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SELF-CONCEPT: The Center of It All

Al dentity Crisiso of the GTA

Graduate students who have teaching responsibilities within a university may
find it to be a schizoid experience. On the one hand, they are students who are
asked to assume the role of tezhers, thus they are perceived as faculty by
their own students. Indeed, it is likely that many students, particularly in
lower division courses, do not clearly differentiate between a Graduate
Teaching Assistant and faculty status when they deal with insuctors. On the
other hand, among faculty and administrators, GTAs are generally perceived
as students, not colleagues. Graduate students themselves often identify and
empathize with the student role, yet this may prove to be both an asset and
liability i n t heir own teaching. Compounding t he
graduate students (who have come from a professional work situation) is the
reversion to student status and the economical retrenchment that usually
accompanies it. At the very least, thre is a jolt to selfconfidenced the very
self-confidence needed to be an effective teacher.

Graduate students are engaged in courses and inquiry at an advanced level within
their discipline, often in a small class format; yet they must adjust the orgtiniz

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 thadepth and rigor are called for in research (and
advanced inquiry, and this may conflict with théreadth and relevancecalled

for in teaching introductory level courses.

Despite these crossurrents, a point of accord within the university community is

the importance of lower division courses within the mission afh@r education in

general and the life of the undergraduate in particular. They are the threshold to
higher education for the undergraduate student and introduce him/her to a wide
variety of disciplines (sometimes for the first or only exposure of thdgtime),

as wel|l as to each disciplineds particul ar
should stimulate curiosity, while also laying the foundation of knowledge and self
discipline for upper division work.

If lower division courses are considered toaplsuch an important role, then it
follows that Graduate Teaching Assistants, who teach or assist with these courses,
are vital to the university. They deserve a great deal of support and supervision at
all levelsd the departmental, school, and universiigvel. They need good role
models, since most of us teach as we are taught. They also need opportunities for
processing their experiences and constructively evaluating their performance.
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Ten Myths About Teaching

Teaching can be pretty scary at timdsyt many teachers make things worse by
believing in ten teaching myths. The more of these you subscribe to, the less
likely it is that teaching can be fun.

I must remain in the teacher role at all times while | teach.

If | do not stay in the teadr role, my students won't respect me.

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

My students must respect me because | am their teacher.

I must include in my courseverything about the subject matter.

My students should alays be interested in what | have to say.

My students must learn everything | teach.

® N o g & wh =

Students are basically lazy, untrustworthy, and probably not very
bright.
9. This is my students' most important class.

10. | must teach better than my colleagues do.

Believing in these myths can add a lot of pressure to the job of teaching. Altering
them to reflect a more easygoing cognitive style can really make the classroom a
more enjoyable place for students and faculty.

- By Douglas Bernstein- From a brodcure for a conference on
"Teaching
Undergraduate Psychology"

One GTAOGs Experience

Although it occurred over two quarters ago, the experience | want to
describe is still quite vivid in my mind. In retrospect, | realize that though | saw
it as my ‘'tral by fire' initiation into teaching at the time, it was a useful
experience. It helped me to crystallize my role as a TA at the outset.

| felt a great deal of apprehension and a sense of inadequacy when | began
to teach. | was a firsyear graduate stdent from a liberal arts background. |
found it quite disconcerting that 'they' (I wasn't sure who it was who had enough
confidence in me to appoint me in the first place) expected me to teach something
to students who may have had nearly as much edunad®l|. My sense of anxiety
was further heightened by the fact that the subject matter of the class | was to
teach was somewhat peripheral to my field of specialization and by the fact that it
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would be my job in quiz sections to amplify the professor'stliees, rather than
being able to talk about what | knew best.
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My first section went quite well, | thought. The professor had introduced a
few very basic concepts, which | thought | understood fully. | had tried to explain
them to the students so thatey also understood them.Buoyed with a sense of
some selfconfidence, | prepared to present my second section with the same
material, but it didn't go as smoothly. A few of the brighter students began to
guestion me about subtle nuances in the concegtich | had failed to consider. |
began to feel incompetent. As they continued to probe, my answers became more
and more contradictory and incoherent. My embarrassment increased because |
realized that I, who had always been a student and therefor&saiye receiver of
definitions, didn't fully understand these basic concepts well enough to answer
others' questions. Because of this and my impression that a teacher should know
everything, | kept muddling around getting myself and the students moreusedf
Finally, I managed to change the subject, but as | left the classroom | felt that |
had lost their respect. They would be intent on tricking or embarrassing me from
then on.

| was apprehensive about that particular section the next week. Duhieg t
week, | thought about my role in the classroom. | spent a long time preparing for
the section and thoroughly "reprepared” the concepts I'd tried to review before.
Happily, the next week's section went much better. In fact, | enjoyed it. It became
my favorite section.

The change, of course, was entirely within me. | knew that | did have gaps
in my knowledge of the subject. Why not admit that and let the students know that
| was learning too? | saw that it would be ineffectual for me to place niyd®mdve
them as some omniscient purveyor of knowledge.

How could | be, when almost the only reason | was in front of the class was
because | had had a few more courses in the subject than they had?

| had become defensive and hostile when asked questiosouldn't answer
because | assumed the students were asking such gquestions to embarrass me. The
next week | admitted my ignorance, apologized for trying to be something | wasn't,
and reexplained the concepts. | encouraged them to ask questions.onhigped
that when | didn't know the answers, | would say so and encourage the class to
explore for the answer.

| learned from the experience the importance of honesty with yourself and
your students. |It's much more comfortable for you and for them toizeatlhat
even as you're discussing topics with them, you're learning yourself.

-from How to succeed as a New Teacher: A Handbook for Teacisgistants
Change Magazine Presd978.
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The Special Situation of the International TA

A significant numberof Teaching Assistants on U.S. campuses are from other
countries. The experience can be mutually beneficial to both partexgpanding
our scope, our humanity and our knowledge.

The experience of the international GTA can be a riveting one, howevece gihe
"normal” fears and anxieties of being a Teaching Assistant are generally
compounded for the GTA coming from foreign soil, where educational norms and
experiences, as well as language, may be vastly different. International GTAs
deserve our undersnaing and support, butabove all- our admiration!

Perhaps the two greatest sources of potential difficulty are language and differing
norms and expectations across educational systems. Language, of course,
encompasses vocabulary, pronunciation, gramrmaad syntax. Vocabulary will
generally increase with exposure to new words and frequent practice. The
problematic areas within vocabulary are more likely to be slang and idiomatic
speech. In instances where students use slang or idiomatic phrasesGTihe
should ask that students rephrase their statements using Standard English, or ask
for a fellow student to "translate". GTAs should take an open and curious attitude
toward learning and trying our new words. (Assume the first trial will probably
not be quite correct; that is equally true of native speakers using a word for the
first time which they have perhaps only seen in print.) If possible, live among or
spend time with native speakers in order to get practice with English.
Opportunities for forml lessons (either in a group or via individualized audio
tutorials) in English vocabulary, grammar and syntax might be helpful, as well.

Pronunciation is also an area that should improve with attentiveness to native
speakers, practice, and feedback. Wag with an audiotape might be of value.
Perhaps the most important strategies the -mative GTA can adopt in the
classroom are to speak slowly and clearly and provide backvisuals to
communicate key vocabulary words (such as chalkboard, overheadpaaency,
power point or handout).

It is likely that international GTAs are never so aware of their own cultural norms
and mores as when they are standing in an American college classroom. Their
assumptions about education in general and teacher ardkestuoles in particular
may not mix well with the informality of American classrooms or the high level of
student questions and retorts, or (sometimes) low level of student motivation.
Perhaps the best advice to help the international GTA acculturatéhbigelf to
these foreign classroom dynamics is to observe other classes by faculty or TAs in
the department. Most importantly, s/he should not interpret informality or
guestions of low motivation as challenges to his/her authority. Establishing too
informal and friendly relationships with students can also create problems,
however, especially at grading time. (It is worth noting, however, that low
motivation is the one category of the three that may be a symptom of a curable
problem.)
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One potental problem area for GTAs is humor. Humor is one of the most
untransl atabl e, idi osyncratic di mensi ons
humorous may come out wrong or be misinterpreted by students, and vice versa:
student humor may be misunderstood by th€A. It may be wise to avoid making
jokes or trying to be humorous; instead, simply adopt a relaxed, congenial attitude
and solicit students' help where needed.

Another area where communication signals may get confused is in the realm of
body language, mnonverbal communication. For example, cultures may vary in
whether touching is appropriate between casual acquaintances. (Touching another
person's arm is generally the only acceptable touching behavior in the U. S.
between casual or professional acquances.) Another cultural variation 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 differences; however, they can be imgamt in establishing trust and
effective communication with peers and students.

Campus resources for international student teaching assistants:
1. International Student and Scholar Services (Dragas International

Center; ext. 4756)
¢ employment verificatbn and taxation assistance

e immigration and other legal information

e advising on cultural adjustment concerns

e campus and community resource referrals

e programs for student and community interactions
2. International Admissions (ext. 3685)

e admission processinfor international students
e transfer credit processing

3. English Language Center (300 Batten Arts & Letters; ext. 4424)
e intensive and semintensive English as a second language courses
e TOEFL and SPEAK test administration
e specialized coursework in gradte writing and pronunciation

1C
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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 suftient command of the English language as a condition of their
appointments. International students are required to pass the SPEAK Test before
being placed on the University payroll. Contact the English Language Center
(Room 300, Batten Arts & Letters Bliing) at extension 4424, for further
information about the SPEAK Test, including tlhleadline for taking it. You may

also register for the Test at 68324.

Doctorallevel and Masters level teaching assistants must carry six (6) graduate
credit hours pesemester, and three (3) graduate credit hours during the summer.

Doctorallevel teaching assistants are eligible for an exemption of tuition and fees
during the term of their appointment. Mastdeyvel assistants are eligible only for
amounts up to thalifference between outf-state and instate tuition. That is, if
the masterdevel teaching assistant is a Virginia resident, no tuition waiver is
available.

Teaching assistants will be monitored for compliance with academic standards at
the end of ealt drop/add period and again at the end of each semester.

e At the end of the drop/add period, teaching assistants who are registered for
an insufficient number of credits will be terminated as teaching assistants
(in consultant with the Graduate Program &¢tors).

e At the end of the semester, teaching assistants who have failed to complete
the required number of credits, or who have maintained a grade point
average of less than 3.0, will no longer be eligible for the teaching
assistantship for the succeedinsemester. When a®l@grade has been
received for a course for the semester under review, Al@grade must be
completed during the subsequent semester. The completion ol @grade
for the first semester must be done in addition to completing rédwuired
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 ademic college or equivalent
administrator upon the written recommendation of the appropriate Graduate
Program Director and department/college Chair. Teaching assistants nogy
however,under any circumstancesbe paid for partime teaching in additiono

their responsibilities under the assistantship.

Eligible students may hold more than one award, but must enroll in the greatest
number of graduate credit hours required by any one of such awards or
appointments. For example, if a teaching assistaceives a fellowship or a

tuition grant in addition to the teaching assistantship, the student must register for
nine (9) credit hours per semester, which is the required course load for a
fellowship or tuition grant.

11
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GUIDELINES FOR GRADUATE TEACHING ASS ISTANTS

The Graduate Teaching Assistant is expected to participate directly in the teaching
of a course or be assigned to specific teaching support or related activities. It is
expected that the assistantship will be a learning experience that faeditat
completion of degree requirements and helps the student prepare for a professional

career . The Universityodos intention i s to ma
and integral part of the studentods graduat e
Academic Requirements
To hold a graduate assistantship a student must:

1. Hold regular or provisional admission to a degree program,

2. Remain in good academic standing,

3. Assistantship recipients are required to be enrolled 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 succegspalssed

the Candidacy Examination and need only to complete the
dissertation must register for at least one hour of dissertation (899) to
be eligible for full tuition exemptions. Graduate Form 28Hbur

ABD Notification for Graduate Assistants) must benepleted and

sent with the E1S payroll form to the Office of Graduate Studies.

4. Graduate Teaching Assistants who will have primary responsibility
for teaching a course for credit and/or assigning final grades for such
a course must be under the direttpervision of a regular faculty
member experienced in the teaching field, receive regulagervice
training, be regularly evaluated, and have earned at least 18 graduate
semester hours in the teaching fieldhese requirements do not
apply to graduateeaching assistants who are assigned
responsibilities such as laboratory assistance, teaching physical
education activities, attending or helping to prepare lectures,
grading papers, keeping class records, and conducting discussion
groups.

Job Descriptions/Duties

Graduate Teaching Assistants will be assigned specific duties by their immediate
supervisors. A fuHtime Graduate Teaching Assistant should expect to devote
approximately 20 hours of work per week to his/herigesd duties. A fuHtime
Graduate Teaching Assistant is also a student who is expected to be working full
time towards a degree.

12
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Graduate assistants are not permitted to accept outside employment during the
period of their appointment, except underusmal circumstances and only with the
approval of the dean of the appropriate academic college or equivalent
administrator upon the written recommendation of the appropriate graduate
program director and department/school chair. In any case, outside gmeid
permitted as an exception to the general policy should normally not exceed 20
percent of the maximum workload.

Being an AEffectived Graduate Teaching Assi s

An effective Graduate Teachingssistant should create a comfortable atmosphere,
identify goals, give direction, encourage participation in class, be organized, be
responsible, and give feedback. Graduate Teaching Assistants responsible for
classroom or laboratory instruction are exped to maintain standards of
professional ethics appropriate for any member of a University faculty.

Classes should be conducted and material presented in accordance with objectives
of the instructor to whom you are assigned. Graduate Teaching Assistdrase
responsibilities include grading should establish clear, firm, and consistent
objective standards for evaluating student performance and should assign grades
only on the basis of those standards. Make yourself reasonably accessible to
students bykeeping regularly scheduled office hours.

All students should be equally encouraged to express themselves in class
discussion, and all should be treated with equal respect. Jokes or disparaging
remarks about individuals based on their sex, race, handétafus, religion, or
national origin are inappropriate and unacceptable in the classroom, as well as
outside of it. In addition, neither disparaging remarks nor racist/sexist behavior
by students should be permitted in the classroom.

Racism, sexism andexual harassment are sensitive and troubling issues. All can
seriously Iimit or damage a studentdés abilit
opportunities at the University. Avoid using sexist or racist language, terms of
endearment when addressingidents and sexual innuendoes in lectures or
interaction with students. Using the power and influence of your position to force
sexual cooperation from students is unacceptable and a violation of University
policy; it may also provide the basis for legadtion against you, your department
and/or the University. Any amorous involvement with a student in your class may
result in formal action against you if the student should choose to initiate a
complaint. Even if the relationship is consensual, the emeé (you), because of
his/her special responsibility, will be held accountable for unprofessional
behavior.

Maintain your integrity by establishing a strictly professional relationship with
students inside and outside of the classroom while they aréaisisc
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PLANNING FOR TEACHING

Choosing Instructional Approaches and Media

If a faculty member takes a widangle view of alternative ways to organize and deliver
courses, a very broad array of options becomes apparent, particularly as new technologies
of instruction are developed. Computbased instruction and testing, vidémased
courses and live transmission of courses wittw@y audio and video are expanding our
horizons. Quality interaction between teacher and student is still at the core eé the
alternatives, however, as is the human factor in organizing and designing creative and
maximally meaningful learning experiences for students.

The array of options can roughly be classified according to 1) overall delivery mode, 2)
presentation mode, )3learning activities and 4) accountability techniques (ways that
students are accoualble for understanding and mastering the material). Overall delivery
mode refers to the major source and organization of the instruetlibgnteacher, computer

or television; at on or off-campus sites; in large, small or individualized formats, etc.
There is also a wide margin of options to choose from as one plans individual lessons.
Some of the alternatives one can choose are

1. Lecture (with or without instructionaaids)

2. Demonstration (directly or vicariously through media, such as film,
videotape, slidetape, or computer)

3. Self-assessment instruments and questionnaires

4, Questionandanswer (using teacher or student questions), guided
discussion, debate, pahpresentation or interview

5. Problemsolving and hypothesisesting exercises, case analgsiand use of

critical incidents as "interest triggerg" exercises (film/videotape can also
serve this purpose)

6. Role play, simulations and instructional gam

7 Grouping alternatives (for Htlass and oubf-class activities), dividing
class into smaller groups centered around a particular task or decision

8. Individualized/independent learning opportunities, incilugl modular, self
paced instruction for metery of paticular objectives

9. Handson practice or direct performance (lab activities)

10. Alternative media and materials such as chalkboard and overhead

projector; handouts, exercise sheets and workbooks, 35mm slides with or
without accompanying aud tape; computer (for dematration or
individualized use); film; videeatape (3/4" or 2" format), filmstrip. A new
and powerful technology is computer interactive videotape or videodisc.
Media can be commercially prepared or selfoduced.

Choose tle appropriate and most effective approaches for presenting ideas, information
and examples, as well as for providing opportunities for students to grapple with and
demonstrate their understanding of the material. Each approach has its advantages and
disadvantages relative to instructional objectives and level of mastery desired for
students. Factors like prepdaran time and inclass time required, as well as availability

of equipment or facilities, also come into play.

Strive for a good "match" betweemnstruction, practice and testing. For example,
teaching material at a rote, factual level and testing for higher level proisi@iwming
skills reflects a mismatch. In this case, students need practice in problem solving prior
to being tested on that cqmetency. Also, demands on students need to be sequenced
from simple to more complex learning levels; students should be-wedpared for higher
levels such as analysis, application and evaluation/judgment.

14
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Preparing Lessons

1. Write down your expectatims and objectives for what you want students to
know, explain and/or be able to do, (e.g., The student will be able to
define..., to prepare an outline..., to doast..., to calculate certain
problems..., etc.).

2. Locate sources of information (e.g., Miographies in the text, other

textbooks, your own undergraduate course notes, professors in the
department, and community resource people). Use several sources and
build upon the information. Don't merely restate what is in the text or the
students wil lose interest. (They will also stop reading the text if you are
"spoonfeeding"” it to them.)

3. Select three to five main points to cover. Reduce the material to a timed
outline and select effective examples to illustrate each point. (See section
on Using Examples.)

4. Try to organize the lecture around a logical framework for the topic:
causeeffect, chronological order, problemolution, topical, precon,
advantages vs. disadvantages, princigbeamplespractice.

5. Consider the full array of preseéation options and learning activities to
choose from. Plan to actively involve students in their own learning and to
vary the "stimulus" every 2B0 minutes, switching, for example, from
lecture to discussion, exercises or media presentation. Buildinre tfor
guestions. (Another reason for diversifying presentation modes and
learning activities is that diverse learning styles of students can in turn be
allowed for and responded to.)

6. One way to organize a lecture is: 10 minutes of defining and g@ivin
examples of a basic concept, followed by 10 minutes of questions and
answers about the concept, followed by 10 minutes of appildcadexercises
for students. Sample questions should be written down on the outline for
easy reference.

7. Make notes largeenough to read. Rehearse at least once or twice before
class to gain confidence, time 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 Atsnss by Patty
H. Phelps, Faculty Development Center, Mississippi State University.

Preparing Support Materials

Syllabus Components

The syllabus of a course is a road map for students: it tells them where they're going,
"why" they're going and how toe there. In other words, it should communicate the
purpose and scope of the course and requirements, expectations and standards of
judgment (criteria for grades). Assignments should be spelled out (and, ideally, examples
of past students' products shaube provided or made available on Library reserve). The
more informational the syllabus, the less dependent the students should be upon the
instructor. Consequently, valuable class time and office hours need not be taken up with
administrative details. A syllabus can provide or refer students to either simplified or
more advanced readings and practice. In a sense, it represents a contract from the
instructor to the students. As with most contracts, it should be clear and unambiguous.
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The lists belowrepresent both essential and optional components of a syllabus. Adapt
them for your subject matter, course objectives and assignments. An example of a
syllabus is also provided.

16
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Essential Components

1.

2.
3.

0~NO®

Instructor's office location, office hours and piw number (home phone is
optional)

Full information about required textbook and readings

Description of course (see ODU Catalog)

a. Total number of credit hours
b. Prerequisite courses
C. Credit composition (lecture and/or lab)
d. Background informatiorand brief description
Value of course
a. Why the course is important to the curriculum
b. What are the benefits and practical applications of the course
Goals and objectives
a. Overall course goals
b. Specific objectives per unit of study stated isesired student
outcomes. Specify objectives in all three domains of learning, if
applicable:
1. cognitive----information, concepts, ideas, philosophical
paradigms
2. affective----attitudes, emotions, assumptions
3. psychomotof-skills, procedures, perfanance, selfexpres
sion

Course outline including major units and stdpics

Attendance requirements and effect, if any, on grades

Course assignments and projects

a. Due dates

b. Format suggestions/requirements (minimum or maximum length,

typed orhandwritten, etc.)

Degreel/type of research expected

Weight of each assignment/project toward final grade

e. Grading scale, incorporating respective weights of assignments,
tests and exams

[oRN @]

Optional Components

1.

Teaching procedures
a. Various activiies to be employed:
1. lecture
2. discussion
3. student presentations
4. field experiences
5. other
b. Level of participation expected of students
Reading list for simpler or more advanced readings by topic (note level)
Vocabulary lists (with or wilhout definitions)
"Progress" checklist for student to track due dates and check off
completion of readings, assignments and projects

--main ideas taken fromQuestions and Answers: A
Handbook for Teaching Assistantsby Faculty
Development Ceter, Mississippi State University

17
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Sample Syllabus

The following syllabus has been developed as a sample that incorporates the various
components discussed above. The information is fictitious.

INTRODUCTION TO SOCIOLOGY
SOC 200

Instructor: Dr. Matthew Bowden

Office:834 Harper Hall
Hours:8:30-9:30 a.m. and 11:00 a.m. 1:00 p.m. (MF)

Text: Sociologyby Jon Shepard, New York: West Publishing, 1981

Course
Objectives: The objectives of the course are thréad:

(1) To present a survey of the discipline itselfincluding a
consideration of the scope, methods, and theoretical orientations
of sociology,

(2) To gain an understanding of the complex interplay between the
individual and social spheres of human interaction,

(3) And finally, to gain an appreciation of the gwlemsolving
capabilities of the sociological mode of inquiry.

Class Format: Classes will be run on a lecture/discussion basis. Since class

discussions function to make readings more meafdh@nd the
learning process more intesting, you are expeed to read the
assignments in a manner which will allow you to raise and to
answer questions. Inveément in class discussions is
encouraged. Films are used as well. They are a serious part of
the presentation, and material from them will be includadthe
exams.

Assignments and
Evaluations: Material to be covered during the quartis divided into six
units, and outlines of each unit aretathed. The outlines afford a
brief overview of material to be cared in each unit, as well as-n
structional objectives considered central to an urstanding of the
subject material.

There will be 4 exams during the semester and a final comprehen
sive exam administered during finals week the second week of
December. Exams will consist of muptie choice and short essay
guedions. Grading is on a staard scale. Exams will each count
20% of your grade. The dates of exams are: Sept. 9 Oct. 21 Sept.
30 Nov. 18

Attendance: Regular attendance is expected and records of class attendaifice w
be maintained. Anyone absent for more than 20 percent of the
classes (10 class periods) will receive a failing grade for the course.
This policy is consistent with that outlined in the College Bulletin.

UNIT I: SOCIOLOGY: WHAT IS IT? HOW DOES ITWORK? WHAT DOES IT
STUDY?

18
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This unit is intended to serve as an introduction to sociology and will provide a
foundation for the remainder of the course. Following an introductory overview of the
discipline itself, we will become acquainted with the manria which the sociologist
employs the scientific methods in sociological research. Finally, we will examine briefly
the constituent subunits of society which together comprise the structure of society, and
which represent the primary foci of the sociolegs study.

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

Unit Outline

A. The Sociological Perspective

1. The development of sociology

2. The uses of sociology

3. Theoretical orientations to the study of sociology
B. Scientific Method and Sociolgy

1. Types of research design

2. Data collection and analysis

3. Difficulties and ethical cosideraion in

research

C. The Analysis of Social Structure

1. The components of social struure

2. Types of social interaction

L Levels of societal complaky
D. A Critical Review of the Reading Asgnment

Unit Objectives Upon completion of this unit, you will be able to:

1. Define "sociology" and discuss the specific foci of the sociologist.

2. Compare the sociological focus to that of other socidksaces.

3 List the factors cotributing to the emegence of sociology as a
discipline.

4 Discuss the factors contributing to sociology's establishment in the
uU.s.

5. Understand the uses of the sociological perspective.

6. Define "theoretical orientatioh

7. Identify the three general theoretical orientations used in sociology
today and list the assumptions of each.

8. Discuss the contributions made by Ctem Spencer, Durkheim,
Marx, and Weber.

9. List the phases of the scientific method as employedsbygiologists
and discuss what each phase entails.

10. Compare the various research designs in terms of strengths and
weaknesses.

11. Discuss difficulties peculiar to sociological research.

12. Enumerate the ethical priorities of the research sociologist.

13. Define "social structure".

14. Describe the components of social structure.

15. Understand the relationship between status and role.

16. Distinguish between "institution" and "group".

17. Describe the different levels of societal complexity.

18. Discuss the contributions of Tonnies, Durkheim, and Redfield
regarding conceptualization of society (ies).

19. Enumerate and define types of sociatemction.

20. List the functions of conflict.
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21. Identify the following terms:
sociology random sampd
theoretical orientation theory
structuratlfunctionalism verifiability
conflict theory validity
symbolic interactionism macrostructure
causation status
correlation (ascribed/
correlation coefficient achieved)
variable role
hypothesis role strain
mode/mean/median role conflict
positivism role set
verstehen group
serendipity institution
society control

UNIT Il: CULTURE, THE INDIVIDUAL, AND SOCIETY

The subject matter of sociology inles three interrelated dimensions: the cultural
dimension, the dimension of the individual, and the social matrix. The latter can be
thought of as the stage where individuals collectively interact according to cultural rules.
This dimension will be exmined in depth in Unit IlI.

The present unit begins with a consideration of culture and examines the significance
culture holds for the individuals comprising society. Then, we shift attention to the
individual--specifically, to the ways in which individals develop an identity and in so
doing learn to "fit" into social niches and behave accordingly. In spite ofucal rules

and socializing process, there will occur behavior that violates cultural rules and societal
expectations. Accordingly, deviaftehavior, its causes and consequences, will constitute
a major focus of this unit.

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

Unit Outline
A. Culture
1. Biology, behavior, and culture
2. The concept of culture: a working definition
3. Components of culture
A —— Culture as an adaptive tool
B. Socialization and the Self
1. Socialization: the biological and cultural interface
2. The development of the "self": five theoretical approaches
3. Agents of socialization
C. Deviant Behavior
1. The relativity of deviance
2. Explanations of deviance
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.................................................................. Deviance and social control

D. A Critical Review of the Reading Assignment

Unit Objectives:

=Y

O WN

10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.

21.
22.

23.
24.

Upon completion of this unit, you will be able to:

Define "culture" and distinguish between culturand social
behavior.

Distinguish between learned behavior and inherent behavior.
Discuss the various types of norms and relate norms to values.
Understand the importance of symbols for culture.

Understand the statement: "Culture is adaptive mechanism".
Define socialization, and understand the statement: "Socialization
is where biology and culture meet".

List the aims of socialization.

Compare the explanatory approaches of Cooley, Mead, and Freud.
Understand th socialization process as conceived by Piaget.
Define the term "modeling".

List the agents of socialization and discuss the significance of each.
Contrast the three types of socialization discussed in class.
Discuss Levinson's stage modef adult socialization.

Define "deviance".

Understand the statement: "No behavior is intrinsically deviant."”
List the positive and negative functions of deviance.

Recognize the names Lombroso and Sheldon.

Discuss thoroughly Merton'explanatory model of deviant behavior.
Understand the "cultural transmission” theory of deviance.

Explain the statement: "Deviance is the outcome opracess not
the outcome of an act".

Explain the manner in which the criminal justice systélhustrates
the relativity of deviance.

Enumerate the functions of prisons.

Distinguish between formal and informal types of social control.
Identify the following terms:

sociobiology play stage
SapirWhorf hypothesis game stage
countercultue id, ego, superego

norm peer group

more primary socialization
folkway resocialization
ethnocentrism deviance

value anomie

sanction innovation

law ritualism

looking glass self retreatism
significant other rebellion
generalized other labeling

primary deviance secondary deviance

NOTE: The Units continue in this manner through Unit VI.
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Overhead Transparencies

Overhead transparemnes can be prepared beforehand or developed during the lecture (by
writing on a blank transparency oroll 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 maintain eye contact with students while the projector is being
operated.

The following guidelires are helpful to keep in mind when preparing overhead
transparencies:

1. Prepare transparencies which present information in a simple and basic manner; do

not overcrowd the frame.

2. Design transparencies so that they convey concepts through diagrams and
illustrations, not just through print. (Maximize their visual potential by
graphically depicting relationships between ideas and concepts rather than just
providing linear text.)

3. Be overly concerned about legibility: printing and artwork should begéamnd
simple. (Minimum letter height is % inch.
4, Provide overlays of transparencies that provide progressively more information or

detail about a topic. Put the most basic elements (or first topic) on the bottom
trangarency. Build the sequence dig lesson on the next layers.

5. Transparencies can be used to provide an advance organizer or outline of topics to
be covered in the lesson so students know how the lecture will proceed. It can
help structure and "rein in" the lecture as well.

6. Anotheroption is to provide a skeletal outline or diagram that is of permanent ink
and fill in more detail with a soluble marker as you lecture. Or you could put a
blank transparency over the original "template” and write on that (to avoid putting
any marks onthe original overhead).

7. Alternative ways to prepare transparencies are by printing with permanent or
water soluble (but tradacent) markers, large typewriter lettering (preferably
ORATOR or PRESENTER fonts). Transparencies can be made by a Thermafax
machine, photocopying machine, or other professional photographic procedures.
Material (such as graphs and charts) may be photocopied from books, but usually
it is too small or complex to be an effective and readable overhead. It is generally
better to eharge or redraw it. See your department secretary for processes,
equipment and supplies available in your department. Call Academic Television
Services, Office of Graphic Services (ext. 3175), 129 Gornto Teletechnet Center,
for assistance with designingnd producing overheads and any visual media
needed. (There is a charge back to the department.) At least one week lead time
to do a project is required.

Requesting Audiovisual Equipment and Materials

Media Services (3167) maintains campus video, audiogjection, data projector for
power point, and computer display equipment.

e General classrooms contain a secured overhead projector with dualchalibging
switch.
e Upgraded classrooms are equipped with usentrolled video and data display.
e Some lectue halls have limited access video projection systems that may require
assistance.
Personnel are available to deliver, set up, demonstrate, and assist with equipment
operation.
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e Monday- Friday 7:30 a.m- 9:50 p.m.
e Saturday 7:30 a.m- 4:30 p.m.

Upon recept of a Media Services Request Form, resources will be reserved in the
faculty/staff name on a first come, first served basis.

Handouts

A very useful tool for improving teaching effectiveness is the handout. The following
describes this teacher's frierachd provides some guidelines for their use:

1. Handouts are written materials that can supplement or update rivéion in the
text and provide examples, problems/stions or practice with material being
presented. Since handouts are atlely easyto devise and duplicate, examples
and exercises can be tailored to the group.

2. Handouts can list and organize basic principles, concepts and terms, as well as
sequence procedures and processes so that students can better organize and recall
the informatbn correctly. (Their own note taking may transfer ideas incorrectly,
or inadequately differentiate major and minor topics, thus providing faulty guides
for later study.)

3. Handouts can provide instructions for assignments as well as samples of the type
and quality of work being asked for. They can also be a "starter" vocabulary list
(with or without definitions) for students. Providing such a list of terms or names
can negate the teacher's having to spell words out.

4. If you are teaching a complex diegm or equation using the chdkard or
overhead transparency, it may be desirable to provide students with a handout.
(Some students may become more "involved" by drawing the diagram themselves;
many others may be drawing at the expense of listening proxtessing what is
being said.)

5. It is generally a good idea not to give out a handout until you are ready for the
group to look at it and deal with it. If you give it out prior to the point at which it
is discussed or needed, people are likely to rétadnd pay less attention to the
activity at hand.
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BEING EFFECTIVE IN THE CLASSROOM

Surviving The First Class Meeting

1. Recognize the importance of the first class meeting. It sets the tone for the entire
semester. Approach it with a plan. Usettime well to introduce students to the
course. Just because students do not have a text yet does not mean it cannot be a
valuable class.

2. Expect to be nervous. Realize that your students may be nervous too, especially if
you ask them to participater some way.

3. Write your name, course number, and section on the board. Introduce yourself and
provide a brief background. Mention your reasons for choosing your discipline.

4, Gather information on your students (see Sample Student Information Caifd).

the class is small, have students introduce themselves and give their reasons for
taking the course. |If it is a large class, at least ask some general questions to
survey majors, work experience, geographical backgrounds, etc.

5. Distribute and go oveyour course syllabus, which should include (among other
things):
a. Your name, office number, hours, and phone number
b. Course objectives and outline
c. Attendance policy
d. Exams-type and dates
e. Grading scale
f. Textbook and associated readings

6. Give some idea about how much time to spend studying. Offer any tips on how
best to study your subject. A reasonable expectation is for the student to spend 2
hours outside of class for every hour in class for-adur course.

7. So that students are notverwhelmed by the work of the course at the expense of
the enjoyment of it, it might be a good idea to temper the administrative details
with a brief, engaging activity to serve as an icebreaker, to stimulate their interest
in the subject, and provide arg@view of things to come. (Also, these activities do
not depend on students' having a text.) Some alternatives are to
a. Ask that each student write out-2 questions or topics they'd like the

course to deal with. This could lead to discussion explotrtingir interests
and purposes for taking the course. (You will get a good idea of the
student concerns and bagiounds.) Compile and condense the questions
for future reference.

b. Show a provocative videotape, film or provide a case study and disdiess t
guestions or issues it raises. You may choose just to raise (rather than
answer) questions and indicate that these represent the concerns and issues
that will be dealt with in the course.

C. Devise and give students a ptest or exercise dealing witmajor concepts
or philosophical perspectives of the course in order that students "pry
loose" some of their preconceptions and get a sense of what they don't
know about the subject. (Do not do this if the result is to embarrass
students and make them feHey have been "set up" to look ignorant.)

--Suggestions #B were taken from Questions & Answers: A
Handbook for Teaching Assistants by Faculty Desghent
Center, Mississippi State Univsity.
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Student Information

A useful technique that will assisn learning the students names and more about them
is to collect some basic information. The Sample Student Information Card form is
one approach.

Sample Student Information Card

Last Name First Name Ml Preferred Name
Student ID # Age Hometown, State Local phone
O Fall
00 Spring Local address:
Course & Section 0 Summer
Major Advisor Class (Fr., So., Jr., Sr.)

Organizations;

Occupational goals:

Experience related to this course:

Current position if employed:
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Stimulating Student Interest

The following strategies may be useful to apply to prepare for and deliver classroom
presentations. They focus on the fact that there are two domains in which learning is taking
place simultaneously but from different cues.

Cognitive Strategies

a. Use a "hook" to grab the students' interest. This is a tactic at the beginning
of a class that will focus the students' attention on the topic. It can be an
exercise, an illustration, an example, or a provocative statement or problem,
but it should be interesting and directly related to the topic to be discussed.
An activity that surfaces students' assumptions and preconceptions about the
topic can be especially effective in piquing interest and clearing up
misconceptions.

b. Get organized. This is a critical characteristic for the effective teacher.
Following your "hook", make sure that the focus and goals of the class are
clear. Help students to clearly identify the major points and conclusions to
be drawn from the material

1. Provide advance organizers that show an outline (on a banhaor
overhead) of the topics to be covered. Students can then "fill in"
details as the class progresses.

2. Use overhead transparencies. Since these can be prepared before class, you can
give them nore thought. These are particularly important in large classes to
illustrate 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 limited
to) lecture, question asking, class discussion, small group discussion,
role playing exercises, films, field trips, guest speakers, papers and
presentations.

d. Ask questions. This may sound easier than it is. The wrong questions
can stifle discussion (e.g.A'te there any questions?"). Here are some
tips:

1. Particularly at the beginning of the semester, a&asyquestions
that you think most students will already know. When someone
answers, be sure and reinforce the participation. Once students
feel comfatable speaking out in class, you'll be able to increase
the difficulty of the questions and still have students respond.

2. Ask opinion questions, particularly ones on which students might
have a variety of opinions. These can be a good basis for
discusson.

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

all students to take a minute and write an answer to the question.
After a minute or two, sample answers from the class or briefly
tally responses. This gives everyone an opportunayfdrmulate

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,
allow some input and choice about problems to be dealt with,
learning activities, and outf-class projects.

Affective Strateges

Be enthusiastic. Research indicates that this is one of the most important
characteristics of an effective teacher. Enthusiasm is also contagious. (If you happen

to be teaching a course thatos not your favo
extra hard to make it interesting for both of you.)

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

a crowd. | f at al | possi bl e, | earn student s«
yourself (if possible) to helpyou learn names. Practice active listening and respect

their positions.

Be aware of body language. Standing up behind the podium conveys a different
message than sitting comfortably on the desk or table. The latter conveys more
informality and, perhapsopenness to twavay exchange.

Reinforce students for their contributions. Everyone likes to be appreciated. An
occasional Afgood idea! o0 or Aithatodés righto widl
out for Andoubl e messageso i onvite tparticipations yet You
contradict yourself by interrupting or completing student responses, exhibiting
impatience, or only half listening (for example, by using student talk time to figure

out where you are in your notes).

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

i s perceived as a fAreal person. 0 Donodt be af
are relevant to the topic at hand, and solicit student experiences. It is likely that
students who feel@nmfortable talking with you inside and outside of class may feel a

stronger personal commitment to the course and to you.
--some of the information for this section was taken from mimeo
graphed material entitled "Micrteaching: History and Present Stadl from the
University of Massachusetts and from mingeaphed material entitled "Classroom
Management" by D. Majercik, Clinic to Improve University Teaching, University of
Massachusetts, 1974.

Guidelines for Lecturing

Effective Presentations
The following are some suggested tactics aimed at making the classroom presentation
more affective.

1. Arrive a few minutes early. Start on time!
2. Capture the students' interest at the beginning of the lecture by using one of the
following approaches:
a. raisinga question which they should be able to answer at the end of the
class
b. putting a sketch of the day's work on the chalkboard
C. stating a current problem related to the topic

27



Office of Graduate Studies

d. relating the lecture to the material covered in previous lectures
e. statingyour objectives
f. using an initial "trigger" film, video tape or exercise to pique interest
and questions.
3. Use the chalkboard or overhead transparencies to outline and summarize

presentations, diagram relationships of ideas and concepts, and lisbwacy
words or difficultto-spell 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 presentation demonstration, discussion, acwsgitior media every
20-30 minutes. Provide a break for students if class is longer than 1% 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 contribute through questions, discussion, exercises or group
activities.

7. Invite questions when they come up (particularly questions for fikiion),

instead of holding off until the end of the period. Save time foore general
guestions 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 transition to new topics.

--many of the ideas forthis section were adapted fromQuestions & Answers: A
Handbook for Teaching Asdisnts by Faculty Development Center, Mississippi State
University.

Using Examples

The deeper a student or faculty member delves into a particular discipline, the harder
it may be to explain its principles and concepts to the novice in a stimulating and
comprehensible manner. The language and the philosophical assumptions of the field
are assimilated. It is a particularly cth@ahging communications problem to deal with
heterogeneous undergraduates, many of whom aremagars and/or may be required

to take the course.

One way of looking at introductory courses, perhaps, is that they are a serester
vocabulary exercise. If this is the case, a trap one can fall intbhés "teaching
French in French" syndrome, where one uses the terminology of the field to define
other terminology. The English teacher is faced with defining grammatical terms
without resorting to other grammatical terms; the computer science teacher mus
explain principles and procedures without lapsing into "computerese”.

Examples, metaphors and analogies are the avenues out of this conundrum. An
example of an effective use of analogies to explain an otherwise esoteric principle is
an analogy often w=sd to clarify Einstein's Theory of Relativity: Assume that an
astronaut leaves the earth and travels through space at almost the speed of light. If he
returns 60 earth years later, he will not appear to have aged, while his friends on earth
will be 60 years older than they were when he left. Thus, time is percereéative to

one's speed.
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Analogies, metaphors and examples can be communicated verbally to the student, or
in a graphic form through a demonstration or diagram. Complementing "textbook"
definitions with vivid, concrete references that are familiar to students can deepen
their grasp of the concept, as well as offer students with diverse learning styles
alternative ways operceiving and processing the information.

One can go to texts, generhlboks, media and faculty for assistance with devising
examples and analogies for difficult material. It might be helpful to view videotapes
of oneself teaching to see how much one "lapses" into jargon when it 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 intriguing assignment.

Using the Chalkboard, Overhead Projector, and Other Media

Effectively

The Chalkboard

1. Put elaborate drawings or writings 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 wnitten 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 finished
discussing a transparency.

2. Mask setions of transparencies with cardboard and progressively reveal
information as discussed (as appropriate).

3. Sit next to the projector, if possible, as you use it. Standing can block the
students' view of the material on the screen.

4. Consider overlayig information. Build 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 narration to accompany the slides.

2. Use a remoteontrol device. This will allow you to keep an eye on your slides
while maintaining eye contact with your stents.

3. Limit your discussion of each slide. Even a minute of narration can seem long
to your audience unless there is a complex visual toekamined at the same
time.

4. Rehearse your presentation before showing slides to your audience.

5. Darken the room so that slides are clear and wi¢lbut, if possible, also leave
a low level of light on for note taking.

6. Include word slides to intragce segments, topics, new concepts.

29



Office of Graduate Studies

7. Make sure slides are projected high enough up on screen for all students to see
the full image.

8. Consider developing a pfproduced slide/tape presentation if you make the
same presentation often (42 minutes is aypical time frame to work within).

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

for gripping slide and placing in carousel tray clockwise, beginning with #2.
(Insert 2" x 2" cardboard square in #1.)

Television andFilms

1. Always preview the program.

2. Prepare students for viewing by relating it to previously studied material and
evoking questions about the program's topic. Pique their interest about and
attention to particular points or problems about to be se@erlevision does not
require a dark room, although lights should not be extremely bright or create a
glare on the screen. Showing a 16mm film requires a darkened room, although
minimal lighting for note taking is desirable.

3. Consider showing only poiins of the program, as applicable.

4. Feel free to stop and start the videotape or film 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, sincantstretch the

tape.)

5. Support the presentation with meaningful follawp activities. For example,
films and videotapes could trigger discussion, debate or-pbésy.

6. Include material from the film or videotape on tests and exercises so that

studentstake media seriously as an important and valid dimension of learning,
as much so as the lecture or tbabk.

7. Media Services (3167) maintains campus video, audio, projection, and computer
display equipment. AVedia Services Request Fornshould be submted with
at least 24 hours notice.

--many ideas taken fromnstructional Media and the New Tenohblogies of In
struction by Robert Heinich, Michael Molenda and James Russell. NY: John
Wiley and Sons, Inc., 1982.

Getting Students Involved

Teachers ned to model for their students active listening, thodghtquestioning,
appropriate responding ardbove all- curiosity and enthusiasm for the subject.
Lecturing is oneway communcation, but questioning and responding are iway
communication proesses and encompass both cognitive and affective dsioars.
The following provides some guidelines for the effective use of questions.

Effective Questioning

1. Address questions to the entire class, wait, then call on someone to answer.
(One techniqudor large classes is to have all names on index cards that can be
shuffled). Prefacinga question with a particular 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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An initiating question begins consideration of a particular topic. These
guestions can be planned in advance to make them provocative and
interestarousing.

3. After an initiating question, you may want to ask sevegredbing questions of

the responding studenb 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?"

Redirect questions Ask questions that can be directed to more than one
individual, e.g., "Good reasong, Jim. How might you elaborate upon Jim's
answer, Susan?0OR "Several explanations are possible. What might be one,
Mary?" Develop a teacher questigrupil-pupil-pupil response pattern rather
than a questiofanswerquedion-answer approach (tlsi can become a
teacherstudent "ping pong game"). Keep other students actively listening and
responding, if not also questioning.

Increase your wait timeéy a few secondsafter asking a question.. Do this
even if someone volunteers immediately, to gieveryone an opportunity to
think about a response. After a student responds, allow time for him/her to
expand on the answer before you respond.

Avoid "Yes" and "No" questions. "Yes/No" or oneord responses are often
elicited by questions beginningith: are, can, do, does, have, iand would.
Overuse of this type of question can cause boring and mechanical exchanges.
Avoid "double-barreled" questions that ask several questions at once. Also,
avoid ambiguous questions.

Rephrase a question ¢ give students another chance to answer before
answering it yourself. (Research has indicated that tjoes are more
frequently rephrased for students that teachers perceive to be high achievers
than for perceived lower achievers. Be fair with yourpheasing-assist
students equally.)

Ask questions at different levels of intellectual complexity, rather than
predominantly factual, recall memory level. One duently referred to
hierarchy of cognitive levels (developed for use in construction ofnex
guestions by a University of Chicago Examiien Board in 1956, under the
direction of Benjamin S. Bloom) has applicability here. The six levels can cue
the teacher in costructing questions at varying levels:

a. Knowledge level-Simple recall of fats and information. Eamples:
name, list, define, who, when.
b. Comprehension leveiRequiring understanding, interpretation and some

utilization of knowledge to show student understands esaémeanings.
Examples: explain, contrast, compare, giveeample, what caused.

C. Application level-Requiring solving a problem, applying piples to
specific situations. Examples: solve this problemPredict.., How does
this apply to..., What would you do if...

d. Analysis levet-Requiring breaking e idea into essential elements and
relationships for logical analysis; high level interpretation and
determination of implications. Examples: give reasons for..., Analyze
possible effects of..., What evidence supports your argument?
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e. Synthesis levelRequiring creativity; designing new plan, model,
product. Examples: create, design, plan, diagram, construct, model.
f. Evaluation leved-Requiring critical analysis angudgmentof validity or

merit; makes use of criteria or standards that in turn brimagues and
norms into play. Examples: judge, evaluate an idea/alternative in terms
of..., Which alternéive would be most effective for..., For what reasons
do you favor...
10. One technique that can be effective in a) opening up the course or b) beginni

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

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

students pdicipate in responses).

--much of the material presented in this section waketn from
"On Questionng" in Professors as Teachers by Kenneth E. Eble.

Responding to Students' Questions

1. Encourage participation by reinforcing student responses with smiles, nods, eye
contact and other attending behaviors. Verbal reinforcemerchsas "Good",
"Correct" or "Very good" should NOT be overused or it becomes meaningless.
Don't interrupt a studentit will discourage future participation.
Never ridicule a student's answer! If thereaisything correct in it, comment
on that. Rephrase the question with an extra clue in it to help the student
answer, or redirect the question to another student.

4. Effective answers require careful listening. Answer the original question and

w N

don't attempt to include broader issues5 or 10 mimte lectureanswer (when one

or two examples would have sufficed) 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 until the &st 5 minutes of class to open it up for questions. Students
often hear this as a signal that class is over and do not give their full attention.
Also, the timing is off for questions about specific topics covered earlier in the
lecture. It is preferal@d to intersperse the lecture with teacher questions and/or
opportunities for students to ask clarifying questions at the point of difficulty
and general questions after major segments of the topic are covered. Suggest to
students that general quésns be held until the end of the lecture.

7. Perhaps most important of all: If you don't know the answer, admit it, and then
promise to investigate the topic, or refer students to other sources.

--much of the information presented in this section was takemmfro
mimeogrghed material from the "Clinic to Improve Univgity
Teaching" by Michael Melnik, University of Maachwetts, 1974.

Leading Classroom Discussions
The following may be helpful in developing an effective 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 material. Involve the students in the
selection process by offering them severaliops.

2. Clearly state your expectations of class preparafiondiscusion. In the class

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

is) introduce the discussion material and include several of the questions which
will be ansered. This will help motivate the students to peaiptate and be
involved. Questions could also be gathered beforehand fromesitis.

3. Create an environment conducive to discussion.
a. Arrange seats in circles or 1 or 2 large semicircles ifgibke
b. Divide large classes into smaller groups.
Both of these environments foster interaction among students.
4. Start the discussion with "trigger" material: Provocative aw@dsaal material,

a problem situation, critical incident, or a short lecture concluding with a
guestion will serve well. (The triggematerial may be a filmstrip, tape, record,
chalkboard material, or handut).

5. List points/ideas on the chalkboard to keep the discussion on track. Use
different types of questions (prepared beforehand):
a. Informational-basic data
b. Relationship-compare/contrast, explain
C. Application--generalization, prediction

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 ohave a leader

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

compare, differentiate.

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

a. Instructor should summarize what has happened and clearlytifgethe
significant outcomes.Everyone will then know what the teacher thought
was important and what they will be pected to retain.

b. The day's learning should be placed in context of the course, related
clearly to both preceding and subsequent learning. This will enhance
retention considerably.

Other Classroom Interaction Formats
Listed below are a variety of other techniques that foster interaction in the classroom.

1. Lecture with discussion.

2. Guided discussion about readingqgwith or without study questions provided

prior to assignment).

3. Problem- or issuecentered taskfor groups of 25 people (activity revolving
around particular problem, question or exercise to deal with).
4. Incident process (using situation problems, requiring faéinding and

decisions for their @solution-can utilize small groups or large group).
Variation is thein-baskettechnique where a spdté problem or memo must be
responded to by individual or small or large group.
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Case study method (using report of a real situatiefmore complex thn
incident; group is to determine problem(s), significance of problem and
probable solution(s); case study could be verbal or videotaped situation).

Role play can be an effective technique to apply, practice and prokdetwe
specific concepts and siations. Can be initiated by "trigger" case, film or
tape. Other class members should have a role, such as critiquing the
performance or trading places with the role players.

Colloquy technique requires moderator, -8 persons (34 represenng class,

1-4 resource persons all on a panel); questions, b and issues are raised
by class representatives and responded to by resource group.

Panel discussion(3-6 persons discussing assigned toptrawing from class
members and/or outside resource pby.

Competitive panel technique(3-6 people having an exploratory daigssion on

an assigned topiethese people may be challenged, ousted, and replaced by
other class members; requires moderator).

The expanding panel techniqueemploys a combinatin of presentdon and
discussion, consisting of a panel ofl2 people as the nucleus. They activate
the situation in a 180 minute eploratory discussion of a topic. Moderator
guides and questions and comments. Then one at a time, people joimahe ¢

or the whole class can join.

Symposiumis a series of related speeches b¥ dersons on dferent phases of

the same topic or closely related topics; speeches vary fre2® 3ninutes and

are followed up by questions/comments from audience dirkde individual
speakers.

Debatescan revolve around a philosophical or complex question, or principles
related to case study, incident, or problem. Other class members should have
roles as weH-to assess arguments, vote (before and after), etc.

Interview technique with guest speaker (30 minute presentation in which 1

or 2 resource persons respond to systematic questioning by an interviewer about
a prevously deteminedtopic).

Creative problem-solving group for example, via a Synectics Apoach using
analogies and brainstorming activities followed by analysis and focusing of
options generated. Groups probably work best with up to 15 people.
Self-analysis exercises and questionnairesto surface assumptions,
preferences, characterissigcconceptions (and misconceptions).

NOTE: Any of these techniques, especially those involving problem

solving and debate, could be videotaped for the class to review and
critique in light of the quality and effectiveness of the communication
process.

Dealing With Problem Situations in Class

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

guestions to other students, e.g. "Thank you for your contributions, Gwen.
Tom, can you pick up here...?" If nesasy, suggest thayou would like to
give others an opportunity to pacipate or note that time 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 Allowance for disagreement or challenges to the teacher varies not
only with different professors, but with different schools and even cultures.

You need to be clear about the norms and sanctions of your own course.)

. When dealing with a disruptive sdent, don't shout, insult or be sarcastic. This
simply fans the flame and reduces you to the level of the disruptive student.
Also, ridicule can backfire on you. Sometimes ighoring an attengetter can

be effective; at other times that will simply ke you look and feel foolish.
Occasionaly humor can help, orjust the oppositea clear, firm message is the
best recourse, indicating that the behavior is inappropriate and will not be
tolerated. As a last resort, dismiss the student from class.

Pasive, withdrawn students represent another challenge to teachers. It is
agreeable, however, that it is their prerogative not to speak up in class if they
do not wish to. The reasons can stem from a student's weakcealfept and
fears of speaking out fuicly and of being judged by one's peers or by the
teacher. How you respond to their contributions can, thus, reinforce partici
pation or withdrawal. Above all, do not embarrass or ridicule them.

Persistently dominant, disruptive, or withdrawn studestsuld be spoken to
outside of the classroom. Try to determine the root of their problem and refer
them to the appropriate ecampus support agency. The Office of Counseling
Services may assist in some situations, or Special Services may be called upon
for remedial support. The student's advisor may be of assistance if an
adjustment in his/her schedule is necessary. Extreme dis@pfi problems

that violate the code of student conduct should be communicated to your-super
visor and to the universitydaring officer. (Sedaculty Handook)

Students who are perpetually late should probably be talked to privately, in an
attempt to determine the reason for the lateness. On rare occasions there may be
a legitimate, unavoidable reason. In which case,g&sgions for getting class
notes, having the beginning of the lecture taped by a fellow student, etc. could
be made. The student must be responsible for his/her own tupkdnowever.

If the reason is not justified and the lateness sp&iis, note to thestudent
privately that being late is distraog to you and to the class. The latecomer
also misses out on goingsn at the beginning of class. Pay attention to what
goes on at the beginning of the class: do you start on time? provide an
engaging andvaluable activity or introduction? occasionally quiz students,
give assigments or review for tests at the beging of class? Make sure you

do things which are intereistg, valuable and not worth missing. Above all,
don't cater to latecomers by repating information; doing so communicates that
lateness is acceptable.

Methods ofdealing 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 degre® which the behavior genuinely interrupts you and the
class. Ignoring minor infringments may be more effective than amplifying the
interruption by stopping what you're doing and drawing attention to it. (Don't
take every interruption as a challenge your authority.) Try to make your

presentation as interesting and engaging as possible. Vary the presentation and
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involve students where appropriate. As McKeachie (1969) suggests, look at
your examination policy: if you are not including lecture maaéron your
exams, you may inadvertently be minimizing students' interest in and attention
to lectures. (A corollary holds true as well: if information from the text or
media never shows up on tests, those sources may be less well attended to.)

. A problematic issue of extreme importance in the university setting (and in the
workplace in general) is the issue of sexual hamaest. It is a form of
discrimination based on sex. Old Dominion Unigé&y has revised its policy on
sexual harassment, and it ioutlined in theFaculty Handbook There are
serious ethical and legal ramifitians 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 harassmeRor further information,
refer to theFaculty Handboolor contact any of the following:

o Affirmative Action Office
e University Human Resources (Employee Relations Manager)
e Office of Student Services (Vice President for Student Services)
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COUNSELING STUDENTS INDIVIDUALLY

Office Hours

Instructors at ODU are responsible for setting aside specific office hours so that other
faculty members and students may confer with them. These hours should be posted on
the instructor's office door and given to the detp@ent secretary. Listed below are
some guidelines for office consultations.

1. Stop whatever you are doing and give the student your full géiten Help the
student state the purpose of his/her visit by asking, "What can | do for you?"
This avoidsthe possibility of egagng in guessing games, wasting time and
addressing the incoect issue.

2. Common problems arising in office counseling situations are students' concerns
and complaints about grades, assignment dim@d or test dates. Be ppared
for these types of requests by finding out the department's policies concerning
assignments that are submitted late, exams that are missed, and grades that are
challenged. It may be wise to briefly note these policies on the syllabus, for
example, hat "Unless a physician's note is proeit], the grade for assignments
turned in late will be lowered by one letter grade.”" It may be beneficial to
discuss with eperienced teachers how they respond to complaints and excuses
from students, and how they gge the seriousness of them.

3. One common student problem may be worded like this: "l study harder for this
course than for all my other courses, but | just can't seem to pass the test.”
Encourage the student to examine the problem to determine wheee th
breakdown is. Is the problem with attendance, note taking, understanding of
the material, doing reading assignments (befared after the lecture), study
habits or time management? Sometimes, simple information on budgeting time
or study habitscan help(e.g. minimize distractions, peruse the whole chapter
first then read in greater depth. Before closing the book, look back over the
material that you just read and mentally summarize it. Jot down key points.
Try to answer questions at the end of theapter. Note and look up unfamiliar
words and maintain a vocabulary list.) Sometimes a simpler text from the
library or professor can explain material in ways that can be a helpful pack
to students having difficulty. For students needingdimpth remethl support,
see the next section.

4. When students reveal or wish to discuss deeper psychological or emotional
problems, it is probably desirable to advise them to get professional help, for
example, to refer them to the Office of Counseling Servicest.(e4401).
However, one should perhaps spend at least a few minutes listening to the
problem, rather than hastily dismisg the student by a referral. A sense of
caring and concern should be conveyed, even if the problems and solutions lie
outside one'sarea of professional training.

Responding to Students Needing Remedial Support

In grading tests, papers and assignments you may note that aylartistudent is not
performing well in prerequisite skills such as mathematics, reading, writing, etc. A
student may have learning disdliies or need to devise special study tactics; or a
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student may be falling behind the rest of the class in general. In addition, students
will often approach a faculty member and express their need for tutoring. Youdhoul
confer with these students and inform them that there are several options available to
them:

A The office of Student Support Services offers tutorial assistance in
mathematics, reading, writing and other specific content area subjects, and
academic, pergmal, financial aid and career advising and counseling. Writing,
reading, study skills and career exploration workshops are also offered.

A Tutoring is usually available. Most departments maintain a file of advanced
undergraduates or graduate students wiglito tutor undergraduate courses.

A The Writing Center offers nondegree General Studies courses to help students
overcome difficulties with spelling, punctuation, sentence structure,
organization and development of ideas.

A Developmental Math will aid in diagpsis and placement of students with
mathematics deficiencies.

A Writing Tutorial Services (WTS) provides free tutorial assistance, coaches and
encourages students, and works toward student evaluative and editing
independence (undergraduate students onlyWTS does not proofread or
correct student papers. The Writing 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 activity for salvgears surrounding the topic
"writing across the disciplines." The goal is essentially to increase and diversify
opportunities for writing in all courses across the curriculum. Written assignments
can help students focus and evaluate their assumptitnsught processes, and con
clusions and provide practice for analytical, creative and critical thinking. Thus, they
can serve asearning exercises, not just as a testing tool or an English class exercise.

Virtually all life situations call for clear rad effective oral and written
communication, and each professional arena has its own jargon and communication
norms and standards. Thus, writing assignments geared to various levels, tasks and
objectives (both generic and dipline-specific) can be of gpat value to students.

Writing activities don't have to be lengthy papers: they can be brief exercises
spanning a sentence to several paragraphs. Written asgigis do not have to

be graded. They could be part of a larger, griessvely more compex
assignment. Fellow students could parpate in critiquing each others’

assignments, followed by opptumities for rewrites. Examples of written
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assignments might involve

w N

Analyses of data, problems or cases, including analysis of lprog axd
contributing factors, as well as positing alternative paths, solutions or
consequences;

Formulating questions or hypotheses, given specific facts or information;
Writing paragraphs that meaningfully and accurately interrelate a group
of vocabularywords;

Writing observations, journals or reports of activities and projects;
Comparing or critiquing data, readings, performances, vidpesfilms,
experiments, etc.; and

Translating theories or principles into hypothetical, concrete
applications.

Writing assignments can complement other types of assignments. Besides thinking in
terms of diverse writing assignments, various disciplines could consider a broader
range of inquiry and expressive assignments, as well.

1.

Inquiry projects entail mall mini-research projects as well as larger re
searchinterview/survey activities -- either as indvidual or team
responsibilities.

"Expressive products" represent performances or creative designs.
Students could be asked to translate ideasofnimfation or processes into
diagrams, graphs/charts, models, drawings, photos or displays. Readings
and investigations could culminate in an audisual product, such as a
slide-tape, videotape or computer program. Criteria for expressive
products needa be predetermined (although a margin for originality
and insight should perhaps be allowed).

For exceptionally good products (both print and ppmnt) teachkers could request
permission from the student to make a copy to use as an example or for deattors
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 toextpon your tests.

2. Give tests frequently. This will enhance learning and provide information on
student progress.

3. Announce the date and coverage of an exam well in advance.

4. Write test items as you progress through the semester. Writing a few edich

class while the scope and focus of the material is familiar is an efficient tactic.
(Keep your course objectives clearly in mind.

5. Write items on note cards for ease of handling and flexible use.
6. Pay particular attention to writing clear imsttions.
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7. Avoid writing Atricko or picky questions.
but to determine how well they have understood the material and can demonstrate

that knowledge to you.

8. Keep items as brief as possible (or your test may bpeed reading test ore

than an achievement test.

Use a variety of types of test items. This allows students to demonstrate their
knowledge in different ways and not be penalized if particular types of tests are
problematic to them. Multiple choice, ess and short essay are recommended
over true/false and matching. (True/False and matching tests can be effectively
used as a nowgraded learning exercise to stimulate interest and ferret out
misconceptions.)

Group questions according to type so thhe students don't have to constantly
shift response patterns.
Reduce student anxiety by placing the easiest questions first.

Before constructing a test, review your objectives for the course and that
particular unit. Relate test items to thesgeaxdiives.

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
guestions.

Use negatives sparingly to reduce confusion. When usedderline or
CAPITALIZE the negative word. Don't let the format of the test get in the way
of determining what students really know.

Avoid using absolutes, such as "all", "always", "none" and "never".
Watch out for unintentional clues to answers in differepttions of the test.

Determine in advance the amount of credit for each question. catdion the

test the grading weight for each section of the test. Also indicate any penalties
for spelling, grammar, etc. There are different opinions on whediketeachers

are English teachers, or whether mechanics are separable from and less impor
tant than cobent objectives. Whichever way you decide, clearly communicate
expectations to students. (Do not penalize them in a test situation, however,
for errors that lack of time or resources (such as a dictionary for spelling
checks) prevent them from remedying.

Always work the test yourself before administering it. You should be able to
finish the test in no more than o+feurth the time allotted to td students!

Time guidelines: 1 minute per multiple choice question
2 minutes per short answer question
10-15 minutes per short essay question
30 minutes per essay question.
Ask a peer or professor to look over your test to provide consivadeedbag&.

Grade and return tests as soon as possible. Always take the time 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 fution tests can serve for the teacher is to provide
data by which to diagnose problems. An item analysis of the test may reveal
weaknesses in the test itself, as well as point to problems in the course. Some
areas may need revision and pnovement. How well students grasp terms,
concepts and priciples, as demonstrated in tests, may be an indication to you
that the orgamation or explanation of the material, types of examples used, or
students' application/ practice of the peciplesfproceduresis not as effective
and thorough as it 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 will
be correct, luck plays too large a role in whether students get an answerctorfer

this 7reason, and because the parameters of true/false are "dightakkk or white,

and most knowedge doesn't fit those parameters, T/F tests should be used sparingly.
One appeal of T/F tests is the ease of scoring; however, constructinjca W& test

is actually rather difficult.

1. Clarity
Clear-cut judgmentshould 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 clarify the frarmé reference for the statement.
Don't let the wording of the item get in the way of determining what students
really know.

2. Clues
Avoid unintentional cues.
3. Relevance

Item should be related to specific learning objective and not be trivial oomin

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. amually.
Tides have an effect on men's According to most astrologers, tides
moods. have an effect on menés
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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Multip le Choice

Multiple choice tests can be an effective testing option and one of the easiest types to
score. Nevertheless, diverse testing formats are recommended to tap the knowledge of
the student via different routes. Multiple choice directs responsaméedest answer.
Unless there truly is one best answer to a particular question, multiple choice is not
appropriate. It is also a challenge to pose multiple choice items at varying levels of
cognitive complexity, rather than only at factual recall leel (For suggestions of
levels, see the section on Asking and Responding to Questions.)

A Statement
A single, definite statement is to be answered by one of the several given

choices.
Keep the reading demands to a minimum and eliminate irrelevant material

A Relevance
Keep the reading demands to a minimum and eliminate irrelevant material.

A Negatives
Avoid negatives if possible. If they must be used, then CAPITZE or
underlinethem.

A Answers
Provide 4 or, preferably, 5 alternative responses. Have only masponse
considered to be correct by experts in the field. (Would your colleagues get a
100% if they took the test?)

A Alternatives
Optimally, four alternative responses should be provided (sometimes five).
Incorrect response choices ("distractors”) mus¢ plausible and attractive.
Watch out for alternatives that are too similar or would fit only under certain
circumstances. On the other hand, don't use aktwves that are too remote or
ones which common sense alone would enable a student to rule out

A Clues
Use al/an in referring to the answer. Avoid terms such as "always" and "never".
Avoid the choices "all of the above" and "none of the above".

A Order
Arrange response choices in alphabetical or numerical order.

A Examples

Bad Example Improvement

Which of the following is not an item Which of the following idNOT an

of mountain climbing gear? item of mountain climbing gear?

a. C. a. c.

b. d. b. d.

Elephants lift objects mainly with their Elephants lift 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 presenthé most amount of cues for the student and depend more on

recognition memory than recall memory. Matching tests can be one subtest of a larger
quiz or an effective nongraded learning exercise in class to stimulate interest or
informally assess understaindy.

A Statement
Provide directions for the matching task.

A Premises
Number and list in left hand columsall should be from the same general class
and should be the longer of the words or phrases.

A Responses
Letter and list in righthand column. All shoulde from the same general class
and should be the longer of the words or phrases.

A Examples

Bad Example
Directions: Match the following:

1. Lithogenous a. nodules

2. Cosmogenous b. chrondules

3. Terrigenous C. ooze

4. Biogenous d. clay

5. Authigenic e. sand
Improvement

Directions: Write the letters from the right hand column in the appropriate
blanks in the left hand margin.

1. Authigenic a. carbonate f. chrondule
___2. Biogenous b. iron g. red clay
____3. Cosmogenouws Mn nodule

4. Lithogenous d. ooze

5. Terrigenous e. sand

Completion
Completion can also add variety and be appropriate if part of a larger test, or it can be
converted to an irclass exercise. Since sentence @detion sets uppne correct way
to phrase information it, too, is limited in its range of applicability to many
situations.
A Blanks
Keep all adjacent blanks of uniform length. Put only one correct answer per
blank. The omitted phrase should be no longeant 3 words (otherwise you're
asking for mindreading more than memory!).
A Clues
Use al/an to avoid unintentional cues. Avoid giveaways such as an al/an
indicator for the beginning letter of the response.
A Examples
Bad Examples Improvements
One of the omponent 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 he 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 articulated by the student.
A Criteria
Inform student of criteria against which his/her answer will be judged.
A Response
Instruct students to respond with one sentence, a few sentences, or a short list.
(Note whether complete sentences are required or phrases are acceptable.)
A 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 higkvel thinking and expression skills of students and require
them to integrate their knowledge. However, it is the most tiomnsuming and
controversial type of test to score. @iia need to be clear. Other ngmnaded
writing opportunities, of course, can be assigned as well. It is desirable to allow
students to see gadoexamples/products, as well as critigue others' work in order to
get more practice in the area of communicating on paper anduatialg their own
work.

A Structure
Inform student how to structure and organize the answer.
A Information
Include helpful infamation such as time allowed or point allotment.
A Premise
Question should ask the student to make comparisons, summarize information,
defend an opinion, analyze, etc.
A Example

o Bad Example Improvement
Morality is relative. Summarize arguments for bathdes of the
Discuss. i ssue, AMtwal ity is rela

(3 points each)

--Most of the material in Section VI, C. ofiesting was taken fronConstructing True/False Test
Items: Textby Robert Simas, Faculty SeNppraisal and Development Project, 8aJose State
University, 1976; alsoConstructing Multiple Choice Test Items: Tedty Robert Simas, Faculty
SelfAppraisal and Development Project, San Jose State Unsitgr 1979; also Constructing
Matching Test Items: Texty Carole R. Smith, Facultye$f-Appraisal and Develoment Project, San
Jose State Univesity, 1976; andWriting TechnicallyCorrect Test Questionby Grant E. Barton and
Andrew S. Gibbons, Instruional Development Program, Provo, Utah: Brigham Young University
Printing Service.
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Grading Policies and Options

Assigning Grades

1.

2.

Assign each student a number at the beginning of the course so grades can be
posted anonymously. This is typically the Student ID# at ODU.

Include 3 columns in your grade list:

a. The student's number

b. Score of examination just taken

c. Cumulative total of this test and all others

This gives the student a way of evaluating his own work.

The grades that you assign should conform to the practice of the department
and the institution for which yowork. Consult with your department head
about the grading policy.

When going over your course syllabus at the beginning of the semester,
carefully explain your grading plans and how quizzes, tests, and papers will be
weighted.

Give frequent opportuinies for students to demonstrate their level of
achievement. More accurate grades can be obtained if a larger number of
grading components are used. Many teachers choose to drop each student's
lowest grade (as a gesture of fairness and gengrpsi

Don't just "grade" student work, but also correct it and provide feedback.
(Feedback is more likely paid attention to if an option to revise the paper is
provided, with the possibility of getting a better grade.)

. Whether grading "on the curve" or in terno§ an absolute standard you should

be aware of your own standards of thejor and minor objectiveshich are to
be achieved by your students. The following is one set of standards:

A all major and minor goals achieved

B most if not all major goals acved,someminor ones not

C at least half of major goals achievemany 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

--Information for this section waextracted fromQuestions and Answers: A Handbook for Teaching
Assigants by Faculty Development Centre, Mississippi State University and fiamaching Tips: A
Guidebook for the Beginning College Teachgétth ed.) by Wilbert J. McKeachie. Lexington, MA:

Heath, 1978.

ODU Grading Policy
ODU's grading policy is covered in théniversity Catalogthe Faculty Handbookand
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 Satisfadory Poor
D+ 1.30 Passing Not Used
D 1.00 Passing Not Used
D- 0.70 Passing Not Used
F 0.00 Failing Unsatigactory
WF 0.00 Unofficial Withdrawal
wW None Official Withdrawal
P None Pass
F(P/F) None Fail
O None Audit
I None Incomplete
[ None Incomplete- no time limit
Q None Progress but not Proficiency
NOTES:
1. WF is assigned when student stops attempting course without withdrawing UNLESS

t he student 6s performance through t he mi dt er m
grade of F is assigned.
2. The Pass/Failcourse grade isvailable as an option ONLY to undgraduate students.
(P/F grades are not available to graduatedstuts except in courses designated for P/F
credit.) Check class roster for grade option chosen by your students.
3. A grade ofl may only be assigned ith instructor's approval of student's request.
Assigned if course work has yet to be completed or in the case of unavoidable absence
from the Final exam. An | grade automatically becomes an F grade if not removed by
the last day of classes of the follomg term.

4, A grade ofll may not assigned by GTA's. The Il grade is used only in those courses
directly related to the research and preparation of the graduate thesisftation.
5. Q is assigned only in General Studies ranademic remedial/ tutoriacourses. The Q

distinguishes a student who has put forth effort, but who is still unable to demonstrate
proficiency in the subject and must therefore repeat the course.

Class Roll

A Class Roll is provided during the first few days of class. Studentslass but not

on the Class Roll must be referred to the Office of the University Registrar, to
determine why they are not listed.

Class Attendance
Syllabus information must include a statement of the instructor's attendance policy
and the effect, if anyof nonattendance on grades.

Examinations

Comprehensive finals are required to be given at the designated time. A student with
three exams scheduled for the same day may request to take the exam on a different
date. No finals are to be administeredridig class time prior to finals week.
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Grade Sheets

Grade Sheets are adnistered by the Computer Center. Grades must be entered in
ink, each page signed and dated, and the sheets returned to the Registration Center
within 48 hours of the final exam. FR&al course grades must be made available to
students within 48 hours of the final exam. This is accomplished by posting a listing
of students' ID #'s and grades (never the students' names).

Students may request, in writing, deletion of their ID #'s @mddes from any posted
list.

Grade Changes

In the case of admintsative 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 changin§ &or an 1) grade to aw grade, may

be reviewed by the Registrar.

Grade Appeal

After consulting with the instructor, a student unable to resolve the matter of a
contested grade may appeal in writing first to the chaisparof the department and,
if necessaryto the dean of the school.

Testing and Scoring Options
Learning Assessment Lab (ATS) (See Selected ODU Resources)
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Cheating, Plagiarism and the ODU Honor System

All courses at ODU operate under the Honor System. This system, which assumes
self-respet and personal integrity, is described in complete detail in Uméversity
Catalog the Faculty Handbookand theStudent Handbook As a faculty member, you

are expected to familiarize 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 Pledgeis required on ALL tests, exams, written papers and homework.
Each of these should have a minimum pledgdatien out in full and signed by the
student. An example follows.

I have neither given nor received any unauthorized aid on this
examination/assignment.
Signed

Student ID#

Plagiarism is a form of disonesty that consists of submitting statements, ideas,
opinions, etc. as original work without acknowlddg the actual source. Wandering
eyes and identical answers may bedicators of cheating, but usually leave some
doubt as to whether cheating hastually occurred- answers may be similar because
the students studd together. You can decrease the inclination to cheat ksygaing
exams which reduce the ability to copy answers. For edamscranble the order of
guestions on the test. Emp tests and opebook exams are the least conducive to
cheating. Machinescored multiple choice exams are the most conducive to cheating.
If you suspect a stent of cheang during an exam, McKeachie (1978) suggests that
you go over and ask the stumteif s/he would mind moving to a seat where s/he'll be
less crowded. If s/he protests, whispering to the student that yoneter that s/he
move usually suffices.

In the event that a student is accused of committing an Honor Code violation:

1. The indructor, pursuant to an agreement with the student, may impose a grade
penalty

(followed by a memo to the Honor Council); OR
2. Any faculty member or student may forward a report of the incident to the

Honor Council.

--some of the ideas on handling e&ating taken fromreaching Tips: A Guidieook for
the Beginning College Teache(f7th ed.) by Wilbert 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 getting fdmatk about teaching for the purpose of
improving instruction, rather than on uses of evaluations for administrative deeision
making. No single source of information is apmte to evaluate faculty fairly and
comprehensively. There are three main diemsions of teaching which should be
reviewed and improved where necessary: 1) knowledge of subject matter, 2) overall
design and organization of the course and 3) thBveey of the course (presentation

of material).

Students are an important source feedback about teaching. Their feedback is most
valid and useful on the third dimensiethe delivery of the course; less so on the
second (course design and organization), and least valid and useful about the teacher's
knowledge of the subject matter.One's colleagues are the most valid and useful
sources of feelblack about knowledge of content and design and organization of the
course. They can also offer insights about the effectiveness of one's prdsanta
(although they are not the t@nded auddnce; thus, student feedback is especially
critical here).

It is interesting to note that a recent survey of over 100 research studies factor
analyzing dimensions of teaching with course evaluation questions indicates that the
correlation betweenperceival organization of the course by students and their
achievement is a very high 0.47. A general overall rating of the course also correlates
highly with achievement (0.47). On the other hand, the perceived difficulty of the
course correlates only 0.02ith achievement! This means that the ficulty level

may or may not be relevant to achiewent and course satisfaction. It isnagativeif
"difficulty" also means that the material is confusing and overwhelming to students.
If it is comprehesible and manageable but nonetheless difficult, there is no need for
concern. The "course difficulty" question, thus, needs further pursuit.

Confidential course evaluations are generally given at the end of the semester; usually
there is a standard form usdiy the depamnhent. (See your department for specific
information.) A problem with this endf-course evaluation tactic, however, is that it
comes too late in the course to be of any value for current students. Thus, it ad
able to give a briefquestionnaire to students odtkird to onehalf way through the
course. One could engage in a brief oral evaluation of their overall progress and
problems with the course to date. (This may be threatening, however, and it may be
difficult to listen openy and avoid being defensive.) Or students could be asked to
write down their comments and suggestions anonymously. Simply ask about the most
positive aspects of the course and the problem areas, and suggest alternatives. The
in-class discussion questis might go something like 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 fimg it interesting? If so, what
stands out? If not, where does it get dull? Are you able topkep with the
material? What problems are you having? Are there any suggestions for
improving the course?
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