions at di f ferent levels of intel lectual complexity,  rather than 

predominantly factual, recal l  memory level.  One frequently referred to 

hierarchy of cognit ive levels (developed for use in construct ion of exam 

questions by a University of Chicago Examination Board in 1956, under the 

direct ion of Benjamin S. Bloom) has appl icabi l i ty here.  The six levels can cue 

the teacher in construct ing questions at varying levels: 

a. Knowledge level--Simple recal l  of facts and information. Examples: 

name, l ist , define, who, when. 

b. Comprehension level--Requir ing understanding, interpretat ion and some 

uti l izat ion of knowledge to show student understands essential meanings.  

Examples: explain, contrast, compare, give an example, what caused. 

c. Appl icat ion level--Requir ing solving a problem, applying principles to 

specif ic si tuations.  Examples: solve this problem..., Predict... ,  How does 

this apply to... ,  What would you do i f . . . 

d. Analysis level--Requir ing breaking the idea into essential elements and 

relat ionships for logical analysis; high level interpretat ion and 

determination of implicat ions.  Examples: give reasons for.. . ,  Analyze 

possible effects of... ,  What evidence supports your argument? 



      Office of Graduate Studies  

 

 

 

32 

e. Synthesis level--Requir ing creativi ty; designing new plan, model,  

product.  Examples: create, design, plan, diagram, construct, model. 

f .  Evaluation level--Requir ing cri t ical analysis and judgment of val idi ty or  

merit ;  makes use of cr i ter ia or standards that in turn bring values and 

norms into play.  Examples: judge, evaluate an idea/alternative in terms 

of... ,  Which alternative would be most effect ive for.. . ,  For what reasons 

do you favor... 

10. One technique that can be effect ive in a) opening up the course or b) beginning 

a review session is to ask for al l  questions at the onset of  the session and write 

them on the board.  Organize them into categories, then answer them (or have 

students part icipate in responses). 

 
- -much of the materia l  presented in th is sect ion was taken from  

"On Quest ioning"  in Professors as Teachers by Kenneth E. Eb le. 

 

 

Responding to Students' Questions 
1. Encourage part icipation by reinforcing student responses with smiles, nods, eye 

contact and other attending behaviors.  Verbal reinforcement such as "Good", 

"Correct" or "Very good" should NOT be overused or i t  becomes meaningless. 

2. Don't  interrupt a student--i t  wi l l  discourage future part icipation.   

3. Never r idicule a student 's answer!  If  there is anything  correct in i t ,  comment 

on that.  Rephrase the question with an extra clue in i t  to help the student 

answer, or redirect the question to another student. 

4. Effect ive answers require careful l istening.  Answer the original question and 

don't  attempt to include broader issues--a 5 or 10 minute lecture-answer (when one 

or two examples would have suff iced) may frustrate or turn off students. 

5. When a student 's question is of interest to only one or a few students in class, 

suggest that he/she consult  you after class. 

6. Don't  wait  unti l  the last 5 minutes of class to open i t  up for questions.  Students 

often hear this as a signal that class is over and do not give their ful l  attention.  

Also, the t iming is off  for questions about specif ic topics covered earl ier in the 

lecture.  It  is preferable to intersperse the lecture with teacher questions and/or 

opportunit ies for students to ask clari fying questions at the point  of dif f iculty 

and general questions after major segments of the topic are covered.  Suggest to 

students that general questions be held unti l  the end of the lecture. 

7. Perhaps most important of al l :  If  you don't  know the answer, admit i t ,  and then 

promise to investigate the topic, or refer students to other sources. 

 
- -much of the in format ion presented in th is sect ion was taken f rom 

mimeographed mater ia l  f rom the "Cl in ic to Improve Universi ty 

Teaching"  by Michael Melnik,  Univers i ty  of Massachusetts,  1974. 

 

Leading Classroom Discussions 
The fol lowing may be helpful in developing an effect ive approach for classroom 

discussions. 
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1. Select a good discussion problem, keeping in mind the students ' level of 

knowledge and background with the mater ial.  Involve the students in the 

select ion process by offering them several options. 

2. Clearly state your expectat ions of class preparation for discussion.  In the class 

prior to discussion day (or week prior,  depending on how complex the material 

is) introduce the discussion material and include several of the questions which 

wil l  be answered.  This wi l l  help motivate the students to participate and be 

involved.  Questions could also be gathered beforehand from students. 

3. Create an environment conducive to discussion. 

a. Arrange seats in circles or 1 or 2 large semicircles i f  possible 

b. Divide large classes into smaller groups. 

Both of these environments foster interact ion among students. 

4. Start the discussion with "tr igger" material:   Provocative audiovisual material,  

a problem situation, cr i t ical incident, or a short lecture concluding with a 

question wil l  serve well .   (The tr igger material may be a f i lmstr ip, tape, record, 

chalkboard material, or hand-out). 

5. List points/ ideas on the chalkboard to keep the discussion on track.  Use 

dif ferent types of  questions (prepared beforehand): 

a. Informational--basic data 

b. Relat ionship--compare/contrast, explain 

c. Appl icat ion--general izat ion, predict ion 

6. Move from simple to more complex levels of thinking.  (See previous section 

on   Asking and Responding to Questions.) 

7. If  small  groups are used, ask for a brief report from each one.  Have a leader 

from each group share their ideas.  Coordinate ideas on the board and discuss, 

compare, dif ferentiate. 

8. As class period draws to a close... 

a. Instructor should summarize what has happened and clearly identi fy the 

signif icant outcomes.  Everyone wil l  then know what the teacher thought 

was important and what they wil l  be expected to retain. 

b. The day's learning should be placed in context of the course, related 

clearly to both preceding and subsequent learning.  This wi l l  enhance 

retention considerably. 

 

Other Classroom Interaction Formats 
Listed below are a var iety of other techniques that foster interact ion in the classroom. 

 

1. Lecture with discussion. 

2. Guided discussion about readings (with or without study questions provided 

prior to assignment). 

3. Problem- or issue-centered task for groups of 2-5 people (act ivi ty revolving 

around part icular problem, question or exercise to deal with). 

4. Incident process (using situation problems, requir ing fact-f inding and 

decisions for their resolut ion--can ut i l ize small  groups or large group).   

Variat ion is the in-basket technique where a specif ic problem or memo must be 

responded to by individual or small  or  large group. 
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5. Case study method (using report of a real si tuation--more complex than 

incident; group is to determine problem(s), signif icance of problem and 

probable solut ion(s); case study could be verbal or videotaped situation). 

6. Role play can be an effect ive technique to apply, pract ice and problem-solve 

specif ic concepts and situations.  Can be ini t iated by "tr igger" case, f i lm or 

tape.  Other class members should have a role, such as cri t iquing the 

performance or trading places with the role players. 

7. Colloquy technique requires moderator, 4-8 persons (3-4 representing class, 

1-4 resource persons al l  on a panel);  questions, problems and issues are raised 

by class representat ives and responded to by resource group. 

8. Panel discussion (3-6 persons discussing assigned topic--drawing from class 

members and/or outside resource people). 

9. Competit ive panel technique (3-6 people having an exploratory discussion on 

an assigned topic--these people may be chal lenged, ousted, and replaced by 

other class members; requires moderator). 

10. The expanding panel technique employs a combination of presentat ion and 

discussion, consist ing of a panel of 6-12 people as the nucleus.  They act ivate 

the situation in a 15-30 minute exploratory discussion of a topic.  Moderator 

guides and questions and comments.  Then one at a t ime, people join the group 

or the whole class can join. 

11. Symposium is a series of related speeches by 2-5 persons on different phases of  

the same topic or closely related topics; speeches vary from 3-20 minutes and 

are fol lowed up by questions/comments from audience directed at individual  

speakers. 

12. Debates can revolve around a phi losophical or complex question, or principles 

related to case study, incident, or problem.  Other class members should have 

roles as well--to assess arguments, vote (before and after), etc. 

13. Interview technique with guest speaker (5-30 minute presentat ion in which 1 

or 2 resource persons respond to systematic questioning by an interviewer about 

a previously determined topic). 

14. Creative problem-solving group for example, via a Synectics Approach using 

analogies and brainstorming act ivi t ies fol lowed by analysis and focusing of  

options generated.  Groups probably work best with up to 15 people. 

15. Self-analysis exercises and questionnaires to surface assumptions, 

preferences, characterist ics, conceptions (and misconceptions). 

 

NOTE:  Any of these techniques, especial ly those involving problem-

solving and debate, could be videotaped for the class to review and 

cri t ique in l ight of the qual i ty and effect iveness of the communication 

process. 

 

 

Dealing With Problem Situations in Class 

 
1. Don't embarrass the dominant student in c lass.  Instead, continue to redirect 

questions to other students, e.g. "Thank you for your contr ibut ions, Gwen.  

Tom, can you pick up here...?"  If  necessary, suggest that you would l ike to 

give others an opportunity to part icipate or note that t ime does not permit  

lengthy discussion.  (Classes vary considerably in how formally or informally 
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they are run.  Behavior deemed disruptive in one class may be acceptable in 

another.  Al lowance for disagreement or chal lenges to the teacher varies not  

only with dif ferent professors, but with di f ferent schools and even cultures.  

You need to be clear about the norms and sanctions of your own course.) 

 

2. When deal ing with a disruptive student, don't  shout, insult  or be sarcastic.  This 

simply fans the f lame and reduces you to the level of the disruptive student.  

Also, r idicule can backfire on you.  Sometimes ignoring an attention-getter can 

be effect ive; at other t imes that wi l l  simply make you look and feel fool ish.  

Occasionally humor can help, or--just the opposite--a clear, f i rm message is the 

best recourse, indicating that the behavior is inappropriate and wil l  not be 

tolerated.  As a last resort, dismiss the student from class. 

 

3. Passive, withdrawn students represent another chal lenge to teachers.  It  is  

agreeable, however, that i t  is their prerogative not to speak up in class i f  they 

do not wish to.  The reasons can stem from a student 's weak self-concept and 

fears of speaking out publ icly and of being judged by one's peers or by the 

teacher.  How you respond to their contr ibut ions can, thus, reinforce part ici-

pation or withdrawal.  Above al l ,  do not embarrass or r idicule them. 

 

4. Persistently dominant,  disruptive, or withdrawn students should be spoken to 

outside of the classroom.  Try to determine the root of their problem and refer 

them to the appropriate on-campus support agency.  The Off ice of Counsel ing 

Services may assist in some situations, or Special Services may be cal led upon 

for remedial support.   The student 's advisor may be of assistance i f  an 

adjustment in his/her schedule is necessary.  Extreme discipl inary problems 

that violate the code of student conduct should be communicated to your super-

visor and to the university hearing off icer.  (See Faculty Handbook) 

 

5. Students who are perpetual ly late should probably be talked to pr ivately, in an 

attempt to determine the reason for the lateness. On rare occasions there may be 

a legit imate, unavoidable reason.  In which case, suggestions for gett ing class 

notes, having the beginning of the lecture taped by a fel low student, etc. could 

be made.  The student must be responsible for his/her own make-up, however.   

If  the reason is not just if ied and the lateness persists, note to the student 

privately that being late is distracting to you and to the class.  The latecomer 

also misses out on goings-on at the beginning of class.  Pay attention to what 

goes on at the beginning of the class:  do you start on t ime?  provide an 

engaging and valuable act ivi ty or introduction?  occasional ly quiz students,  

give assignments or review for tests at the beginning of class?  Make sure you 

do things which are interesting, valuable and not worth missing.  Above al l ,  

don't  cater to late-comers by repeating information; doing so communicates that  

lateness is acceptable. 

 

6. Methods of dealing with students who interrupt the class in other ways such as 

reading, talking with others, sleeping or passing notes also need to be analyzed 

according to the degree to which the behavior genuinely interrupts you and the 

class.  Ignoring minor infr ingements may be more effect ive than ampli fying the 

interruption by stopping what you're doing and drawing attention to i t .   (Don't  

take every interruption as a chal lenge to your authori ty.)  Try to make your 

presentat ion as interest ing and engaging as possible.  Vary the presentat ion and 
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involve students where appropriate.  As McKeachie (1969) suggests, look at 

your examination pol icy:  i f  you are not including lecture material on your 

exams, you may inadvertently be minimizing students ' interest in and attention 

to lectures.  (A corol lary holds true as wel l :   i f  information from the text  or  

media never shows up on tests, those sources may be less well  attended to.) 

 

7. A problematic issue of extreme importance in the university sett ing (and in the 

workplace in general) is the issue of sexual harassment.  It  is a form of 

discrimination based on sex.  Old Dominion University has revised i ts pol icy on 

sexual harassment, and i t  is outl ined in the Faculty Handbook.  There are 

serious ethical and legal ramif icat ions in cases of sexual harassment by faculty, 

staff  or students.  Members of the university community are encouraged to 

report any problem or complaint of sexual harassment.  For further information, 

refer to the Faculty Handbook or contact any of the fol lowing: 

 

 Aff irmative Action Off ice 

 University Human Resources (Employee Relat ions Manager) 

 Office of Student Services (Vice President for Student Services) 
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 COUNSELING STUDENTS INDIVIDUALLY  

 

Office Hours 
Instructors at ODU are responsible for sett ing aside specif ic off ice hours so that other 

faculty members and students may confer wi th them. These hours should be posted on 

the instructor 's off ice door and given to the department secretary.   Listed below are 

some guidel ines for of f ice consultat ions. 

 

1.  Stop whatever you are doing and give the student your ful l  attention.   Help the 

student state the purpose of his/her visi t  by asking, "What can I do for you?"  

This avoids the possibi l i ty of engaging in guessing games, wast ing t ime and 

addressing the incorrect issue. 

 

2. Common problems arising in off ice counsel ing situations are students ' concerns 

and complaints about grades, assignment deadl ines or test dates.  Be prepared 

for these types of requests by f inding out the department 's pol icies concerning 

assignments that are submitted late, exams that are missed, and grades that are 

chal lenged.  It  may be wise to brief ly note these pol icies on the syl labus, for 

example, that "Unless a physician's note is provided, the grade for  assignments 

turned in late wi l l  be lowered by one letter grade." It  may be beneficial to 

discuss with experienced teachers how they respond to complaints and excuses 

from students, and how they gauge the seriousness of them. 

 

3. One common student problem may be worded l ike this: "I study harder for this 

course than for al l  my other courses, but I  just can't  seem to pass the test."  

Encourage the student to examine the problem to determine where the 

breakdown is.  Is the problem with attendance, note taking, understanding of 

the material, doing reading assignments (before and after the lecture), study 

habits or t ime management? Sometimes, simple information on budgeting t ime 

or study habits can help (e.g. minimize distract ions, peruse the whole chapter 

f i rst then read in greater depth.  Before closing the book, look back over the 

material that you just read and mental ly summarize i t .   Jot down key points.   

Try to answer questions at the end of the chapter.  Note and look up unfamil iar 

words and maintain a vocabulary l ist .)  Sometimes a simpler text from the 

l ibrary or professor can explain material in ways that can be a helpful backup 

to students having dif f iculty.  For students needing in-depth remedial support, 

see the next section. 

 

4. When students reveal  or wish to discuss deeper psychological or emotional 

problems, i t  is probably desirable to advise them to get professional help, for 

example, to refer them to the Off ice of  Counsel ing Services (ext. 4401).   

However, one should perhaps spend at least a few minutes l istening to the 

problem, rather than hasti ly dismissing the student by a referral. A sense of 

caring and concern should be conveyed, even i f  the problems and solut ions l ie 

outside one's area of professional training. 

 

Responding to Students Needing Remedial Support 
In grading tests, papers and assignments you may note that a part icular student is not 

performing well  in prerequisite ski l ls such as mathematics, reading, wri t ing, etc.  A 

student may have learning disabil i t ies or need to devise special study tact ics; or a 
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student may be fal l ing behind the rest of  the class in general.  In addit ion, students 

wi l l  often approach a faculty member and express their need for tutoring.  You should 

confer with these students and inform them that there are several options avai lable to 

them: 

 

Á The off ice of Student Support Services offers tutorial  assistance in 

mathematics, reading, wri t ing and other specif ic content area subjects, and 

academic, personal, f inancial aid and career advising and counsel ing.  Writ ing, 

reading, study ski l ls and career explorat ion workshops are also offered. 

Á Tutoring is usual ly avai lable.  Most departments maintain a f i le of advanced 

undergraduates or graduate students wi l l ing to tutor undergraduate courses. 

Á The Writing Center offers nondegree General Studies courses to help students 

overcome dif f icult ies with spel l ing, punctuation, sentence structure, 

organization and development of  ideas. 

Á Developmental Math wil l  aid in diagnosis and placement of students with 

mathematics deficiencies. 

Á Writ ing Tutorial  Services (WTS) provides free tutorial  assistance, coaches and 

encourages students,  and works toward student evaluative and edit ing 

independence (undergraduate students only).  WTS does not proofread or 

correct student papers.  The Writ ing Tutorial  Services is located in Batten Arts 

and Letters, Room 311, Extension 4013. 

 

EVALUATING LEARNING  

 

Alternative Types of Assignments 
There has been a wave of interest and act ivi ty for several years surrounding the topic 

"writ ing across the discipl ines."  The goal  is essential ly to increase and diversify 

opportunit ies for wri t ing in al l  courses across the curr iculum.  Writ ten assignments 

can help students focus and evaluate their assumptions, thought processes, and con-

clusions and provide pract ice for analyt ical, creative and cri t ical thinking.  Thus, they 

can serve as learning exercises, not just as a test ing tool or an English class exercise. 

 

Virtual ly al l  l i fe si tuations cal l  for clear and effect ive oral and writ ten 

communication, and each professional arena has i ts own jargon and communication 

norms and standards.  Thus, wri t ing assignments geared to various levels, tasks and 

object ives (both gener ic and discipl ine-specif ic) can be of great value to students. 

 

Writing activit ies don't have to be lengthy papers:  they can be brief exercises 

spanning a sentence to several paragraphs.  Written assignments do not have to 

be graded.  They could be part of a larger, progressively more complex 

assignment.  Fellow students could partici pate in crit iquing each others' 

assignments, followed by opportunities for rewrites.  Examples of written 
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assignments might involve  

 

1. Analyses of data, problems or cases, including analysis of problems and 

contr ibut ing factors, as well  as posit ing alternative paths, solut ions or 

consequences; 

2. Formulat ing questions or hypotheses, given specif ic facts or information; 

3. Writ ing paragraphs that meaningful ly and accurately interrelate a group 

of vocabulary words; 

4. Writ ing observations, journals or reports of act ivi t ies and projects; 

5. Comparing or cr i t iquing data, readings, performances, videotapes/f i lms, 

experiments, etc.;  and 

6. Translat ing theories or principles into hypothetical, concrete 

appl icat ions. 

 

Writ ing assignments can complement other types of assignments.  Besides thinking in 

terms of diverse writ ing assignments, various discipl ines could consider a broader 

range of inquiry and expressive assignments, as well . 

 

1. Inquiry projects entai l  small  mini-research projects as well  as larger re-

search/interview/survey act ivi t ies -- ei ther as individual or  team 

responsibi l i t ies. 

2. "Expressive products" represent performances or creative designs.  

Students could be asked to translate ideas, information or processes into 

diagrams, graphs/charts, models, drawings, photos or displays.  Readings 

and investigations could culminate in an audio-visual product, such as a 

sl ide-tape, videotape or computer program.  Cri teria for expressive 

products need to be pre-determined (although a margin for  original i ty 

and insight should perhaps be al lowed). 

 

For exceptional ly good products (both print and non-print) teachers could request 

permission from the student to make a copy to use as an example or for demonstrat ion 

materials in future courses.  (Such a request is a great compliment to the student.) 

 

Guidelines for Giving Tests 

 

1. Plan a test early in the semester (either the third or fourth week).  This lets the 

students know where they stand and what to expect on your tests. 

2. Give tests frequently.   This wi l l  enhance learning and provide information on 

student progress. 

3. Announce the date and coverage of an exam well  in advance. 

4. Write test i tems as you progress through the semester.  Writ ing a few after each 

class while the scope and focus of the material is famil iar is an ef f icient tact ic.  

(Keep your course object ives clearly in mind. 

5. Write i tems on note cards for ease of handl ing and f lexible use. 

6. Pay part icular attention to writ ing clear instruct ions. 
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7. Avoid writing ñtrickò or picky questions.  The object isnôt to trip students up, 

but to determine how well  they have understood the material and can demonstrate 

that knowledge to you. 

8. Keep i tems as brief as possible (or your test may be a speed reading test ore 

than an achievement test. 

9. Use a variety of types of test i tems.  This al lows students to demonstrate their 

knowledge in dif ferent ways and not be penal ized i f  part icular types of tests are 

problematic to them.  Mult iple choice, essay, and short essay are recommended 

over true/false and matching.  (True/False and matching tests can be effect ively 

used as a non-graded learning exercise to st imulate interest and ferret out 

misconceptions.) 

10. Group questions according to type so that the students don't  have to constantly 

shif t  response patterns. 

11. Reduce student anxiety by placing the easiest questions f irst. 

12. Before construct ing a test, review your object ives for the course and that  

part icular unit .  Relate test i tems to these object ives. 

13. Write down the topics to be covered on the test.  Rank these topics in the order 

of importance.  Make sure the more important topics have a greater number of 

questions. 

14. Use negatives sparingly to reduce confusion.  When used, underl ine or 

CAPITALIZE the negative word.  Don't  let the format of  the test get in the way 

of determining what students real ly know. 

15. Avoid using absolutes, such as "al l" , "always", "none" and "never". 

16. Watch out for unintent ional clues to answers in dif ferent sections of the test. 

17. Determine in advance the amount of credit  for each question.  Indicate on the 

test the grading weight for each section of the test.  Also indicate any penalt ies 

for spel l ing, grammar, etc.  There are dif ferent opinions on whether al l  teachers 

are English teachers, or whether mechanics are separable from and less impor-

tant than content object ives.  Whichever way you decide, clearly communicate 

expectat ions to students.  (Do not penal ize them in a test si tuation, however,  

for errors that lack of t ime or resources (such as a dict ionary for  spel l ing 

checks) prevent them from remedying.   

18. Always work the test yourself  before administering i t .   You should be able to 

f inish the test in no more than one-fourth the t ime al lotted to the students! 

Time guidel ines: 1 minute per mult iple choice question 

2 minutes per short answer question 

10-15 minutes per short essay question 

30 minutes per essay question. 

19. Ask a peer or professor to look over your test to provide construct ive feedback. 

20. Grade and return tests as soon as possible.   Always take the t ime to discuss the 

test in depth with students, and let them do some of the explaining.  Use test  

review as a learning tool to "revise" erroneous thinking. 
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21. Remember that  a useful function tests can serve for the teacher is to provide 

data by which to diagnose problems.  An i tem analysis of the test may reveal  

weaknesses in the test i tself ,  as well  as point to problems in the course.  Some 

areas may need revis ion and improvement.   How well  students grasp terms, 

concepts and principles, as demonstrated in tests, may be an indication to you 

that the organization or explanation of the material, types of examples used, or 

students ' appl icat ion/ pract ice of the principles/procedures is not  as effect ive 

and thorough as i t  should be. 

 

Alternative Types of Tests 

 

True/False 
Since there is a 50/50 chance that a student 's response to a True/ False question wil l  

be correct, luck plays too large a role in whether students get an answer correct.  For 

this 7reason, and because the parameters of true/false are "digital"--black or white, 

and most knowledge doesn't  f i t  those parameters, T/F tests should be used sparingly.  

One appeal of T/F tests is the ease of scoring; however, construct ing a val id T/F test 

is actual ly rather dif f icult . 

 
1. Clari ty  

Clear-cut judgment should be able to be made about the statement.  Watch out 

for ambiguous or highly complex sentences.  If  questions are debatable, supply 

documentation or sources to clari fy the frame of reference for the statement.  

Don't  let the wording of the i tem get in the way of determining what students 

real ly know. 

 

2. Clues  

 Avoid unintentional cues. 

3. Relevance 

 Item should be related to specif ic learning object ive and not be tr ivial  or minor. 

 

4. Examples 

 

 Bad Example     Improvements 
 Most evergreen trees keep their  Most evergreen trees keep their leaves in 

 leaves in the winter, while    winter. 

 most deciduous trees shed   Most deciduous trees shed their leaves  

 theirs annually.    annually. 

  

 Tides have an effect on men's   According to most astrologers, tides 

 moods.      have an effect on menôs moods. 

 

 The snow is always 20 feet   The snow is generally 20 feet deep 

 deep on Mt. Everest.    or deeper on top of Mt. Everest. 
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Mult ip le Choice 

Mult iple choice tests can be an effect ive test ing option and one of  the easiest types to 

score.  Nevertheless, diverse test ing formats are recommended to tap the knowledge of  

the student via dif ferent routes.  Mult iple choice directs responses to one best answer.   

Unless there truly is one best answer to a part icular question, mult iple choice is not 

appropriate.  It  is also a chal lenge to pose mult iple choice i tems at varying levels of  

cognit ive complexity,  rather than only at factual recal l  levels.  (For suggestions of  

levels, see the section on Asking and Responding to Questions.) 

 
Á Statement 

 A single, defini te statement is to be answered by one of the several given 

choices. 

 Keep the reading demands to a minimum and el iminate irrelevant material. 

Á Relevance 
Keep the reading demands to a minimum and el iminate irrelevant material. 

Á Negatives 

Avoid negatives i f  possible.  If  they must be used, then CAPITALIZE or 

underl ine them. 

Á Answers 
Provide 4 or, preferably, 5 alternative responses.  Have only one response 

considered to be correct by experts in the f ield.  (Would your col leagues get a 

100% if  they took the test?) 

Á Alternatives  
Optimally, four alternative responses should be provided (sometimes f ive).   

Incorrect response choices ("distractors") must be plausible and attract ive.  

Watch out for alternatives that are too similar or would f i t  only under certain 

circumstances.  On the other hand, don't  use alternatives that are too remote or 

ones which common sense alone would enable a student to rule out. 

Á Clues 
Use a/an in referr ing to the answer.  Avoid terms such as "always" and "never".  

Avoid the choices "al l  of the above" and "none of the above". 

Á Order  
Arrange response choices in alphabetical or numerical order. 

Á Examples 
 Bad Example      Improvement 

Which of the following is not an item  Which of the following is NOT an 

 of mountain climbing gear?   item of mountain climbing gear? 

 a. __________  c. ___________  a. ___________  c. ___________ 

 b. __________ d. ___________  b. ___________ d. ___________ 

 

 Elephants l i ft objects mainly with their Elephants l i ft objects mainly 

with their 

 a.  trunks      a.  trunks 

 b.  tusks      b.  tusks 

 c.  legs      c.  legs 

 d.  all  of the above    d.  backs 

e.  none of the above 
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Matching  

Matching tests present the most amount of cues for the student and depend more on 

recognit ion memory than recal l  memory.  Matching tests can be one subtest of a larger 

quiz or an effect ive nongraded learning exercise in class to st imulate interest or 

informally assess understanding. 

 
Á Statement 

 Provide direct ions for the matching task. 

Á Premises 
Number and l ist in left  hand column--al l  should be from the same general class 

and should be the longer of the words or phrases. 

Á Responses 
Letter and l ist in r ight-hand column.  Al l  should be from the same general class 

and should be the longer of the words or phrases. 

Á Examples 

 

Bad Example 

Directions:  Match the fol lowing: 

1. Lithogenous   a. nodules   

2. Cosmogenous   b. chrondules    

3. Terrigenous   c. ooze    

4. Biogenous   d. clay                              

       5. Authigenic   e. sand     

Improvement 
Direct ions:  Write the letters from the r ight hand column in the appropriate 

blanks in the left  hand margin. 

 

___1. Authigenic  a. carbonate  f .   chrondule 

___2. Biogenous  b. i ron   g.   red clay 

___3. Cosmogenous c. Mn nodule 

___4. Lithogenous  d. ooze 

___5. Terrigenous  e. sand 

 

 

 

Completion 
Complet ion can also add variety and be appropriate i f  part of a larger test,  or i t  can be 

converted to an in-class exercise.  Since sentence complet ion sets up one correct way 

to phrase information i t ,  too, is l imited in i ts range of appl icabi l i ty to many 

situations. 

Á Blanks 
Keep al l  adjacent blanks of uniform length.  Put only one correct answer per 

blank.  The omitted phrase should be no longer than 3 words (otherwise you're 

asking for mind-reading more than memory!) . 

Á Clues 

Use a/an to avoid unintentional cues.  Avoid giveaways such as an a/an 

indicator for the beginning letter of the response. 

Á Examples 
Bad Examples       Improvements 
One of the component items in the   The positively charged component of 
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 nucleus of the atom is ____________.  an atom is __________________. 

 

 When a ball is hit and lands beyond  When a ball is hit and lands beyond 

  either the right or the left baseline,   either the right or the left baseline, 

 it is ruled ________ ________.   it is ruled _________ _________. 

 bounds.       __________. 

 

Short Answer 
Short answer tests can demonstrate how well  concepts and terms are understood and 

can be art iculated by the student. 

 

Á Criteria  
 Inform student of  cr i ter ia against which his/her answer wi l l  be judged. 

Á Response 

Instruct students to respond with one sentence, a few sentences, or a short l ist .  

(Note whether complete sentences are required or phrases are acceptable.) 

Á Example 

  Bad Example      Improvement 
  Describe each of the 12 steps   Describe in two or three steps the 

 in fungal budding.      process of fungal budding. 

 

Essay 
Essay tests can tap high-level thinking and expression ski l ls of students and require 

them to integrate their knowledge.  However, i t  is the most t ime-consuming and 

controversial type of  test to score.  Criteria need to be clear.  Other non-graded 

writ ing opportunit ies,  of course, can be assigned as well .  It  is  desirable to allow 

students to see good examples/products, as well  as cri t ique others ' work in order to 

get more pract ice in the area of communicating on paper and evaluating their own 

work. 

 
Á Structure  

 Inform student how to structure and organize the answer. 

Á Information  

 Include helpful information such as t ime al lowed or point al lotment. 

Á Premise 
Question should ask the student to make comparisons, summarize information, 

defend an opinion, analyze, etc. 

Á Example 
o Bad Example     Improvement 

 Morality is relative.    Summarize arguments for both sides of the 

 Discuss.     issue, ñMorality is relative."  

(3 points each) 

 

 
- -Most  o f  the mater ia l  in  Sect ion VI ,  C.  on Test ing was taken f rom Const ruct ing True/False Test  

I tems:  Text by Robert  S imas,  Facul ty Sel f-Appra isa l  and Deve lopment  Pro ject ,  San Jose State 

Univers i ty,  1976;  a lso Construc t ing Mul t ip le Cho ice Test  I tems:  Text by Robert  S imas,  Facul ty  

Sel f-Appra isa l  and Deve lopment  Pro ject ,  San Jose State  Univers i ty,  1979;  a lso Const ruct ing  

Match ing Test  I tems:  Text by Caro le R.   Smi th ,  Facul ty Sel f-Appra isa l  and Development  Pro jec t ,  San 

Jose State  Univers i ty,  1976;  and Wri t ing Technica l l y-Correc t  Test  Quest ions by Grant  E.  Barton and 

Andrew S.  Gibbons,  Ins t ruct iona l  Deve lopment  Program, Provo,  Utah:  Br igham Young Univers i ty  

Pr in t ing Serv ice. 
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Grading Policies and Options 

 
Assigning Grades 

1. Assign each student a number at the beginning of the course so grades can be 

posted anonymously.  This is typical ly the Student ID# at ODU. 

2. Include 3 columns in your grade l ist: 

a.  The student 's number 

b.  Score of examination just taken 

c.  Cumulat ive total of  this test and al l  others 

This gives the student a way of  evaluating his own work. 

3. The grades that you assign should conform to the pract ice of the department 

and the inst i tut ion for which you work.  Consult with your department head 

about the grading pol icy. 

4. When going over your course syl labus at the beginning of the semester,  

careful ly explain your grading plans and how quizzes, tests, and papers wil l  be 

weighted. 

5. Give frequent opportunit ies for students to demonstrate their level of  

achievement.  More accurate grades can be obtained i f  a larger number of 

grading components are used.  Many teachers choose to drop each student 's 

lowest grade (as a gesture of fairness and generosity). 

6. Don't  just "grade" student work, but also correct i t  and provide feedback.  

(Feedback is more l ikely paid attention to i f  an option to revise the paper is 

provided, with the possibi l i ty of gett ing a better grade.) 

8. Whether grading "on the curve" or in terms of an absolute standard you should 

be aware of your own standards of the major and minor object ives which are to 

be achieved by your students.  The fol lowing is one set of standards: 

 

 A  al l  major and minor goals achieved 

B most i f  not al l  major goals achieved, some minor ones not 

C at least half  of major goals achieved, many minor ones not 

D a few major goals achieved, most minor ones not, and student is not 

prepared for advanced work 

F none of the major goals achieved 
 

- - In format ion for  th is  sect ion was ext racted f rom Quest ions and Answers:   A Handbook for  Teaching  

Assistants by  Facul ty Development  Centre,  Mississ ipp i  State Univers i ty and f rom Teaching T ips:  A  

Guidebook for  the Beginn ing Col lege Teacher (7 th  ed. )  by Wi lbert  J.  McKeachie.   Lexington,  MA:  

Heath,  1978. 

 
ODU Grading Pol icy 

ODU's grading pol icy is covered in the University Catalog, the Faculty Handbook, and 

the Student Handbook.  

Grading System     

 

Grade   

   Grade  Points  Undergraduate Graduate 

A    4.00   Superior   Excellent 

A -   3.70   Superior   Excellent 

B+   3.30   Good    Good 

B   3.00   Good    Good 

B-   2.70   Good    Good 
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C+   2.30   Satisfactory  Poor 

C   2.00   Satisfactory  Poor 

C-   1.70   Satisfactory  Poor 

D+   1.30   Passing   Not Used 

D   1.00   Passing   Not Used 

D-   0.70   Passing   Not Used 

F   0.00   Fail ing   Unsatisfactory 

WF   0.00  Unofficial  Withdrawal 

W   None  Official Withdrawal 

P   None  Pass 

F(P/F)  None  Fail 

O   None  Audit  

I    None  Incomplete  

II    None  Incomplete - no time limit 

Q   None  Progress but not Proficiency 

 
 

NOTES: 

 
1. WF  is assigned when student stops attempting course wi thout wi thdrawing UNLESS 

the studentôs performance through the midterm date has been an F, in which case a 

grade of F is assigned. 

2. The Pass/Fai l course grade is avai lable as an opt ion ONLY to undergraduate students.   

(P/F grades are not avai lable to graduate students except in courses designated for P/F 

credi t . )   Check c lass roster for  grade opt ion chosen by your students. 

3. A grade of I  may only be assigned wi th instructor 's approval o f s tudent 's request.   

Assigned i f  course work has yet to be completed or in the case of unavoidable absence 

from the Final  exam.  An I  grade automatica l ly becomes an F grade i f  not removed by 

the last day o f c lasses o f the fo l lowing term. 

4. A grade of I I  may not assigned by GTA's.   The I I  grade is used only in those courses 

direct ly related to the research and preparat ion o f the graduate thesis/disser tat ion. 

5. Q  is assigned only in Genera l Studies non-academic remedial /  tutor ial  courses.  The Q 

dist inguishes a student who has put for th ef for t ,  but who is st i l l  unable to demonstrate 

prof ic iency in the subject and must therefore repeat the course. 

 

Class Roll 
A Class Roll  is provided during the f irst few days of class.  Students in class but not 

on the Class Roll  must be referred to the Off ice of the University Registrar, to 

determine why they are not l isted. 

 

Class Attendance 
Syllabus information must include a statement of the instructor 's attendance pol icy 

and the effect, i f  any, of non-attendance on grades. 

 

Examinations 
Comprehensive f inals are required to be given at the designated t ime.  A student with 

three exams scheduled for the same day may request to take the exam on a dif ferent 

date.  No f inals are to be administered during class t ime prior to f inals week. 
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Grade Sheets 
Grade Sheets are administered by the Computer Center.  Grades must be entered in  

ink, each page signed and dated, and the sheets returned to the Registrat ion Center 

within 48 hours of the f inal exam.  Final course grades must be made avai lable to 

students within 48 hours of the f inal exam.  This is accomplished by posting a l ist ing 

of students ' ID #'s and grades (never the students ' names). 

 

Students may request,  in wri t ing, delet ion of their ID #'s and grades from any posted 

l ist. 

 

Grade Changes 
In the case of administrat ive or faculty error made in assigning a grade, a Grade 

Change Form is submitted through the chairperson to the Registrar.  Other 

non-academic grade changes, such as changing an F  (or an I ) grade to a W  grade, may 

be reviewed by the Registrar. 

 

Grade Appeal 
After consult ing with the instructor, a student unable to resolve the matter of a 

contested grade may appeal in wri t ing f irst to the chairperson of the department and, 

i f  necessary, to the dean of the school. 

 

Testing and Scoring Options 

Learning Assessment Lab (ATS)     (See Selected ODU Resources) 



      Office of Graduate Studies  

 

 

 

48 

 

Cheating, Plagiarism and the ODU Honor System 
All courses at ODU operate under the Honor System.  This system, which assumes 

self-respect and personal integri ty, is described in complete detai l  in the University 

Catalog, the Faculty Handbook, and the Student Handbook.  As a faculty member, you 

are expected to famil iar ize yourself  with Honor System procedures prior to the begin-

ning of the semester.  It  is advisable to explain and answer questions about the honor 

code and procedures at the beginning of  the semester. 

 

The Honor Pledge is required on ALL tests, exams, writ ten papers and homework.  

Each of these should have a minimum pledge writ ten out in ful l  and signed by the 

student.  An example fol lows. 

 

I have neither given nor received any unauthorized aid on this 

examination/assignment. 

Signed  ________________________ 

 

Student ID# ________  ________________ 

 

Plagiarism is a form of dishonesty that consists of submitt ing statements, ideas, 

opinions, etc. as original work without acknowledging the actual  source.  Wandering 

eyes and identical answers may be indicators of cheating, but usual ly leave some 

doubt as to whether cheating has actual ly occurred -- answers may be similar because 

the students studied together.   You can decrease the incl inat ion to cheat by designing 

exams which reduce the abi l i ty to copy answers.  For example, scramble the order of  

questions on the test.   Essay tests and open-book exams are the least conducive to 

cheating.  Machine-scored mult iple choice exams are the most conducive to cheating.  

If  you suspect a student of cheating during an exam, McKeachie (1978) suggests that 

you go over and ask the student i f  s/he would mind moving to a seat where s/he'l l  be 

less crowded.  If  s/he protests, whispering to the student that you'd prefer that s/he 

move usual ly suff ices. 

 

In the event that a student is accused of committ ing an Honor Code violat ion: 

 

1. The instructor, pursuant to an agreement wi th the student, may impose a grade 

penalty 

 (fol lowed by a  memo to the Honor Counci l) ;   OR 

2. Any faculty member or student may forward a report of the incident to the 

Honor Counci l . 

 

 
- -some of  the ideas on handl ing cheat ing taken f rom Teaching T ips :  A Guidebook for  

the Beginn ing Col lege Teacher (7 th  ed. )  by Wi lber t  J.  McKeachie,  Lexington,  MA:  

Heath,  1978. 
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EVALUATING TEACHING  
 

Alternative Types and Sources of Feedback 
The focus of this section is on gett ing feedback about teaching for the purpose of 

improving instruct ion, rather than on uses of evaluations for administrat ive decision- 

making.  No single source of information is adequate to evaluate faculty fair ly and 

comprehensively.   There are three main dimensions of teaching which should be 

reviewed and improved where necessary: 1)  knowledge of  subject matter, 2)  overal l  

design and organization of the course and 3) the del iv ery of the course (presentat ion 

of material). 

 

Students are an important source of feedback about teaching.  Their feedback is most 

val id and useful  on the third dimension--the del ivery of the course; less so on the 

second (course design and organization), and least val id and useful  about the teacher 's 

knowledge of the subject matter.  One's col leagues are the most val id and useful  

sources of feedback about knowledge of content and design and organization of the 

course.  They can also offer insights about the effect iveness of one's presentat ion 

(although they are not the intended audience; thus, student feedback is especial ly 

cr i t ical here). 

 

It  is interest ing to note that a recent survey of over 100 research studies factor 

analyzing dimensions of teaching with course evaluation questions indicates that the 

correlat ion between perceived organization of the course by students and their 

achievement is a very high 0.47.  A general overal l  rat ing of the course also correlates 

highly with achievement (0.47).  On the other hand, the perceived dif f iculty of the 

course correlates only 0.02 with achievement!  This means that the diff i culty level 

may or may not be relevant to achievement and course satisfact ion.  It  is a negative i f  

"di f f iculty" also means that the material is confusing and overwhelming to students.   

If  i t  is comprehensible and manageable but nonetheless dif f icult ,  there is no need for 

concern.  The "course dif f iculty" question, thus, needs further pursuit . 

 

Confidential  course evaluations are general ly given at the end of the semester; usual ly 

there is a standard form used by the department.  (See your department for specif ic 

information.)  A problem with this end-of-course evaluation tact ic, however, is that i t  

comes too late in the course to be of any value for current students.  Thus, i t is advis-

able to give a brief questionnaire to students one-third to one-half way through the 

course.  One could engage in a brief oral evaluation of their overal l  progress and 

problems with the course to date.  (This may be threatening, however,  and i t  may be 

dif f icult  to l isten openly and avoid being defensive.)  Or students could be asked to 

write down their comments and suggestions anonymously.  Simply ask about the most 

posit ive aspects of the course and the problem areas, and suggest alternatives.  The 

in-class discussion questions might go something l ike this: 

 

We're going to take a few minutes to discuss and evaluate the course to date.  

How is the course going for you?  Are you f inding i t  interest ing? If  so, what 

stands out? If  not, where does i t  get dul l?  Are you able to keep up with the 

material?  What problems are you having?  Are there any suggestions for 

improving the course? 

 




