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1 The Science of Learning

Many people mistakenly believe that great teachsrorn, not made. To be sure, some people anenbth an
intuitive gift for teaching. But every instructoan benefit from an understanding of how studezdgel. Here, we
look at what recent research in neuroscience, tiegrand developmental psychology, and assessnasrlight us
about student learning and how can we best appbetfindings to improve teaching.

Topics:

Glossary

What We Know About Student Learning

Learning Theories

Learning and Cognition

Emotional Factors Affecting Learning

The Psycho-Social and Developmental Dimensidihearning
Applying the Science of Learning to the Classn

NogakwhpE

1 Glossary

Scholars of learning have developed a technicaliteriogy to describe the factors—cognitive, affeetiand
pedagogical—which contribute to robust studentiiesy. Here is a list of key terms and conceptsluis¢he
scholarship of teaching and learning.
Active Learning
Techniques that actively engage students in legriiihese may include inquiry and problem-basedlagr
activities. Examples:

= Hypothesis GenerationAsk students to generate a hypothesis.

= Brainstorming: Present an open-ended problem for the class ve.sol

= One Minute QuestionAsk students to describe a concept in the reaaingcture that was especially
difficult or confusing.

= SequencingAsk students to order a series of events or dpwedmts.

= Decision Making:Have students identify critical junctures and dieeisions that they would make at
each juncture.

= Concept MappingHave students create a graphic representatidreaktationships among concepts.

= Problem Solving:Present students with real life problems to whigy must apply content knowledge
and theory.

= Make It Personal:Ask students to identify a real world example @faaticular concept or theory.



Alignment
Ensuring that activities and assessment meet gauning goals.

Assessment
Tools for measuring student progress toward antgbaement of your learning goals.

Backward Design
Designing instructional materials by first settiegrning goals then determining what outcome wadludtrate
achieving those goals, and then designing classamtivities to help students meet those goals.

Bloom’s Taxonomy
A hierarchy of six levels of cognition—knowledg®neprehension, application, analysis, and evaluation

Constructivism
A theory developed by David Ausubel that peoplerldey constructing conceptual frameworks.

Inquiry Based Learning
Engaging students in the process of exploration.

Learning Goals
What students should know, understand, and betalole.

Learning Outcomes
Specific, measurable learning goals.

Metacognition
The process through which students monitor andsagbeir own understanding.

Prior Knowledge
The skills and understandings and misunderstandivegsstudents bring to class.

Problem-Based Learning
An approach to teaching driven by a question oblem, which uses a variety of methods of inquiryasearch and
address the question.

Rubric
The criteria by which a work will be evaluated.

Scaffolding
Supporting a student’s learning just beyond thelléve student could do alone.

2 What We Know About Student Learning

In recent years, a model of higher education thadteasized the transmission of knowledge and dhdtsgiven
way to a new paradigm, which shifts the focus ftbeninstructor and toward the student. This isiti 5bm
transactional to transformative teaching.

In transactional teaching, an instructor conveysrination and students are expected to assimifadesgnthesize
new knowledge on their own.



Transformational teaching, in contrast, is mucherg®lf-conscious about its objectives and methibdslopts a
learner-centered rather than an instructor-centapedoach. It makes students privy to the instmstarger goals
and expectations. It prepares students to understian they will receive challenging feedback.uttivates
reflective learning by giving students opporturstte reflect on the learning process. It gives etisl assignments
that they find meaningful, involving case studiesl-world data and problems, research and inqairg,
encourages them to public display their findingseguires instructors to monitor what their studeare learning
and to adjust their pedagogy if students are netldping an adequate command of the material.

Several key principles underlie the new transforoma teaching paradigm:

» That it is not enough for students to mastetaefacts and procedures; learning is enhancstlidfents
develop a deep conceptual understanding of a pkatitopic

» That instructors must build on students’ pre@ptions and prior knowledge.

That teachers must teach key concepts and skifisiltiple ways.

That students need to develop a capacity torately assess and reflect upon their own learning.

» That students acquire deeper knowledge whenghgsge in “authentic practice,” a process of ingusing
discipline-specific methods of research, analyaig| reporting.

Teaching can bdidactic, emphasizing the transfer of information. It carphiletic, in which the teacher serves as
role model and mentor. It can beocative assisting students in discovering the personalnimg of a topic or text,
rather than seeking some larger truth. Then tteedristic teaching, which engages students in a process of
inquiry and discovery to help them develop the tsabi a particular discipline.

3 Learning Theories

During the past century, educational psycholodistge advanced a number of theories about how stitearn.
During the nineteenth century, a set of ideas knaw/ffaculty psychology” dominated. It likened tménd to a
muscle and considered education a way to strengfieeimtellect so that it could control the willdahemotions. This
view was challenged first by behaviorists, who eagdbed the power of repetition and positive ancatieg
reinforcement in learning, and subsequently byadearning theory, which stressed the importarfateervation,
imitation, and modeling, and by cognitivism, whitifted attention to the “mental maps” or schens th
individuals acquire or create, and which can bésegl/as learners acquires new information. Maegsdhat are
now commonplace were advanced by cognitivists:

¢ That information that is relevant and meafihgs easier to remember than information thattisn

« That practice or rehearsal makes it easiestttin an idea.

¢ That prior knowledge or preconceptions cavaade or hinder future learning.

« That memory is improved when a learner caiege ideas or concepts (for example, by using numécs).

« That memory is context dependent; that s giisiest to remember an idea in a particularesa@nban outside of
that context.

Jean Piaget developed a particularly influentiginitivist model which held that cognitive capadtand forms of
logic and modes of thinking develop through a seofebio-psychological stages.



A more recent development is constructivism, wtaojues that learning is an active process in wimdividuals
construct their own frameworks of conceptual un@eding.

There is, of course, more to learning that whagsgiace in the cognitive domain. Other contritaito learning

include the affective domain — especially in theaaof motivation — learning style preferences, liedearning
environment, including instructor-student and alasm dynamics

4 Learning and Cognition

No silver bullet will, by itself, boost student aehement. Nevertheless, recent research hasfigentiertain
factors that do enhance or inhibit student learnimituencing students’ motivation, memory, attentiand higher-
order thinking skills, including the ability to syresize and evaluate information, apply conceptissidils in
multiple contexts, and to create generalizatioms@edictions. Here is a list of 16 cognitive fastthat empirical
research has demonstrated to have an impact oenstiegrning.

Cognitive Disequilibrium
Contradictions, anomalies, gaps in knowledge, emghsses stimulate inquiry, curiosity, thinking, aeep
guestions, which in turn lead to deeper learning.

Cognitive Flexibility
A student’s cognitive flexibility increases wheretstudent is aware of multiple viewpoints, perspest and points
of view about a phenomenon.

Cognitive Load
Excessive or extraneous information can make ficdit for students to process and assimilate imfation.

Deliver Information in Multiple Modes
Information is better remembered when it is dekeein multiple ways (verbally, visually, etc.) thahen delivered
in a single medium.

Generation Effect
Learning is enhanced when learners produce ansatder than simply recognizing answers (for exammbea
multiple choice test).

Grounded Cognition
Whenever concepts are introduced, it is esseutigidund them in real-world experience.

Higher Order Questions
Deeper understanding is elicited by questions sgclhy, how, what-if-and what-if not, as opposedtallow
guestions that require the learner to simply filhiissing words, such as who, what, where, and when

Mental Modeling
Explanations that consist of causal analyses aitsy&gical justifications of claims, and functamationales for
actions provide coherence to the material andfjusfiy information is relevant and important.

Metacognition

Metacognition refers to one’s self-awareness ofsoo@n thought processes. It also involves thetgkid monitor
comprehension and accurately evaluate one’s lagrrifetacognition helps students avoid distractisastain
effort, and modify their learning strategies basadheir awareness of the strategies’ effectiveness

Multiple Examples



An understanding of an abstract concept improvés miltiple and varied examples.

Narrative
Stories and other forms of narrative are easieead, comprehend, and remember than other tydearfing
materials.

Organization Effect
Outlining, integrating, and synthesizing informatijoroduces better learning than rereading or renigthe
materials.

Spaced Learning
Long-term retention of information is greater whieis spaced out over time rather than concentratedsingle
class session.

Testing Effect
Frequent testing keeps students engaged in theiatate

Testing Expectations
If students expect a comprehensive exam, theyettertable to retrieve the information.

Zone of Proximal Development

Learning is enhanced when learners have to orgdmizimformation themselves or exert additionabeféiuring
acquisition or retrieval than in conditions in whithe information to be learned or retrieved dossrequire effort.
Teachers should present the to-be-remembered iaf@mmin formats that require effortful processing.

5 Emotional Factors Affecting Learning

There is an affective as well as a cognitive din@n#o learning. Motivation, attention, and peisige are strongly
influenced by emotional factors. Here are four eomal factors that influence the assimilation, gsging,
retrieval, and application of knowledge and skills.

Engagement

Whereas some earlier learning theorists undersabeeniportance of positive and negative reinforeetras
motivators for learning, intrinsic motivations app¢o be even more important. Intrinsic motivasianight include
curiosity or the desire to solve a problem. Engagygntends to decline if an activity is motivatedtbg promise of
a reward (as opposed to an intrinsic motivatiochsas a desire to increase one’s competence). Mitivis also
reduced if individuals engage in more than oneviigtat a time, or if they attribute their failute a lack of ability
(rather than a lack of effort).

Regulatory Fit

Learners have distinct styles that influence leagnEspecially important is whether a student hpseaention and
promotion focus. A student with a prevention fo@usspecially sensitive to negative outcomes, seeksoid
errors, and is driven by security concerns, whigdualent with a promotion focus is more sensito/pdsitive
outcomes. Learning is enhanced when there is regulfit, when fit when the manner of in which adént
engages in an activity sustains their goal origmmatr interests regarding that activity.

Stereotype Threat
Fear that one's behavior will confirm an existibgreotype of a group with which one identifies hasegative
effect on student performance.

Student Learning Styles



We frequently hear that students have disparateifepstyles: That some are auditory learners, evbihers are
visual or tactile or kinesthetic learners (who feby manipulating objects or engaging in projeotsanalytical
learners (or prefer information presented in setjiaksteps), or global learners (who do not likebéobored and
prefer various kinds of stimulation). Then there ather learning styles: competitive, collaboratinelependent,
dependent, participatory, resistant, and avoidRather than placing students in rigid categoriegppears that
most students learn in multiple ways and that litest, therefore, to present information in mudtiplays.

6 The Psycho-Social and Developmental Dimensions oéérning

In addition to the cognitive and affective dimemsi@f learning, instructors need to be aware ofrtfieence of
psycho-social and developmental factors upon lagrni

Learning involves a process of personal transfammatithin specific social contexts. Maturationaakearner
requires a student to develop a capacity for Sedfetion, self-monitoring, and self-generation @éas, and to shed
earlier ways of thinking and earlier forms of seXpression. Because the process of intellectualnat#in involves
fundamental transformations in a student’s selgption and thinking, it is often emotionally wréiirog.

Students must also construct a conceptual framethatkallows them to integrate and organize new\tedge into
a coherent structure. Conceptual learning invosaeaething quite different than the learning oflslar the
mastery of content and concepts. It involves tlsealiery of meaningful patterns, the formulatiorgeherations,
and constructing arguments that are located ingetalisciplinary conversation.

The Classroom as a Site of Interpersonal Interactio

Learning generally does not take place in isolatiather, learning involves interpersonal inte@wiin a social
setting. Students assume certain roles and addpircdistinctive styles. We might term this ttsotiology of the
classroom.”

That students fall into certain stereotypes—jogkmds, party animals—is part of the conventionadem.
Among the roles students commonly adopt are thepiam, the annoyingly argumentative, the habiredlels, and
the discouraged and fatalistic. Other student typeside careerists, intellectuals, strivers, ameldisconnected. It
is sometimes postulated that first and second génarimmigrant students often fall into certaitegpries:
assimilators, accommodators, and resisters.

The Natural History of a Classroom

Classes tend to go through certain predictableestag what we might term a “life course” or a “d@pmental
cycle.” Many classes, which begin with a greatl dé&nthusiasm, find the level of energy declinargund
midterm, before ending on a note of sadness asrnti®f the semester approaches and the learningnonity that
had been established breaks up.

Learning and Students’ Psychological Development

Students’ psychological development does not erdlaiescence. Indeed, it is clear that the colfeges are just as
important in students’ cognitive, emotional, moeaid social development. How does college afferxtesits? It
influences their verbal, quantitative, and subjeatter competence, their cognitive skills, theeritlty, self-
concept, and self-esteem, and values and attitudes.

 The peer group is the single most important seofdnfluence on students’ development: on pertyna
development, attitudes and values, behavior patteareer development, and satisfaction with celleg

» The extent of peer interaction is strongly corteédo overall satisfaction with college.



* Women'’s attendance at women'’s colleges and Airisanerican students attendance at predominanttkbla
colleges is positively related to success and aehient in later life.

 The degree to which faculty are student oriemtexbcond only to the influence of the peer grongtodents’
growth. Measures include interactions outside a$| student engagement in research under a faceihber’s
supervision, and feedback on papers.

Feminist Pedagogy and the Psycho-Social DimensioofLearning

The psycho-social aspects of learning have beemteglar concern among feminist pedagogues, wgoeathat
learning is context sensitive. Proponents of fegtipedagogies view the classroom as a site of pgwieilege, and
hierarchy, and regard teaching as an inherentljigadlact. Yet the politics of the classroom, thesholars
maintain, remain obfuscated.

Within the traditional classroom, these scholaguiar certain ideas, perspectives, and forms of\behaliscourse,
and argumentation are favored. The conceptual dedig course tends to remain hidden and unexanneite the
selection of topics and readings reflects unspatteological presumptions. Meanwhile the approadeaahing in
the traditional classroom, whether involving leetor discussion, takes the significance of a palgidext or topic
for granted and fails to model the range of alteriiaterpretive or analytical approaches. All adgh factors lead
some, if not many, students to feel marginalizésialiraging deep learning.

7 Applying the Science of Learning to the Classroom

Most teaching is wholly uninformed by empirical@asch into student learning. How can we trangtadindings
of the Science of Learning into practical and dffecteaching strategies? Here are some suggsstion

Anchored Learning
Learning is enhanced when students, individuallynayroups, try to solve a challenging practicallgem that
matters to them.

Cognitive Disequilibrium
Students’ motivation and learning is increased whely must explain a contradiction or anomaly,ditjap in
knowledge, or overcome an impasse.

Cognitive Flexibility
Students ability to apply knowledge, concepts, theand skills develops when they have the oppdstda solve
problems that vary in content and complexity.

Cognitive Load
An instructor can facilitate student learning biyréthating clutter, extraneous information, or exsies numbers of
points to assimilate.

Deliver Information in Multiple Modes
Students will remember more if information is deligd in multiple ways (verbally, visually, etc.).

Generation Effect
Learners should be given opportunities to produnssvars rather than simply being told an answeleard
provided an answer (for example, on a multiple chaést).

Grounded Cognition
After introducing an abstract concepistructors should provide concrete examples.



Higher Order Questions
Instead of relying on recall questions, teacheasilshask open ended question that involve appligimvliedge or
concepts or skills, making predictions, construgtjeneralizations, or evaluating interpretationtheories.

Mental Modeling
You can help your students draw mental models kingshem to offer causal explanations and provide
justifications or rationales for certain arguments.

Metacognition

Strategies for encouraging metacognition includérttastudents:

» Ask reflective questions;

» Recount their thought processes as they attengalve a problem; and

» Make graphic representations of their thought$ knowledge (e.g. concept maps, flow charts, sémemebs).

Multiple Examples
An instructor can help students understand abgtrecby providing multiple and varied examples.

Narrative
Stories and other forms of narrative are easieedad, comprehend, and remember than other tydearwiing
materials.

Negative Suggestion
By providing immediate feedback on exams and qsizoe can prevent students assuming that incorrect
information is correct.

Organization Effect
It is helpful to have students outline and synthegnformation rather than simply reviewing or eading it.

Spaced Learning
Spread out important information over the coursthefsemester rather than concentrating it in giesiclass
session.

Testing Effect
Frequent testing encourages study, enhances stegagement, and helps student retain essentaimafion.

Testing Expectations
By creating an expectation that students will lspoasible for information later in the semestegytare more
likely to remember it.

Zone of Proximal Development
Students should create assignments that requive &fprocess.

10



2 Learner-Centered Course Design

A “transmission” model dominates thinking aboutct@iag in colleges and universities. An instructansmits a
body of knowledge to the students who are expecd@etaster the subject matter. Teaching evaluatieftect this
conception of teaching. The questions focus omstnuctor’s content knowledge, preparation, arzglity.

A learner-centered course places the studenthedahstructor, at center stage. It shifts the fdooi content
delivery to student learning, from memorization aedurgitation to “deep learning.”

In learner-centered course design, an instructa lsw every element of a course—from the syllgbuke final
exam—contributes to student learning. The objedsvto produce students who do not passively absamtent,
but actively acquire skills, conceptual frameworksd disciplinary habits of mind.

Topics:

1. Designing a Dynamic, Coherent, Memorable Lea@entered Course
2. Creating a Learner-Centered Syllabus

1 Designing a Dynamic, Coherent, Memorable Learner-Qgtered Course

In designing a learner-centered course, an ingtrietgins by identifying the course’s learning alijes—the
knowledge, skills, and abilities that the coursimiended to convey--then "works backwards," askiogy best to
help students achieve those objectives. This agbrovhich is called “Backward Design,” makes itameasier to
plan your class calendar and to identify the ati#isj assignments, and tests that you will incamor It encourages
you to think rigorously about what your studentechéo learn and helps you avoid the “coverage 'tiap,
encouraging you to include only those topics thiitasntribute to student mastery of your learngaals.

Here are the steps your can take to create a leeenéered course.

Step 1: Don’t Reinvent the Wheel

Examine how others have taught the subject. Lodik@nPeruse syllabi, reading lists, assignmerdadbuts, and
examines. Ask yourself why the instructor organittesicourse in a particular way—and how you mighthds
differently. Don’t simply copy another course: Iivate!

Step 2: Identify your Learning Objectives

Don't overwhelm your students with content. Ask wiau want to take away from your course. This vafl
course, involve content knowledge, but also skils)ceptual frameworks, and disciplinary valuebatits of
mind.

Set learning objectives with concrete, measurabteames. Phrase your goals in terms as “Studefitbevable
to....” Use active verbs that signal higher ordenkirig skills: analyze, interpret, evaluate

Step 3: Give students a conceptual framework on wbih to hang the course’s major ideas, information, rd

methods.
Ask yourself: What are the unifying principles, thes, theories, logic, and assumptions that undidieourse?

11



Step 4: Develop a timeline.
Create a calendar of topics and readings. Arrdmgsessions logically. A history or literature cmimight be
organized chronologically, but other courses mfghow a different logic:

= Micro to Macro or Macro to Micro: Begin with a iy or phenomenon and then at a case study, oveisa

= Distal to Proximal or Proximal to Distal: Descriaeontemporary problem and then look at the prolse
origins, or vice versa.

Step 5: Spell out the questions and topics that yowill address in each class.
Identify the themes and issues you will addresské/sure that each class session has a cohererd thigourpose.

Step 6: Consider How You Will Motivate Students
Ask what activities will engage your students apdtlprepare them for your assessments. These imidinde
discussion, lab activities, inquiry and problenvaa activities, small group work, and writing egises.

Step 7: Adopt a student-centered, goal-centered, tfzer than a teacher-centered, approach.

A teacher-centered approach exposes students toyahn&now. A student-focused approach emphasizes
developing the skills and habits of mind charastariof your discipline. Identify activities thatigport your
learning goals. | urge you to consider incorpogtictive forms of learning into your class. Thesghninclude:

= Discussion

= Case Studies

= Film Clips and Visual Aids to Prompt Discussion
= Role playing

* Problem Solving Exercises

= Student Reports

= Small Group Activities

Step 8: Take advantage of new technologies.
Incorporate simulations, demonstrations, and auioal materials in your class. Consider usingsautsion
board, a blog, or a wiki to promote outside-of-slasmmunication.

Step 9: Establish your course policies.
Is attendance required? How will you handle latelwar missed tests? Will there be extra-credit oppoties?

Step 10: Consider how you will evaluate student leaing.
How will you determine whether students have fidéllyour objectives? Consider various approacheanis,
quizzes, writing assignments, presentations, aagqis. But don’t overwhelm yourself!

Considering assessing student learning in multiggs. In addition to quizzes, exams, and papers hyight
consider some other activities:

= Real-time assessmenfA growing number of large classes use “clickersassess student comprehension. An
alternative is the ConcepTest, a seriesiebtions presented during class with multiple gmssinswers.

= Minute papers: A concise response to a problem that the instrymses in class.
= Oral presentations.

= Small group projects

1 Creating a Learner-Centered Syllabus

12



Creating a Learner-Centered Syllabus

Not long ago, an acceptable syllabus listed litilzre than the course’s number and title, the insbris contact
information and office hours, the reading assignisieend the test dates.

It told a student nothing about the course themesls, and objectives or course policies (for eXamghbout
attendance or grading standards). Nor did it p@adlass-by-schedule or a description of whatidesit needed to
do to succeed.

A learner-centered syllabus, in contrast:

= Offers tangible evidence that you have thougtibasly about the course’s objectives, content, @aggnization.

= Articulates the class’s conceptual frameworkcaatent and scope, and your course policies, reagnts, and
assessment techniques.

A learning centered syllabus provides:

= A concise description of the course.

= Weights given to various assignments and exams.

= Policies regarding attendance, grading, lategagsénts and make-up exams, accommodation for steidin
disabilities, classroom behavior, and acadetisiconesty.

A well-planned syllabus is well worth the time reiqed to prepare it.

What You Need to Include in Your Syllabus:
1. Basic course informationThe course number, title, and semester taught

2. Contact information:office address, office hours, office phone, emddrass, course web page, class hours and
location)

3. The course description
The description should offer a well-grounded ragierfor your course

4. Course objectives
5. Required and recommended readings
6. Course requirements
7. Grading policiesincluding the percentage weight assigned to eaghirement
8. Other course policiesAttendance, participation, missed exams, late agségts, academic dishonesty
9. Calendar of course topics, readings, and assigmts
Optional:
= Succinct summaries of the topics, themes, an@ssgou will cover in each session or week.

= Suggestions for success; study guides and handoatitable support services

13



3 The Art of Teaching

When asked how they evaluate instructors, studsntshat they value:
1. Presentations that are clear, understandatufleyvall organized;
2. Classes in which they feel that they have kedusomething of significance; and

3. Instructors who stimulate their interest in toeirse, encourage questions and discussion, aretogstudents’
opinions, and are sensitive to students’ concemsfusions, and progress.

Effective teachers aren’t boring. They grab stusleattention, bust myths, focus on problems antzlas, and
bring abstractions to life. They care about theidience, and are well-organized, clear, and egjwes They also
have a distinctive voice, which expresses theis@eality, approach, and style. Above all, theywaynthe
excitement and the significance of their topic.

Topics:

10 Principles to Enhance Student Learning
Ensuring Students Come to Class Well-Prepared
Leading Stimulating, Substantive Class Disicumss
Effective Lectures

Integrating Active Learning into Your Teaching

agrwNE

1 10 Principles to Enhance Student Learning

Teaching Fellows play an essential role in undehgate education at Columbia.

= As discussion section leaders in large lectuassds, Teaching Fellows amplify and clarify congeptvered in
lectures, answer student questions, and providkesta with the opportunity to actively engage therse material
and apply what they have learned.

= As leaders of recitation sections in large saetmurses, Teaching Fellows not only help studemderstand and
apply material introduced in lectures, but alsahestudents how to solve problems.

= Lab assistants assist students with experimemt®ther hands-on activities and help studentsnstated the
theoretical basis and significance of experiments.

Here are ten principles that will help you makerysections or your courses more successful.
Principle 1: CONNECT
Build rapport with your students. Students who faminected to you are much more willing to devisteetand

energy to your class.

One effective way to develop a connection with stud is to use one or more ice-breakers in thediass session:

14



» Have students introduce one another.

« Have students write down two adjectives dbsty themselves.
« Have the students say something memorabletabemselves.
« Ask students why they are taking the class.

Principle 2: ENGAGE
Arouse student interest in your class’ topics. Reiper: There is no learning without engagement. Bggur class
with a bang: Consider starting off each sessioh:wit

« A provocative quotation or statistic
* An anecdote

¢ A paradox

« A problem

¢ A news story.

You might trigger engagement throughout your sessiith audio-visual materials including art worksfiim clips,
or with simulations.

Principle 3: FOCUS
Formulate clear objectives for each class sessidrpeesent your students with a well-organized dgeStudents
crave clarity, substance, and organization.

Principle 4: VARY
Present information in multiple ways. Your pedagagjapproach might include lectures, discussioissials,
problem solving, short readings, and other acésiti

Principle 5: INCLUDE
Involve all students in classroom activities. Effee methods for encouraging participation inclixainstorming,
small group work, debates, classroom surveys, aledptaying exercises.

Principle 6: INVOLVE
Foster active participation. After all, studentarlemost when they are actively engaged in inquather than
passive recipients of information.

You can get students involved in various ways, saghase studies and activities emphasizing inguidyproblem
solving. Asking questions is another way to enggtigdents, but note that there are effective anfdfieicieve ways to
ask questions.

Avoid “guess what I'm thinking” questions, in whiglou have an answer in mind. Also avoid rhetorigadstions
(Does anyone have any questions?) and questiohs/@stor no answers. Rather than relying on questivat
emphasize recall, use questions that involve highaer thinking:

* Prediction: What will happen next?

« Justification: What evidence led you to conclude that...?
* Rationale: What is the reason...?

» Generalization: What can you generalize...?

Principle 7: SHARE
To give students ownership of the course matesiedre your grading rubrics and your learning sgiageand tips
with them.

Principle 8: ALIGN
Align your assignments and exams with your learmbfpctives.

Principle 9: ASSESS
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Monitor student learning throughout the semestdraatapt your teaching based on your findings.

Principle 10: REFLECT
Create opportunities for students to reflect ornirtben reasoning and learning.

2 Ensuring Students Come to Class Well-Prepared

To ensure that your students come to class weplgpesl, consider requiring a think piece to be sttleohprior to class.
Examples include:

1. Areading abstractA succinct summary of a required reading.
2. A reading annotationA brief evaluation of an articles’ strengths anchkesses.

3. A response papeA reaction to specific elements in a reading: tfieativeness of the argument, the quality of the
data, and the validity of the research design.

4. A position paperA student’s point of view on an issue.
5. A discussion starterA key issue or questions raised by the readings.

6. A reading evaluationAn assessment of a newspaper or journal artickEsracy, use of evidence, and conclusions.
Each of these papers will ensure that students teadand thought critically about the course niglter

Warning: Be explicit about what you want the studen do. Provide the students with a sample. Ifiethie issues that
they need to cover.

How to Get Your Students to Read What You've Assiged

A surprising proportion of students fail to compl#e required reading even in discussion claddese are some
practical steps that you can take to convince tttedo the reading and to retain what they have.read

1. Sell your students on the reading
Explain why you selected the reading. Describeltpose and value and relevance to the coursexfieieabout the
connection between the reading and other clasegrand assignments.

2. Situate the reading assignment in a broader intiectual context.
Whether the book is fiction or non-fiction, it is of a larger cultural conversation. Help yowrdsints understand where
it fits in.

3. Teach expert reading strategies
Help the students become expert readers. You kmmowtb
read efficiently; share your tips.

If it is a work of non-fiction, you know how to idéfy the author’s thesis and trace the developméttie reading’s
argument.

If it is a work of literature, you know the impontze of asking questions. Here are a few: Why dédatithor choose a
particular title? What is the setting? Who's thetpgonist and does the protagonist evolve ovecdluese of the work?
What is the relationship between the protagonidttar narrator? What themes or issues does the expthre? What
motifs run through the work? What characters, astior situations beg to be taken symbolically?
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4. Provide study questions.
Study questions help students focus their reading.

5. Make students responsible for completing the refing.
Consider requiring a response paper or an onlisdrmp Or you might begin your class by asking stud questions
based on the reading.

I
Teaching Your Students the Secrets of Effective Rdang

Over the course of your academic career, you rearméd how to assimilate substantial amounts afimga Your
students will thank you if you share your “traders¢s” with your students.

Secret 1. With works of non-fiction, read from theoutside in.
1. Start with the title What does it suggest about the book’s argument?
2. Look at the table of contentslow is the book organized?
3. Read the introduction and conclusiolvVhat is the book’s thesis and its place in a dis@py debate?

4. Read chapters’ first and last paragraphs, aneththe topic sentence§vhat are the chapters’ major themes
and arguments?

Secret 2. Ask What? Why? Where?
1. What is the book’s controlling argument?
2. Why is the author making this argumeni® challenge a rival interpretation? To advanceldipal agenda?
3. Where is the argument weak or unconvincing?

Secret 3. With works of literature, read the textfrom multiple perspectives:

1. The aestheticHow does the author uses language, style, toneglaam@cterization to engage and manipulate
the reader?

2. Read between the linesdtVhat subtexts, deeper meanings, allusions, andaisnbdo you see?

3. The “human condition”: What does the text tells us about the human camdiibout human nature or love
or families or growing up?

4. The “politics of literature”: What political or ideological beliefs, values, addas underlie the text?
5. Cultural criticism : What assumptions does the text make about feityiron masculinity, whiteness or
blackness, civilization or nature, race or class@$xhe text support the dominant views of its ttmeubvert

them?

6. Reader responseHow might different readers—male, female, Africamerican, Latino, working-class,
gay or leshbian—read and experience the text?

7. The ethical What are the moral implications of the ideas adeal in the texts.

3 Leading Stimulating, Substantive Class Discussions
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Discussion adds a personal dimension to the legumiocess. It stimulates students to more actigefjage in the
course materials. It also helps students develeip tbasoning and communication skills. Discus&noourages
collaborative thinking and attunes students to &ipligity of viewpoints and perspectives. In addlit, it allows an
instructor to get prompt, continuous feedback amlents’ understanding or misunderstanding of thesm
material. Above all, discussion can help studeats gonfidence in their intellectual abilities dedrn how to
evaluate a theory, read a text, or synthesize ideas

But successful discussions are hard to stimul&tadents tend to consider discussion inconsequeldtia can you
ensure that the discussion is substantive?

1. Remember your role

You are responsible for:

= setting the agenda

= clarifying concepts and issues

= promoting discussion

= keeping students engaged and the section on &adk
= handling problematic behavior

But remember that you are a facilitator and coaoha lecturer. Your role is to guide, focus, atdcture the
discussion. But the students themselves must haliarzce to express their ideas and arrive at their
conclusions.

2. Preparation is the key to a successful discaasi
Preparation requires setting specific objectivas dgsigning activities and questions to meet tlyosds.

3. Begin your class with a bang
This might involve starting with a problem, a canversy, or an illustration

4. Preview the material you will cover
Give an overview or share an outline. This hgipgstay on track, too.

5. Don'’t stick to words
Use the blackboard. Use diagrams, charts, and atltko-visual resources to bring the materialfto |

6. Make the discussion goal-oriented
Explore questions and have outcomes.

7. Vary what you do in class
= Use images, film clips, and new stories

= Stage debates, break the class into small grwape, student presentations. Brainstorm: Havetimdents
suggest ideas and then have the class build ddehs, embellishing them and suggesting improvesnamd
modifications.

= If the students are discussing a text, ask theeitentify a question that they found significaietwrite down one
guestion raised by the text; or to identify a scengnage that stands out in their memory.

Asking Effective Questions'

One of a TA’s primary responsibilities is to fatdle discussion. But this is harder than it migHtrat appear.

! For more information, see Jennifer Barton, Pauildde and David Rutkowski, “Fostering Effectivea@sroom
Discussions,” http://www.mhhe.com/socscience/ehgitgpt/discussion/discussion.htm
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Sometimes, getting students to speak will feel fiking teeth. Frequently, a handful of studenii$ dominate
discussion. And it's often the case that studeriftsdwect their answers to you, rather than enggdn discussion
with classmates?

If you want to have animated, substantive discusssithen you need to know how to ask effective tjoes. Here
are some practical tips

1. Discuss the elements of a successful discussion.

From television talk shows, students have acquhiedhotion that a discussion is a heated debatetr@y successful
discussions aren’t necessarily adversarial. Cdytastudents might challenge an idea that has peesented, but they
might also analyze the idea or give examples audis questions raised by another student's comments

2. Brainstorm

One stress-free way to break the ice and get staid&lking is to ask them to brainstorm about actopour role is to
record their ideas on the blackboard.

3. Rearrange Your Classroom
A square or a horseshoe encourages students to tspaae another and not to focus their attentiaiusively on you.

4. Pause.
A class shouldn’t resemble a game show in whickeheho raise their hand first are the winners. Gtudents time to
process a question and formulate an answer. And fé@h compelled to call on the students who raiesr hands first.

5. Avoid unproductive questions.
Certain kinds of questions are fruitless:

* Recall questionsbon’t ask questions to which the answer is obvious.

 Rhetorical questionsDon’t ask questions solely for dramatic effect.

* Yes or no question®on’t ask questions that inhibit discussion.

* Leading questionsDon’t ask questions that aren’t open-ended.

* Guess What I’'m Thinking question®on’t ask questions where you've already formedathe answer you want.
6. Ask the kinds of questions that stimulate discsson:
Ineffective questions involve recall or simple agrent or disagreement. Effective questions, inreshtare open-ended
and involve higher-order thinking skills, such aslgsis, interpretation, application, predictioepgralization, and
evaluation.

* Ask for students’ inputWhat should ___ have done? What would you do mdhse?

» Ask “how” and “why” questions:How might this argument be made more persuasivep dutyou think that
made this argument?

* Ask evaluative questionsiow compellingis ____'s argument?

* Ask prediction questiona/Vhat will happen next?

« Ask justification questionstWhat evidence led you to conclude that...?
« Ask rationale questionsihat is the reason...?

» Ask generalization question&Vhat can you generalize...?

* Ask students to bring their own questions tass.

7. Facilitate, don’t orchestrate
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Resist the temptation to respond to student comsnenirself. And use the techniques that get disonsgoing:

* Ask other students if they agree or disagree thighprevious student’'s comments.

* Collect multiple responses to the same question.

* Ask students to comment on a previous studewotsneents.

* Redirect a student’s question to the other stigden

8. Encourage students to respond to one another.

Require students to respond to the previous stademments before adding their own comments. Fameie, the
students might challenge or question or analyzg@theious comment or elaborate on it.

9. Give students the opportunity to lead a discussn.
Your role might be to summarize the discussion feefwesenting your own thoughts.

10. Build in reflection.

Occasionally, ask: “What did you learn from thisalission?”

Getting Students to Participate

Students are often hesitant to participate in disims. Sometimes they are unprepared or borectioit @aying
attention. At other times, they don’t understamel question or need time to formulate a resporiknc® is a form
of student feedback. How should you respond?

1. Wait
Give students time to digest the question and aopnity to respond.

2. Give a hint
Invite students to refer to the book, their notesa peer.

3. Vary the kinds of questions you ask and useitational, not inquisitorial, questions
There are a many kinds of questions that you clan as

= Information questions ask where, when, who, or what.
= Diagnostic questionsask what is going on behind the scenes.

= Challenge questionsask students why do you think that; how would gaplain that; what’s the evidence to
support that.

= Action questionsask students: What would you do in so-and-so’€sho
= Summary questionsask students to summarize the most critical istetshave been discussed.
= Generalizing questionsask students: What generalizations can we make?

Some questions require deduction. Others mighfaghkunches or imaginative leaps. Questions wigmynvalid
answers reduce anxiety over being wrong.

4. Encourage students to draw upon their feelinggrceptions, and life experiences.
Help students relate these to class topics (rdltiaer just share their own opinions).

5. Build a sense of classroom community
Have students introduce themselves and work wittnpes or small groups.

6. Reward student contributions and provide feedka
= Look attentive. Make eye contact and the stuslerames if possible.
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= Paraphrase what the student said and ask a fologuestion.
= Comment on the student’s thinking process andtpmit what was valuable in the student’s contrdyut
= Invite other students to add their reactionsedlections.

4 Delivering Unforgettable Lectures

Public speaking is at the top of almost every TOpist of American phobias. But effective lecturiisgnot genetically
determined like eye color or a receding hairlinke Thost common reason for bad lecturing isn’t péyolt’s that
professors don't value the craft enough to honi ghdls.

The face-to-face lecture is the basic mode of conication in the academy. At most universities, 2cpnt of intro
classes have more than 125 students. As long asraities use the assembly line model of instrydéaturing will be
central to the educational process. And lecturinglso the key to successful conference presengatio

Lecturing offers a highly efficient way to coverurse material. But successful lecturing is not éasjo. It
requires an instructor to be very clear, well orged, and engaging.

Here are some of the basic principles that higfflycéive lecturers follow. They:
1. Grab students’ attention and keep them engaged

2. Highlight key points and articulate them in merthan one way.

3. Write key terms on the board or in a PowerPogmesentation.

4. Give students breathing room by illustratingykpoints anecdotally rather than packing too mardeas and
factual support into their presentations.

5. Provide written handouts for key ideas and insttions.
6. Vary presentation methods and forms of studégdcher interaction.
7. Supplement oral presentations with visual maaér
8. Build various kinds of questions into lecture3.hese include:
Initiating questions: Questions designed to provoke students
Probing questions: Questions that encourage students to elaborate
Divergent questions:Questions that have many plausible answers; e.gt \fle the real-world
implications of this material?.

9. Periodically review and ask questions about mabints.

10. Monitor students understanding and don’t asserstudents “get it.”

How Can You Make Your Lectures Memorable?

In general, students capture only 20-40 perceatle€ture's main ideas in their notes. After thweeks, most students
remember less than 10 percent of what was salteitetture.
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So what can you do to guarantee that students seatmemember what we teach? How can you creatdelivetr
lectures that stay with students long past theféagtiminutes of class?

Step 1. You need to capture the listeners’ attentio

We orient our attention selectively. Other things aways competing for our attention. So how do go this? You can
use attention grabbing gimmicks. Open with a pratiwe question, startling statement, unusual aryalstgiking
example, personal anecdote, dramatic contrast, folegiote, short questionnaire, demonstratiormention of a recent
news event.

But you don’t need to be a performer or entertagrezomedian. You need to focus listeners’ attentio
You can do this by focusing on particular questionproblems.

Step 2. Listeners need to organize the materiabiatcoherent structure or framework.

Otherwise, your listeners will be overwhelmed. &g need to absorb, record, and understand thayste

flow of auditory and visual information. Because ttontent is new to students, it can be difficattthem to identify
which ideas are critical and which are peripheral.

How can you help students attend to the most irappihformation, so that they understand and reneemb
the key points of each lecture? The solution isiéde your lecture’s organization explicit and topde listeners with a
conceptual framework, so that they can direct taténtion to the most important information.

1. Provide a roadmap
Describes your lecture's objectives and the questou will consider

2. Provide a conceptual framework for understandithe material.

Step 3. Don't overload your listeners
Listeners are not sponges and cannot immediateloth" new information. Give your listeners shaddks throughout
lecture to review their notes and ask questionertSireaks will revitalize the audience's attention

Step 4. Give your listeners opportunities to reviemd apply what they are learning.

You can have students tackle the problem or isspairs at the end of the lecture, or work alone: taen vote on a
solution or position. You can also create a thinhktsituation by inviting volunteers to talk thrdutheir thought
processes as they try to solve the problem or respma question.

Ask students at the end of class to write dowrthihee most important things that they learned.

How to Prepare a Successful Lecture
Lecturing is so central to the academy that itferan of masochism and sadism not become good ldeie aresome
simple rules that will make sure your lecturessarecessful.

Rule 1: Lectures must begin with an attention gradrb
You might lead off with a news story; a paradoyravocative problem; an illustration; a cartoon

Rule 2: Lectures should have clear objectives.
Ask yourself: What precisely do you want your studdo come away with? What do you want them toAkh@Vhat
skills do you want them to acquire?

Rule 3: Don't be boring.
Talk to your audience, not to the screen or thektlaard. Give your audience "roadmap" (an overvewutline) of your
talk near the beginning. Make your talk interestivith good examples, relevant anecdotes, and gignif details.

Rule 4: Lectures must be interactive.

Since the attention span of almost all listenetseisveen 10 and 15 minutes, you can expect tonhost of
your audience if you lecture for 50 minutes straigh
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How can you make your lectures more interactivBy?aking activity breaks. These can be simple: ¥an ask a
question or pose a problem. Or you can ask youlesis to turn to a classmate to discuss a quesdiooonsider using a
visual aid: An illustration or a film clip A caséusly can really enhance a lecture.

Rule 5: Lectures must not repeat the textbook otside reading.

Rule 6: Effective lecturers present material in ntigle ways.
You might make a point abstractly, then provideaatete example, and then visualize the point.

Rule 7: Monitor student learning
It is really important to make sure that studemdasstand what you are teaching. Watch your audienc
body language. Learn to recognize the symptomgyés glazing over” when students are becoming yasstipients

rather than active participants. That may signaltiime for one of your prepared anecdotes, or hdtea task for
students to tackle.

Practical Tips

Not long ago, educated people studied rhetoricomatbry. No longer. And it shows. But by followiagew basic
principles, all of us can become more effectiveakpes.

1. Find your voice

There is no one correct way to teach. Don't feat ffou must emulate your own professors. Maybecgott tell jokes.
Or you don’t have a booming voice. Or you don't feemfortable speaking extemporaneously. Your tearhtyle needs
to reflect your personality.

2. Don't be boring

3. Identify questions that the lecture will address
Share these questions with your audience.

4. Give lectures that are easy to outline

Let your audience know what you are going to télag and why. This is your “battle plan.” By layingt exactly what
your are going to do, you eliminate a lot of liersonfusion. You don’t want your audience to spandiour wondering:
Why is the speaker talking about that?

5. Don't just use the transmit-receive model.
Variety is the spice of life in lectures

6. Minimizing mental lapses during lectures
Audiences frequently get lost during lectures. Theffer four kinds of listening lapses:

1. Short term memory overload: (Too much infatiorain too short a time to adequately process).
2. Momentary misunderstandings: (temporary csiofis).

3. Translation troubles: (The audience hasaosiate what you are saying into concepts and &geythat it
understands).

4. Sidetracks (The listeners become distracted).

How can you minimize mental lapses?
1. Pause periodically.

2. Use the blackboard

3. Use demonstrations and dramatic devices
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A fifty or eighty minute lecture needs to be intgrted every fifteen minutes or so with a "differerype of activity.
Incorporate changes of pace and shifts in focusawaken listeners’ interest Demonstrations anthdtia devices will
greatly increase student attention, interest, wsideding and learning.
7. Integrate active learning into lectures.

1. Ask your audience to select the best respmnaejuestion.

2. Ask the listeners to identify an error.

3. Ask them to complete a sentence.

4. Ask them to support a statement.

5. Ask them to reorder the steps in an argument

6. Ask them to rephrase an idea

Using Visuals Effectively

Visuals can reinforce essential points. But viseals also be deadly. This is especially true of &&wint. So beware
PowerPoint’s perils:

1. PowerPoint is inflexible.

2. PowerPaint is a crutch.

3. PowerPoint is boring.

4. PowerPoint distracts listeners. Why shob&y/tlisten to you when they can read your slides?

So follow the Zen of PowerPoint:
1. Less is more. Use PowerPoint slides onlynitecessary:

* Turn off the projector at appropriate times.
« Don't use too many slides.
* Avoid complete sentences
2. Use PowerPoint strategically
* To preview your main points
« To illustrate things too difficult to draw on theard

« To illustrate important concepts

Quick and Easy Ideas for Better Lectures

Bad lecturers violate nearly every rule of good oamication. They're disorganized. They never vasjrtpace or
pitch. They either stare at their notes or ignbent altogether and ramble onto whatever topic cdmesnd.

They never make eye contact with their audienceyTtever, ever show the slightest bit of life wiiéscussing the
very subject that supposedly excites them.

So follow good communication practices.

1. Don't be defensive.
Project confidence.
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2. Never, ever, ever interrupt your lecture to sélym going to skip some pages here in the interedttime,"
Write your lecture to fill the allotted time. A 2fiinute talk is ten pages long. It's never 35 pdges.

3. Convey your enthusiasm for the material.

4. Don't talk into your notes
Look at your audience frequently and remember tifesitf you read your lecture, your audience wikmder off.

5. Use concrete, simple language.
Avoid jargon and unnecessary qualifiers.

6. Keep your audience engaged.
Make your lecture as interactive as possible.

The Formula for Success
There is a simple formula for effective lectures:

1. Explicitly state you objectives

You explain why are you giving the lecture and tgor points that you want to get across. Youyelr audience where
you're headed. This need be no more complex thaddy | want us to consider...” or, “The major thesfisoday’s
lecture is....” Remember: People hear quite diffdyethian they read. Distill your intentions to ess&impoints.

2. Work from a written plan.

It can be as elaborate as a verbatim script —ragds you don't read it — or as spare as a butiettputline on a note
card, but map out where you want to go and theergotr’ll take to get there. The real skill in lethg is how well you
assemble and organize material, not how arcangres®r exhaustive it is.

3. Make your points in multiple ways.
Reinforcement is basic to learning. An effectivtitais to step back and ask: “Why am | telling ythis?”
“What's the point here?” Or, better yet, “How car use this?”

4. Conclude with a forceful summary
At the end of the lecture restate, in capsule fahm,major points you've covered.

The Secrets of Becoming an Effective Lecturer

If you asked students to re-design Dante’s infetin@ worst punishment in hell would be to listeretctures for all
eternity. The sad fact is that a sizable numbestudents lapse into instant narcosis the momeitghefessors take the
podium.

Why? Too often, lectures are boring. They seenteivemt. The objectives aren’t clear. Students wtagses to be
stimulating, substantive, entertaining, interactivet boring.

Yet lectures can be a highly efficient and effetivay to teach. Often, it is discussions, not lexguthat are the least
useful class sessions. An effective lecture isdilvith intellectual excitement.

1. Provide students with a framework for each legtu

= Aim for three to five main points in each lecture.

= Begin the lecture with a high-level question tte tipcoming information can answer.
= Prepare a handout of the lecture's main points.

= During lecture, be explicit about what studentsudtidocus on.

2. Don't overload students
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= Give students short breaks throughout lecturei@vetheir notes and ask questions.
= Include a formal activity or assignment after eveby20 minutes of presentation.
= Don't use too many different types of presentatiaerials at once.

= Don't give students two conflicting things to attén at the same time.

3. Students are also more likely to remember infation that relates to ideas or experiences they aleady
familiar with.

= Use examples from student life, current eventpopular culture.

= Ask students to generate their own examples froreqmel experience.

= Tell students how new information relates to presitectures in your course.
= Show students how specific skills can be appliec&d-world problems.

= Create activities and assignments that ask studefitsnew information into the overall themestbé course.

5 Integrating Active Learning into Your Teaching

Students learn best when learning is active: Whewp are mentally involved, when they engage in baord
activities, when they are involved in a procesmqtiiry, discovery, investigation, and interpretati Thus, learning
is enhanced when students repeat the informatitimein own words or when they give examples or madeof the
information.

When students are passive, their brain doesn'ndespecially effective job of processing or retagnihe
information. But real learning involves more thaamorization. Students need to reflect on theinmlieay. They
need to actually do biology or chemistry or litgrariticism or sociology.

Students need to undertake inquiries and solvelgmaband apply what they have learned. One straltegyou

might adopt is to present concepts and informat®puzzles. Here you will get some concrete aciiorit how to
integrate active learning into your classroom.

Questions about Active Learning

Q. Is active learning simply fun and games?
A. No. Active learning presents students with peoblsolving challenges that require hard work.

Q. Doesn't active learning require lots of time?
A. Yes—but its worth it. It gives students oppoities to apply and reflect on what is being learned

Q. Won't students regard active learning as a wastd¢ime?
A. Some will. Some prefer that you simply delivelewvant information to them. A challenge is to doce them
that they will benefit from active learning in thang run.

Injecting Active Learning into Lectures

According to some recent studies, an instructoegaly says 100- 200 words a minute and a studagthears 50-
100—half. Worse yet, in a typical lecture clasadsnts are attentive just 40 percent of the time.
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1. Ask pre-planned questions and have studentsewvdiown their answers.

2. Survey your students: E.g. Raise your hand ifiyagree....

3. Have your students turn to a partner to discuspoint you just made.

4. Explicate a brief text.

5. Ask your students ast the end of the class tmsarize the lecture’s most important points.

6. Give a brief quiz at the end of class over thetfial and conceptual issues you raised.

Inserting Active Learning into Discussions

1. Use discussion triggers
These might be a film clip, a visual image, or arsheading.

2. Use a questionnaire to survey student attitudesl assumptions.
3. Introduce a case study.
4. Have students role play.

5. Formulate questions that encourage student engagnt:
= Descriptive questionsiVhat did you see? What happened?
= Definition questions:What does...mean?
= Procedure questionsVhat will we have to do to find out...?
= Prediction questionsWhat will happen next?
= Rationale questionswWhy?
= Possibilities:What is another possible explanation?
= Justification: What evidence led you to conclude?
= Generalization:What can we generalize from these findings?

6. Foster active participation through:
= Learning spirals: Have individuals write down their solution, theswvie them discuss their answers in
pairs or trios, and then have them share theiirfgglwith the class.

= Learning circles:Have a series of students who sit next to oneh@n@xpress their point of view on a
given topic.

= Peer teachingHave students present material to a small group tire class.

Examples of Active Learning

Statistics:
Statistics involves drawing inferences from dataofg a statistics instructor’s goals is to teaaldsints
statistical
concepts and how to tease information from data. &m make statistics relevant to students by
incorporating
real-life examples and problems into your classroom
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Statistical Literacy:Are one in 4 young people abused?
Do half of marriages end in divorce?

Correlation: Was there a correlation between level of educatimhsupport for withdrawal from
Vietham?
--Did opposition to the war spread from the ingahtsia to the rest of the population?

Linear RegressionDo tall people have higher incomes?
Were Vietnam era draftees taller or shorter thandaftees?

Probability: How likely is a space shuttle disaster?

Logarthms:How can we best illustrate global population grovth

History:
History involves the interpretation of various kinof primary source evidence. Bring one or sevpiates of
evidence into the classroom--an advertisementiradiip, a map, a painting, a photography, or aipoal
cartoon—and ask students to interpret the evidence.

Adscan illustrate the strategies that marketers useltgroducts. They can also illustrate shifting
conceptions of
masculinity, femininity, beauty, ethnicity, and eac

Films not only contain messages about class, ethnictyder, they can record the look and atmosphere of a
period,
construct historical myths, and shape our viewistony.

Mapscan illustrate the growth of geographical knowledngé they can also serve as political or ideolalgic
documents.

Photographscan document historical. But photographs are mophi objective reproductions of the external
world. It is important to ask why and for whom atpre was taken?

Political cartoonsuse caricature, symbols, humor, ridicule, and egegigpn to make arguments and
comment on
political events.

Songshelped laborers to cope with the hardship of ttasiks and synchronize their movements. Many social
movements, including the labor movement, the wosnguffrage movement, and the Civil Rights movement,
created a repertoire of protest songs.

Literature:
Almost no student enters college having receiveligixinstruction in hermaneutics, the principletliterary
interpretation. Only vaguely do they know about Kan, Feminist, or Freudian interpretation, let a®
Queer Theory, Postcolonial Theory, or the New Hlistem. Nor do students arrive at college knowingcim
about the conventions of literary genres or thegizege of interpretation. Have students read a pgs$eom
a text, then ask them to:

Describethe political or ideological system of beliefs vieduand ideas that underlie the text.

Explain why the text tells us about the human conditiomuallhuman nature or love or families or growing
up.
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Analyzehow the author uses language, style, tone, anéctaaization to engage and manipulate the reader.
Explore what a text says about certain cultural assumptiansut femininity or masculinity, whiteness or
blackness, civilization or nature, race or class, @hether the texts supports the dominant vievits dime or
subverts them.

Relatehow different readers—male, female, African Amenickatino, working-class, gay or lesbian—might

read
and experience the text.

Sociology
Consider using real life examples to illustrate heweiologists understand social stratification, isbc
interaction,
culture and deviance.
Dramaturgy: Have two students stage an interaction and havethe students interpret the performance.
Gender:Examine a couple’s household division of labor
Gender SocializationExamine the toys for sale in an online catalog.
Group Decision Making:Have a group of students make a decision and thalyze the dynamics and the
factors
that influenced decision-making.
Social Institutions: Compare family budgets at various income levels
Spatial Analysis:Map census data

StereotypesAnalyze stereotypes about race, ethnicity, or gendentation a particular visual image

Stratification: Explain why incomes vary among a list of occupation
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4 Effective Classroom Management

Creating a classroom environment where learningloamish isn’'t easy. You must establish your awity and
credibility, develop a rapport with your studergstablish clear ground rules, and create a classoodture that
encourages learning. Here you will learn classroested strategies designed to minimize classtmamagement
problems and build positive instructor-studenttrefeships.

Topics:
1. Handling Common Classroom Challenges

2. Inclusive Teaching
3. Dealing with Challenging, Troubling, and Distivp Student Behavior

1 Handling Common Classroom Challenges

Teaching can be the most fulfilling part of beingrafessor or a graduate student. It is extraordynsatisfying to
share your knowledge and insights and watch yautestts grow intellectually. But teaching can alsceltremely
stressful and dealing with students can be exaspgra

As an instructor, you will encounter a wide ran§i@appropriate behaviors in the classroom, asl ybur
responsibility to deal with this behavior so thaddesn’t become a distraction.

Some behavior is simply rude; for example, studamgght text or check their email or engage in sideversations.

Other behavior—such as grandstanding or hecklintge®use of profanity—can be disruptive. Stillathehavior
might be a sign that a student is suffering fronogomal distress.

Common Challenges

1. How can | handle my nervousness?

Don’t be surprised if you experience stage frigifiolbe your first class. Even the most experienasttuctors feel
gueasy at the start of a new semester. Symptostagé fright include nausea, trembling, a lossoafV control, an
inaccurate sense of time, exhaustion, difficultescentrating, and babbling.

What should you do?

1. Before class, undertake some relaxation exersise
Stretch your arms. Recite nonsense.

2. Start your class with something entertaining
3. Remember: Teaching is performance.
Rehearse. Look confident. Smile and make eye cbntacy the tempo of your speech. Display

enthusiasm.

4. Decenter your class
You do not need to make yourself the center ohéitia.
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2. How can | establish my authority and credibiliy with my students?

You need to establish your credibility and contreér the classroom. The most effective way to doithto
maintain professional distance from your studefitss doesn’t mean that you can't be enthusiasticessible,
supportive, and friendly. But it does mean that goen’t your students’ friend, mother, or therapist

How can you do this?

a.

b.

Tell students about yourself, sharing acaderaind professional interests.

Make your expectations of their performance ate

. Convey seriousness.
.. Dress professionally.

. Get into the essential substance of the claatye

Have a clear agenda or roadmap for each classson.

3. How can | build rapport with my students
One of the traits of outstanding teachers is thiility to nurture rapport with their students. Tteem refers to an
emotional connection between student and teachdraaense of participating in a community of leggn

a.

Find out who your students are.
Consider using index cards to collect informatiortloeir background, goals, and interests, or censid
having a class survey.

b. Spend some time before and after class interagtivith your students.

c. Learn your students’ names as quickly as possibland address them by name.

d. Smile, be humble, be respectful, offer verbahise, express enthusiasm, and make eye contact—
without staring or glaring.

e.

Use Icebreakers
* Icebreakers are activities designed to encousagient participation.
» Ask students to anticipate what the class véllike
» Have students fill out a background questioreair
e Conduct a class survey
« Pair students up to interview and introduce anether

» Make a game of learning students names

4. How do | handle disruptive or disrespectful stdents who chat or pass notes or sleep in class,antupt,
heckle, challenge your authority, arrive late to chss or leave early?

1.

Define your expectations and policies clearlythre very first class.
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2. Get to know something about your students and tigeir names so that they don't feel anonymous.

3. Make direct eye contact with students and phgllicmove to the area where the disruptive students
are.

4. Vary your teaching style. Move into group woffey example.

5. Be positive rather than negative

5. How can | maintain order in my classroom?

1. When students get off-topic, re-focus their attion back to the subject.
Consider using visual aids, such as writing ontlagkboard.

2. When a student rambles, say: "Would you summariour main point please?" or "Are you
asking...?"

3. If a student heckles you or becomes argumengtiv grandstands, acknowledge the student’s positiv
points and redirect the topic back to the grouptorsupportive students.
Say: "l appreciate your comments, but I'd like éahfrom others," or "It looks like we disagree."
6. How do | motivate apathetic students?

1. Give students some kind of assignment beforehesession.

2. Pose questions that make students think abowt slubject matter, even if they have not read the
material.

3. Use real world examples to illustrate your paint

4. Present material as problems to be solved.

5. Share your enthusiasm and incorporate interegtianecdotes or demonstrations.
Make your class interesting.

7. How can | best deal with late papers or misseglizzes or tests?

1. Have a clear policy for missed, failed or latessgnments and tests—and stick with it.
Deduct points based on how late a paper is hamdexhiinstructor might subtract five points for
every day an assignment is late.

2. Recognize that some excuses are acceptable.

3. Encourage students to stay on track.
For the most part, students miss deadlines be¢hagevaited until the last moment to complete
an assignment and discovered that it was morediffand time-consuming than they had
assumed. One way to deal with this is to requirdestts to submit portions of a larger assignment

in stages.

4. Be flexible-but don't be a push-over.
Don't hesitate to require evidence.

5. Require students who must miss a test to notdy beforehand.
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6. Create alternates.
Allow students to drop one quiz or test. Or createptional test or final exam, or require
students with less than a B average to take tla, fivhile excusing those with a higher average.
8. How can | best handle grade disputes?
1. Establish and explain your grading criteria
2. Provide students with written comments on theiork.
3. Show a student your grading criteria.

4. Don't feel pressured to make a decision on tipets

5. Don't change a grade out of sympathy or compassfor to end the dispute) or because of a student'
personal needs.

6. Have the student explain why your original gragde&s wrong.

7. Tell the student that you will re-grade the emtiassignment, not just one portion, and that thedl
grade could be lower rather than higher.

8. Tell the student how to raise the grade in thaure.

9. How can | create a more inclusive classroom ein@nment?
1. At the beginning of your class, establish a “pEct your classmates” rule.
2. Get to know your students.
3. Be sensitive—to language, terminology, and dsigyr issues.
Be wary of assuming that all students share cecdtaral reference points (e.g. that everyone

knows about the TV show Friends) or a common sgtiafes and orientations.

4. Never ask a student to speak for an entire group
Treat students as individuals, not as represeetativ a gender, race, or ethnic group.

5. Don't let a comment that maligns a particular gup pass without notice.
6. Give all students equal attention.

7. Increase the amount of time that you wait befaraling on students.
This allows more students to formulate an answerdaestion in class.

oo

. Solicit student opinions. Encourage questionsdaencourage critiques of the course itself.

10. How do | deal with controversial topics or wih “hot moments” in the classroom?

1. Introduce controversial topics in impersonal tes.
Rather than asking a student, for example, "Dothmk high schools should make contraception
available to students?" present the argumentslysualde for and against contraception in high
schools and ask students to critique or supporatbements.
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2. When “hot moments” arise, turn them into a leaimg opportunity.
Explore different views about the topic that proedikhe hot moment. Listen for the sub-text. Get
students to view the hot issue from multiple pectipes.

2 Inclusive Teaching

College classrooms have never been more divergdo¥enany students feel isolated and express corbat their
experience is marginalized or their viewpointstarealized.

Here you can find out how to make your classroamoée inclusive learning environment, so that nohgoar students
feel excluded. A good way to begin is by learrtimg diversity do’s and don't’s.

Don't...

1. Assume that:
a. Students who are members of a particular group
= are experts on issues related to that group
= are comfortable serving as representatives angteswf information about that group
= share a common outlook.

b. All forms of diversity are visible.
Many forms of diversity, such as sexual orientatomeligious affiliation, are not.

2. Single out students as spokespersons for a paldr group or viewpoint.

3. Assume that all students share common culturahistorical reference points.
4. Makes sweeping generalizations about any culiigeoup.

5. Equate student silence with satisfaction withwalass.

A student might be unhappy with the absence ofrate perspectives or inaccurate or incompletamétion and not say
anything. It's important to monitor or probe thattitudes.

Do...

1. Be acutely sensitive to terminology and to megtef importance to your students.
There is no reason to offend students or to bansitee to their deeply held beliefs.

2. Be aware of potentially problematic assumptions.
We are all susceptible to bias. And if we are mifftsonscious, we can assume that all memberseofltiss share certain
common assumptions about what is normal or whgddsgl or bad.

3. Anticipate potentially “hot” topics.

4. Avoid crude binaries.
Binaries discourage students from recognizing cemipl and nuance.

5. Recognize your own biases and preconceptions.

Do you assume that athletes are satisfied with i@nredes? That poor writers are unintelligent? Bhadents from
historically under-represented groups need to beepted? That students from particular groups céyrelate to
examples drawn from their own racial, ethnic, dreotgroup? Assumptions like these discourage icistrsi from giving
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all students an equal opportunity to learn.

6. Recognize that students have very differentestydf self-presentation and argumentation.

Some students are aggressively argumentative. $ken® bring their own personal experience intsadissions. Others
are more reticent or more indirect in their modesxpression. Make it clear that you want all studeo participate in
discussion and that civility requires everyone écsbnsitive to multiple modes of self-presentation.

7. Be aware of your classroom’s dynamics.

Do certain students, perhaps unconsciously, domitigstussion or badger or interrupt others? Dorgspond differently
to students depending on some facet of their itlgrir example, their gender, ethnicity, or sexoigéntation? It is
essential that you treat students even-handedlgandey the same level of confidence in the abgitbf everyone in your
class.

Respecting Individual Difference

Diversity in the classroom takes multiple forms. @feen think of diversity in demographic or grogprhs, such as age,
class, culture, disabilities, ethnicity, gendersexual orientation. But the most common involvethiidual difference: in
background, levels of preparation, learning styile®rests, and abilities.

You aren'’t simply teaching one students with twetifferent faces; you are teaching twenty differstoidents, each with
distinctive needs and talents, and different leeéisiotivation, attention, knowledge, time to deyvt your class, and
maturity.

Many instructors fear that the very diversity of alasses means that talented students aren’tiguifiy challenged and
that the weakest students determine the class. pace

How can you provide an optimal learning environnfentevery student? Instead of asking whether ymukl teach to
the top or to the middle, consider ways to meenteds and build on the strengths of all your sitslédere are some
practical suggestions.

1. Get to know your students

Nothing undermines stereotypes or misconceptioickguthan simple knowing your students. Learn gbimg about
their strengths, talents, and interests and drawa tipose in your interactions with them. And rememistudents who feel
connected to you work harder.

2. Make sure your students know why the material isvorth learning.
Students who are engaged and motivated will pueraffort into your course.

3. Create a classroom where student input about ctent and pedagogy is welcome.

No doubt you will feel uncomfortable when studetriticize an aspect of your class or your teaclsityte. But if

you are to reach them effectively, you need to araxge them to reflect critically on their own |eizugn

4. Vary your presentation style.

Because students have diverse learning stylesidanssing a variety of instructional approachestures, discussion,
PowerPoint presentations, audio (including musicleo, charts and graphs, simulations, and images.

5. Highlight critical concepts and skills.
Make sure that all students master key conceptslatisl

6. Approach the material interactively.
Inquiry-based instruction, hands-on experimentsjgat and problem-based learning.

7. Integrate small group learning into your teachirm.
Collaborative and team-based learning, includinigsgnd small group activities, allow studentsearh from their peers.

8. Don't get locked into “lock-step” teaching.
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All students don't need to be doing exactly the sahing at the same time. You might adopt “difféi@ed instruction,”
where one group pursues one activity while you wadolsely with another group on particular skillsconcepts.

9. Create a support system.

Some students need additional help if they areitceed. You can refer them to student supportcesybut also
consider holding special sessions or creating ertlitorials to address struggling students’ spectalls.

3 Dealing with Challenging, Troubling, and Disruptive Student Behavior

As an instructor you will encounter students wheehproblems or behaviors that might cause you conoe
discomfort. Sometimes, these behaviors are simghdlyar eccentric. At times, however, these behavidlis
provoke a more intense concern. A student mighhagrusually sad or anxious or irritable or lackingnotivation
and concentration. A student might regularly faibttend class or arrive late or depart early.udlsht might make
angry outbursts or be verbally antagonistic towand or the other students. You might detect slusmekech or a
confused sense of reality or extreme suspiciortloérs. Especially disturbing are veiled referertoesuicide or
homicide.

You are in a unique position to observe changesstudents’ mood and behavior. You might notichas decline
in a student’s achievement or sudden, frequentnaleseor changes in interaction patterns with pé&rs.may fear
that a student is suicidal, clinically depressedapoid, or potentially violent. Or you may thirtiat a student is
under the influence of psychoactive drugs or altdBoyou may learn that a student is sufferingrfran eating
disorder or abuse or assault.

If the problem seems to be mild, you might speak Wie student in private and discuss your obsiemsiand

express your concerns directly and listen caretallywhat the student tells you. If the problem sesevere, you
should definitely consult with appropriate indivals, such as a dean, an adviser, or the counssingr.

The Extent of Mental Health Problems Among Colleg&tudents

Distressingly high numbers of college studentsesufiom sleep deprivation, substance abuse, raktiip and
family problems, depression, and anxiety, mood, lztthvior disorders. According to recent survéys.

= 28 percent of freshman polled in a national sureported feeling frequently overwhelmed.

= nearly 16 percent of female college studentsreatly 9 percent of males had been diagnosed wjthedsion
at some point in their lives.

= 15 percent acknowledged falling asleep in class.
= 44 percent engaged in heavy drinking in the piiegetwo week.
= 11 percent had considered suicide in the previ@usionths

= 30 percent had used marijuana and 15 percerti@nitiicit drug in the previous year.

2HERI, UCLA, 2000; National College Health Assessm&pring 2003 survey,
http://www.acha.org/projects_programs/ncha_sampdegablic.cfm; Wechsler, H.; Lee, J.; Kuo, M.; drek, H.
“College Binge Drinking in the 1990s: A Continuiffgoblem. Results of the Harvard School of Publialte1999
College Alcohol Study.” Journal of American Collegealth 48 (2000): 199-210; Mohler-Kuo, M.; LeekEJ and
Wechsler, H. “Trends in Marijuana and Other lllibitug Use among College Students: Results from&atd
School of Public Health College Alcohol Study Swyse1993-2001.” Journal of American College He&léh
(July/August 2003): 17-24)
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Dealing with Students Suffering from Emotional Distess

In your interactions with students, you will obseiehavior that suggests that a student is exppénigisevere
emotional distressSigns of distressnclude:

= Deterioration in classroom performance

= Excessive absences

= Frequently falling asleep in class

= Repeatedly requesting special accommodationh (@s extensions or make-ups)
= Written work or comments that indicate extreropdiessness, isolation, rage, or despair
= Dramatic mood swings

= Unprovoked and excessive expressions angerstitityo

= Tearfulness

= Garbled, slurred, or rambling speech

= Loss of contact with reality

= Inappropriate, threatening, or harassing comopatiuns

Instructors are often the first to detect signembtional distress and are in a position to inteevieefore problems
deteriorate. Here are some ideas that might groderesponse.

1. Recognize signs of troubled behavior and trdese signs of distress seriously
2. Reach out to the student and meet with the sttdndividually.

3. Express concern for the student’s well-beingdatell the student you are concerned.
= Focus on specific behavior.
= You might say: “I've noticed... I'm concerned abgoiu” or “You seem upset” or “tuned out”

4. Listen attentively and empathetically to thedent’s response and acknowledge the student’sifesl

5. Encourage the student to seek help from studestvices.
= Inform the student about appropriate supportisesv In urgent cases, you can say: “We can watk o
to the counseling center right now.” Teater will see the student immediately.
= Avoid becoming the student’s sole source of supp

6. Don't:
* Promise confidentiality.
Instead assure the student that you will keeprtfegrmation as private as possible.

= Minimize the student’s concerns.
Don’t say: “Don’t worry,” “Crying wont help”, “It @n’t be that bad,” or “Everything will be
better tomorrow.”

= Give advice outside of your expertise.
= Chastise or lecture or criticize.
7. Know your limitations and maintain clear boundas.
You are not a therapist. You will know that yoe &ecoming overwhelmed if you feel:
= stressed or overwhelmed by the student’s problems

= afraid or angry
= you can “rescue” the student
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If you feel overwhelmed, you might say to the snidéExcuse me, | need to attend to other thinghtri
now”.

8. Convey your concerns to the student’s dean.

9. Follow up.
Ask the student if she or he has utilized the appate student services.

Dealing with Verbal Abuse

Don't be surprised if you encounter students whallehge your authority or who try to trip you uphe
“sniper” or “sharpshooter,” who disagrees with mu¢hvhat you say and who sometimes attacks you
personally, is, unfortunately, a not uncommon cla@s type.

1. If you don’t know the answer to a question, dorespond defensively.
= You might say that you will research the questad provide an answer at the next class session.

= Or you might ask the person who posed the queétioothers in the class) to come up with an ansawe
the question.

2. Acknowledge the student’s positive points, thy@u might say:
“l appreciate your comments, but I'eelio hear from others,” or “It looks like we disaegr’

3. If the student is very abusive, avoid escalgtthe situation.
= Don’t embarrass a student in front of other siisle
= Don’t threaten or humiliate the student.

4. Keep the class focused on the topic at hand.

Dealing with Belligerent, Threatening or Potentialy Violent Behavior *

1. Avoid:
= Becoming defensive
= Touching the student or infringing on the studepersonal space

2. Do:
= Remain calm
Speak in a calm tone of voice.
= Acknowledge their anger.
» Rephrase what the student is saying and idethitéfystudent’s emotions.
= Be firm about what behavior you'll accept.
You might say: “I can't listen to you when youyelling” or “You can be angry but breaking things't
okay”

3. Help defuse the situation by offering an actiqtan.
= Brain storm with the student about possible ay#tio
= But don’t make promises, for example, about gsatteat you can't keep.

4. Consult, refer, follow-up
= Get advice from appropriate student services.
= Refer the student to the appropriate studenicerv
= Ask whether the student has followed through azekssed the service.

® Adapted from Mary Morris Billings, “Helping Studss in Distress: What You Should Know,”
http://www?2.aamu.edu/public_relations/docs/Disteespdf
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5 Integrating Writing into Your Teaching

Writing is integral to student success. Throughbatr academic career, students will be askeddduare term
papers and write answers to essay exam questi@hsuyprisingly little attention is paid to the itraf writing
outside of required rhetoric and composition arhture classes. As a result, few students learntbovrite within
the conventions of a particular discipline.

Writing is not merely a mode of communication slialso a method of reflection, thinking, and arialyl is a way
for students to learn a discipline’s habits of mamdi to reflect on their own reasoning process.gda of writing
assignments is not only to transform your studerttsbetter writers, but into better biologistslipoal scientists, or
sociologists.

There is no greater gift you can give to your stisi¢han to strengthen their writing skills andhedp them become
self-critical writers. Writing is not simply a metti of imparting information or demonstrating undansling, but
the most nuanced and sophisticated way to ordatyza apply, and synthesize information. Througtrywriting
assignments, you can enhance your students’ atunliégyaluate data and methods, to formulate hysetheo
predict, to generalize.

Topics:

Myths about Writing

How to Strengthen Student Writing
Creating Effective Writing Assignments
Responding to Student Writing

Sample Grading Rubrics

Common Writing Problems

ok wNE

1 Myths about Writing

Certain myths and misconceptions make writing potd worse and discourage you from incorporatingjnvgrinto
your teaching.

Myth 1: Skilled writers write effortlessly.
Every writer procrastinates, gets anxious, andsldseus. The Pulitzer Prize winning historian RithRhodes
offers a simple, if crude, piece of advance: Keepryass to the chair.

Don’t wait until the last minute to complete assiggnts. Model writing on weight loss: Strive for dindaily
advances rather than attempting to do everythinat ance. The way to learn to write is, simplywte a lot.

Myth 2: Skilled writers write from carefully plotte outlines.

There is nothing wrong with brainstorming and caltgforganizing your ideas. But in fact writingnsessy. It is not
a linear process. Writing is thinking. It is duritige writing process itself that you will come ufilwyour best
ideas.

Myth 3: There are two stages to the writing processiting a draft and then editing it to correct ggmmar and
delete typos and extraneous words.
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There is no writing, only re-writing. And re-writjngenerally requires significant re-organizatiod agthinking.
Myth 4. Writing instruction requires you to sacrifie time better devoted to other things.

Writing does not have to take up too much clasg tiNor must it require extensive time for grading a
commenting.

= Much of the writing that | suggest is impromptuboief or takes place outside of class.

Myth 5. Instructors must have extensive training @mexpertise in writing instruction.
You don’t need to be an expert in grammar. You atbe department of corrections.

= Make it clear that the burden of proofreading hgkon the student.
= The main goal of the assignments is to enhanckests’ analytical skills and promote student lezgni
= Consider peer editing

= Use short hand for various kinds of comments.

2 How to Strengthen Student Writing

Given that you have no formal training in compasitihow can you strengthen student writing? Giveur yweed to
communicate content, how can you devote additiatiehtion to writing instruction without sacrifigrcourse
material? And given other demands on your time, hawyou possibly grade students’ writing efficlgnd
effectively? Here’s how.

1. Have students write regularly and frequently.
Frequent writing helps to break down students’ingitinhibitions and make them more comfortable in
expressing their ideas in written words. Don’t woi¥ou don’t have to grade every writing assignment
You might simply scan some of these assignments.

2. Focus less on mechanics than on the thinking awdting skills central to your discipline.
Your job is not to teach the basic mechanics ofimgi By the time your students reach you, they wil
already have had a great deal of instruction imgnar, syntax, word choice, organization, and other
aspects of writing. If they continue to have prolewith mechanics, let specialists, in the Writignter,
help them.

3. Stress the “pre-writing” process.
“Pre-writing” is the process through which a writesks questions of the material and devises (or
brainstorms) strategies for analyzing the mateviali might ask the students to summarize a pasticul
reader’s argument or describe a debate within¢helarship or formulate a thesis or draft a conipegll
introduction to a topic. Pre-writing is a great wtayovercome writer's anxiety and get ideas flowing

4. Vary the assignment’s purpose and audience.
Students write best when they have a clear sertse gfurpose of the writing and of their audientau
might ask your students to write for an audiendeiothan you. For example, in a Political Sciermarse,
you might ask them to write a memorandum to aigalicampaign or a brief to the Supreme Court.

5. Tailor your assignments to the skills and convi@ms of your discipline.

In the social sciences, for example, students enmtate quantitative data and critically evaluate
methodologies and distinguish between correlatmahaausation. Therefore, you might give your stislen
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an assignment in which they must analyze a daf@gafuate a methodological approach, or assess
whether a correlation is spurious or causal.

6. Build assignments around focused “prompts.”
A common mistake in disciplinary-based writingasgtive assignments that are too vague and unfocused
Instead, consider build your assignment arounceaiip disciplinary skill. For instance, in a Hisyo
course this might involve weighing evidence or ea#ihg conflicting interpretations of a particular
historical event.

7. Integrate peer review into your class.
That doesn’t necessarily mean asking studentsaegother students’ written work. It might involve
having the entire class discuss anonymous excigptsstudents’ writing or having a small group of
students review the literature on a topic and dxdfypothesis.

8. Create sequential assignments that build on @mether.
Each assignment should add a layer of complexityroaden the range of students’ writing experiences
For instance, you might ask students to begin bingra literature review. Then you might ask them
critique the literature, and then craft a thesithefr own.

9. Focus your criticism.

Instead of asking a student to correct all thersrima paper, focus on the most glaring. Ideraify
particular problem before moving on to other diifies.

3 Creating Effective Writing Assignments

There are many reasons to include writing in ydasses. Writing not only communicates informatioalso
clarifies thinking and helps students learn theigaf abstracting, synthesizing, formulating hyests, and
evaluating conflicting interpretations.
But if you are to avoid receiving lousy papers, y@ed to be proactive. Provide your students ax#mples of
strong and weak papers. Spell out your gradirtgréai (or rubric).
What, then, makes a good writing assignment?
1. The task has a specific purpose
* To help students learn foundational concepts
= To check students’ understanding of material
= To develop their critical thinking and readindgllsk
= To practice the conventions of writing within ttliscipline
2. The elements of the task are clear, includirgrhat and documentation.
3. The grading criteria are spelled out in advance
4. You provide samples of strong and weak papers.
Kinds of Assignments

Here is a list of brief assignments that will stréren your students’ writing skills.

1. A reading journal:
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Makes students more conscious about what theyeartrg
Summarize arguments; identify main ideas; not letgits

2. Reading abstracts:
An article summary

3. Annotation:
A brief evaluation of an article’s strengths ancakieesses

4. Response paper:
A reaction to specific elements of a reading: thelity of the data, the validity of the researcbigde, the
effectiveness of the argument

5. A position paper:
A student must express a point of view on an issue

6. A literature review:
A students is asked to write about several readangsidentify the issues and ideas that these iprese

7. A discussion starter:
Students identify key issues or questions raised teading.

8. A learning log or a laboratory notebook:
Students spend five minutes summarizing lecturesrizght noting key points in a discussion, restate
concepts in their own words, and respond to questiaised in class.

9. A process analysis:
In writing, students trace the steps required teesa problem.

10. A problem statement:
After introducing a concept in class, ask studémidentify a theoretical or practical problem thize
concept might help solve.

11. A Solution to a Real Problem
Students write about a problem—derived, for exarfpben a newspaper article, and propose a solution.

12. Pre-test warm-ups:
Student might generate problems for an upcomirgtedraft answers to sample essay questions.

13. Write a sample proposal or recommendation:
In a letter of application or a policy brief, stude learn how to explain concepts, positions, jEdicand
recommendations.

14. An evaluation a newspaper or journal article
Select on or two articles on an issue, problemesearch question and have th stuents evaluatetible’s
accuracy, use of evidence, and conclusions.

15. Evaluate a thesis, concept, or methodology:
Have students summarize the arguments in suppolt kidpposition to the thesis, concept or
methodology.

16. An analysis of events:
Post-hoc analysis: Ask students to reflect on wlagipened, why it happened, and the event's
implications.
What if: Ask students to speculate about how acamt might have differed if one or more conditions
had changed.
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17. A project notebook:
» Research Questior Have students draft a research question.
* Process Analysis- Have students describe the process that thédyrgogh as they work on a project—
research design, data collection, model buildimg, laypothesis testing.
= Problem-solving— Have students describe the problems they enemdhin the course of the project and
their solutions, successful and unsuccessful.
= Literature review— Have students succinctly summarize the mattrélthey consulted.

18. An interview transcript or oral history:
= Have students list questions that they proposesko
= Have students complete an interview transcript.

19. Formats that mimic professional writing:
A lab report, a position paper, an interpretiveagsa literature review, a grant or project proposdormal
lecture.

4 Responding to Student Writing

Nothing is more disconcerting than spending timigimg comments on a student’s paper or exam, aaad Watch
the student glance at the grade without even lgpatrthe comments. Written comments are time coimyrbut
often have limited impact.

So how, then, can you break through studentstcggiti barrier? How can you provide constructivedfesek that
won't exasperate your students?

Effective responses require much more than identiferrors in mechanics. Comment on the centsaies: Focus,
development and arrangement of ideas, the qudliygument and evidence, and whether the studkes @ccount
of counter-arguments.

And focus your comments. Don’t comment exhaustiv€lgmment on the most important points raised by th
paper.

Remember, the primary purpose of your comments tsjustify grades or to identify errors. It ishelp the
student improve.

So what works?

1. Share your criteria for success
Provide examples of good work and give your stuslartopy of your grading criteria.

You might ask your students to read the first paaply of an essay, then stop and respond to treenfiolty
guestions:

= “Are you interested in continuing to read? Whyndry not?”

= “What do you think the essay will discuss?”

= Does the opening paragraph clearly identify thegr's theme and focus?

Then you might have them read the rest of the emsdyespond to these questions:
= What unanswered questions remain in your mindwjoei've finished the essay?
= How would you strengthen the essay’s argument?

= What objections might be raised against the asgufh

= What suggestions might you give the writer of plaper?
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2. Teach your students to be their own best reader
Encourage students to ask the questions that yowlsn you grade an assignment.
= |s the opening lively and interesting?
= |s the argument clear?
= |s the argument situated in a larger scholarhyweosation?
= Is the argument compelling? Is it supported withcrete and convincing examples?
= |s the essay’s organization logical?
= Does the essay take adequate account of cowgiemants and alternate interpretations?

3. Set a positive tone
Include positive feedback as well as correctivelfeek. Start and end with a compliment. You might
begin by noting something that you learned fromebsay.

Remember the hamburger rule: When offering a critigyou begin by complimenting something the
student does well (This is the fluffy bun part).uviien get to the meat of the matter: the constreict
criticism part. Finally, you end with another canstive compliment (i.e. the other half of the flubun).

4. Use affirming language
“It might make sense to...."

o

Prioritize
Avoid critical overload. Focus feedback on the tiggortant issues. Concentrate on argument, cgnten
and organization, not on syntax, grammar, and typos

o

Be specific.
Don't talk in generalities.

Feedback should be an ongoing process, not amee hit-and-run event. Develop an action plan.

~

. Create a dialogue with the student
= Ask for clarification: “What do you mean when yauite...”

= Tell the student what you understood: “First yaidsX, so | thought you were arguing Y....”
= Pose possibilities: “How would this apply to....?"
= Ask questions: “How do you think this theory wowlider your interpretation?”
8. Provide advice to guide the student in improviting work rather than simply implementing your suggtions.
= How might you frame this topic as a problem? (Bigs widely believed that X is the case. Intfahbis
belief is wrong or incomplete. This mistaken behef had the following implications....).
= Give the student options. Suggest alternative whagtsthe argument or organization can be improved.

9. Give students opportunities for practice and ison.

10. Offer continuing support

5 Sample Grading Rubrics

A rubric clearly identifies the criteria that yosauin grading an assignment. Here are some sargidéng rubrics.
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Grading a Laboratory Report
= Purpose: The hypothesis or goal of the experiment is clitli an emphasis on the scientific principle invexv

= Introduction: The introduction includes sufficient backgroundlod experimental rationale and explains the
appropriateness of techniques.

= Methods: The description of the procedure is clear anduishes appropriate references so that others can
reproduce the work.

= Data: The format of the experimental data is easy-t@¥oland appropriate, e.g., tables and graphs, edgthect
units and explanatory headings and legends.

= Results and ConclusionsThe results and conclusions drawn follow logicéitym the data collected with an
appropriate and supported discussion of alterngiaeations and error analysis.

= Mechanics: The report is generally free of spelling, typodniagl, syntactical and grammatical errors, ancbfef
conventional usage styles.

Grading an Essay
Questions to ask as you read an essay:
= Does the paper have a point or problem or guidungstion to explore?

= Does the paper have a thesis which is clearlyesged near the beginning? Or is it only partiedgressed? Or
did you have to ferret it out?

= Does the thesis have a basic flaw? Is it insigffity specific? Are key terms poorly defined?
= Does the paper go in the direction the introdurcteaders you to believe it will go?

= |Is there an unstated idea in the paper, perhapssumption, that if stated explicitly would make paper
clearer?

= Does the paper simplify issues too much? Doegaiper deal with the full complexity of a subject?
= |Is there enough evidence to make the paper rhared series of assertions?

= Does the paper make effective use of evidence?

= Are there gaps in the argument?

= Are conflicting evidence or opposing argumentstted?

= Would a re-ordering of the paragraphs make tipepanore compelling?

= Are there enough signposts and transition seatetackeep you on track as a reader?

= Can you hear the author’s voice and opinions?

= Does the paper present a foregone conclusion8 tegyaper pass the “so what” test?
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A Rubric for Grading an Essay

1. An “A” Paper

It teaches me something new. It offers an origideh or synthesis of ideas that takes course rahtsyond the
lecture or discussion. It advances a provocatigaeraents that is effectively developed and supposi¢ul
compelling evidence. The prose is clear and thex@a mechanical or grammatical or syntacticalrsrro

2. A“B” Paper

It capably engages ideas covered in class. It ersgtig assignment, but in a limited way. The thiedisere, but it
is too broad or not concisely stated. Supportliergaper’'s argument is sparse or sometimes unaongin
Counter-arguments or alternative explanations ataekén into account.

3. A“C” Paper

The paper does not demonstrate much critical thotgitentially productive ideas are hampered byrétige
language or poor organization. The thesis is sigi@fThe arguments have little evidentiary suppor

6 Dealing with Common Writing Problems

Here is practical advice about how you can help gbudents deal with some of the most common vgitin
problems, from writer’s block to procrastinatiordaa simple inability to find something significaotsay.

1. “I've got nothing to say”
Academic writing—whether this is an essay, a lgiwrg or a problem solving exercise-- involves taki
part in an argument, conversation, and debatesfitttent’s job is to persuade a reader that theestigd
position is appropriate and sensible take on thgeis

= The first step is tadentify the larger conversation surrounding an ige. Try to figure out how
whatever you're writing about—an event, text, eikpent, finding or whatever—fits into your larger
subject or field.

= Thenproblematize the conversatiohook for questions, tensions, and unresolvedessiihese provide
openings for something new to say.

= Develop a thesis-a distinctive stance within the conversation.
Have an angle--a slant that gives your paper fo&dsance a provocative thesis that speaks to
larger controversies. How do you do this? Use thgimformula: Become part of a broader
conversation or controversy.
* Refute an argument
* Refine an argument
» Reveal a gap
* Fillagap
» Ask a new question or refine an older question

Unlike a legal brief, an academic argument mudabeminded and balanced, based on evidence
and taking account of alternate interpretations@nhter-arguments.

2. Awkwardness

We'd like student writing to be original and elegand their arguments nuanced and sophisticatéd, bu
often we’d be happy if their writing was clear.
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Instead of writing with concision, short active pgrand a smooth flow of sentences, their writgg i
wordy, filled with the passive voice and with argemts that are jumpy and undeveloped.

Students can gain clarity by:
= Breaking sentences into easier-to-understand pieces
Simplify. Cut out excess nouns, adjectives, andeeub/

= Using active verbs and attaching verbs to cleadgtified actors
Minimize the use of the words “was,” “were,” and."i

= Avoiding nominalizations—actions expressed as nouns
Examples include argument instead of argue; arslgstead of analyze; performance instead of
perform.

= Using transition phrases and words
Transitional phrases

| will begin by...
Before | say what is wrong with..., | will first...
At this point, we need to consider the followingesttion...
Although | have shown..., | still need to...
Next, | will offer support for what is perhaps myst controversial claim, that...
Further support for this claim comes from...
Having argued that..., | need to consider rivalvge.

Transitional words
To give multiple reasons: In addition, Also, In first case
To explain: Because, Given, Since
To conclude an argument: Therefore, Hence, Consgigue
To illustrate your argument: A case in point, Tlastrate
To provide a specific example: Specifically, Namely
To intensify: Above all, Moreover, Furthermore, Mamportantly
To emphasize: Of course, Indeed, Certainly
To compare: Similarly, Likewise
To contrast: However, On the other hand, Even so
To speculate: Let’'s assume, Let's suppose
To concede an argument: Of course, Doubtless, Widlegnizing that...

= Using tenses consistently
= Establishing an academic tone
The student must establish a reasonable, open-thiode that promises honest consideration of a

guestion.

= Be careful about the beginnings and ends of paragha
These are natural emphasis points.

3. So What?

A paper can be clearly written yet trivial. The gtien it grapples with may be insignificant oréigument
simplistic. Here are some suggestions for makiggrments more powerful and persuasive.

= Engage the reader.
The opening paragraph must grab the reader’s imttent

= Crystallize the argument in a single sentence.
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A paper must present a strong argument. But tandfie thesis is weak, absent, or confusing.

= Remember the power of 3.
In classical rhetoric, this is the tricolon. Listse more powerful when they contain at least three
items.

= Don’t sweep contrary evidence or alternate integfations under the rug.
Engage the counter-arguments. Use words like aglahjttclearly, at first it may seem, in fairness.

4. Misusing quotations

Misuse of quotations in rampant in undergraduapem Sometimes, students quote too much—or tibe lit
Sometimes, they blur their voice and those of theees they quote. Often, they assume that quatatipeak for
themselves.

= Explain the quotation’s point.

= Integrate the quotation into the text.

5. Weak conclusions

In oratory, the peroration is the conclusion opaech or discourse. It is the place where the speakapitulates
the argument and presses it a final time with restewigor. It provides an opportunity to remindyédlect, to
inspire, to leave the listener with a bit of wisdefto sum up with panache. Mediocre student essaygli
recapitulate the paper’s argument. Strong endingégge a larger vision or context, and broadenitigications of
the paper’s argument. They provide a fresh twist broaden the perspective. Often, they “closeitode”™—
connecting to the paper’s introduction.
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6 Testing and Grading

It's a common quip: We'd teach for free, but h&wde paid to grade.

Designing effective assignments and tests and mgatudent work are among the most demanding apléasant
tasks instructors face.

Topics:

Effective Testing

Assignment and Test Design
Effective Grading

Dealing with Disappointed Students

RN

1 Effective Testing

Instructors’ most thankless and perhaps most diffiask is to test and assess student performarieeit is also a
vital task. A well-designed test gives a good rmea®f how well students are doing in masteringlgect. It can
help an instructor identify deficiencies—in studskills and understandings, but also in the instnig delivery of
course material. An effective test can also madiwudents to strive for excellence.
So how does one create a well-designed test? ifylgotr instructional goals, including the conteoiu want
students to master and the skills you want theattuire. The test’s questions should measure whitle
students have accomplished these goals. The questhould not be biased or ambiguous. And theylgh
evaluate higher-order learning skills, includingdsnts’ ability to apply knowledge.
Some of the most effective advice about testinggrading is simply a matter of common sense.

1. Testwhat is covered in class and in thading.

2. Create tests that are appropriate for your stads’ knowledge and sophistication.

3. Discuss the test format in advance.

4. Update tests frequently.

5. Combine a variety of testing methods.

These might include multiple choice questions,-false questions, matching exercises, and showems

and essay questions.

6. Write questions that involve skills otherath recall.

7. Grade and return tests promptly.
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2 Assignment and Test Design

As a Teaching Fellow, you may be asked to desigmedisas grade assignments and tests. If you esigding
assignments, ask yourself:

= What do you want the students to learn?

= What are the goals and objectives of the course?

» How does the assignment contribute to those goalobjectives?

= What skills to you want students to employ: tlvepto argue, to create, to analyze, to explaimamonstrate, to

apply?
To determine if an assignment is effective, askryel:

1. How well focused is the assignment? Are thruitions clear and concise? Does the assignmeet gi
the students a clearly defined, unambiguous task?

2 Do you want students to engage in researchytied beyond the course content or do you want them
stick to the course materials? What should thegassent format be? When will the assignment be de a
how long will you need to grade it? When will tresggnment be returned to students?

3 Will you allow students to rewrite the assignmiénecessary?

4. Can this assignment be realistically complgiedn the knowledge, ability, and time constramitshe
students? Is it clearly related to the course cufit@re the research materials needed to comgiete t
assignment available in sufficient quantity?

5. Is it possible for you to grade this assignneffectively, given your workload and other comngtms?
6. How is this assignment going to contributeht® $tudent's final course grade?

If you are asked to design a test, there is cemddmmation to keep in mind. Some tests simplhaswee student
recall of information. More sophisticated testskse®re reasoned answers. These tests assesststinigmer-
order thinking skills: Their ability to apply knoedige, analyze and manipulate information, solvelpros, and
develop supportable generalizations.

Effective tests do not simply ask students to gdvack material from course lectures and readirigffective tests
promote student learning.

If you are asked to make up a test, you shouldrdegiclearly identifying your instructional objeatis and then
writing questions appropriate to these learningadibyes.

Objective questions including Multiple Choice, Matching, True-Fal&hort-Answer, Identification, Fill-in-the-
Blank, and Number questions — offer an especidfigient way to measure students’ command of thgjest
matter, such as their recall of key terms, faatd, grinciples. Well-written objective questionsynadso allow an
instructor to assess students’ ability to applyiealge, solve problems, and apply concepts andufltzren

In designing objective questions:

1. Make sure that the question does not simplysteslents’ vocabulary and reading comprehension.
2. Make sure that the wording is straightforwafdoid extraneous detail and the use of negatives.
3. Answer options should be about the same lesugdhparallel in grammatical structure.

Essay questionsequire students to construct a response ratherrtterely select a response. Essay questions can
be time consuming to score and difficult to graaiely. But these questions allow an instructor¢eess students'
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abilities to reason, create, analyze, synthesim egaluate. Effective essay questions often ptedadents with a
“real-world” problem to solve, rather than simpblecting a solution from a limited list of possitids. Compared
to other kinds of test questions, essay questieqsire more systematic and in-depth thinking.

Effective essay questions are particularly difficolwrite. Students need to know exactly whatxiseeted of them.
The essay question should also encourage complekirty and original responses.

1. An effective essay question should not onlyhegstudents to recall facts, but to make judgmentd to explain
the reasoning behind the judgment.

2. Effective essay questions are built aroundiettive verb” such as: compare and contrast, dgfdescribe,
define, evaluate, explain, identify, interpret,giot, propose (a solution), or trace.

3. An essay question should provide students elithrly defined task or focus.

4. Include a limited number of essay questiors test because of the time required for the stsdentespond to
them and the time required for the instructor tadgrthe responses.

5. Tell the students the criteria for grading. /a model answer and construct a grading rubric.

Examples of effective essay questions:
1. Ask students to summarize and evaluate an agum
2. Ask students to summarize and evaluate adestimethodology.

3. Ask students to infer the significance or ueigontribution that a text, object, or event hasofor understanding
of a particular event or the development of schyl#erature.

4. Ask students to compose an explanatory nagasiaying how some event, institution, idea, dtuateé came to
be and why, explaining causes or the main resuitthe role that a certain element played in tbheyst

5. Ask students to evaluate a hypothetical or texfgctual narrative.

6. Ask students to undertake a comparative arglysi

7. Ask student to take a position on a given issuguestion.

8. Ask students to apply or test a theory, madigfinition, method, or category to some data.

9. Ask students to contextualize an event, workledbate, saying how its circumstances (artistittucal,
biographical, or institutional) played a role inkimay it what it is, or how we understand it diffatly, knowing this

context, than we otherwise might.

10. Ask students to recommend a course of action.

3 Effective Grading

Many students complain that grading is arbitrangpinsistent, and unfair. Meanwhile, many instrigrumble
about grade inflation, the excessive amount of tilmeoted to grading, and the many complaints thedigg
prompts.
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One way to ensure consistency in grading and tocedtudent complaints is to construct and usemgadbrics.

A rubric specifies the criteria used to evaluastualent’s performance. It divides an assignmentarvariety of
component parts and objectives, and provides alelt@description of what constitutes acceptable amatcceptable
levels of performance in each dimension.

A rubric provides students with a clear guide tavlibeir work will be assessed. By spelling outleative criteria,
a rubric greatly reduces subjectivity in gradingl amakes the grading process more transparent.

In constructing a grading rubric, an instructor bthink systematically about a course’s objectiard the skills
and content a student is expected to master. Ttesfep involves establishing a set of evaluatiiteria, such as
clarity of expression, command of the course maltegind quality of argumentation. By reading thiotige papers
or examinations quickly, the instructor can geease of what constitutes high quality, given theeticonstraints
that the students were working under.

The second step is to read the assignments matulbgrappending comments that help students wtaled their
strengths and weaknesses. A rubric will help yaniify those strengths and weaknesses. Heredganple of
the criteria that might be found in a rubric inunfanities course. Each category would then beuated in terms
of the extent to which the student has met theicubr

Criteria
Mechanics Spelling
Punctuation
Grammar
Quality of Persuasiveness
Writing Clarity
Structure
Research Accuracy
Thoroughness
Quality of Originality
Content and Sophistication of
Analysis analysis
3 Minimizing Student Unhappiness

It's no secret that many students care much mavataheir grades than knowledge and learning. iBhésfact of life that
instructors need to respond to. How can we redue@imhappiness and stress that accompanies grading?

1. Prepare students in advance.
To reduce student anxiety and apprehension, exptaingrading criteria. Consider showing them sangpiswers, or
have them respond to a sample question in class.

2. State clearly what you expect students to dentras.
This might be problem solving. Or it might be stgtand substantiating a thesis. Or evaluating aptyeg conceptual
models or methodologies. Or analyzing data.

3. Briefly describe what constitutes “A” work, “A-Wwork, and so on.
Make your expectations clear.

4. Model how you would approach a question or so&vproblem.
Or better yet ask the students to do this.
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5. Identify likely problems in advance.
These might include: Poorly crafted thesis statémestating facts rather than advancing an argunusitig vague,
imprecise terms; rambling; writing in the passivéice.

6. Following the exam, identify problems that cropg up repeatedly.
Suggest strategies that students might adopt fondésethese problems.

4 Dealing with Disappointed Students

When you begin to teach, there is a tendency tegp@tize interactions with students. You are oyegowhen they
admire you, and you are hurt or irritated when theywithdrawn or hostile. Remember, students atgour
children or friends or enemies. They are your ¢fiekour job is to help them to learn.

As an instructor, you will repeatedly have to deih students who aggressively challenge your grgdind who
refuse to give up. How can you best deal withglsénted students?

1. Mandate a “cooling off” period
2. Listen attentively and patiently to the studertencerns.
You need to establish a professional relationshib your students. You are not their friend or g pal;

nor are you a distant authority figure. You migdhihk of your students as your clents.

3. Try not to respond defensively.
Do not regard the student’s anger, frustration,@mdtion as a personal attack on you.

4. Place the “burden of proof’ on the student
Do not try to placate the student. Ask the studemtxplain how their work fulfills the requiremerdsyour
grading criteria.

5. Be future oriented:
Help the student better prepare for the next asségn or exam. Adopt a “formative” approach: Suggest
how students can study more effectively and deebett the next exam.

6. Let your students know that you believe in theapacity to develop and do well in your course.
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7 Ethical and Legal Issues in College Teaching

The ivory tower is not a walled garden insulatemhfrthe ethical and legal dilemmas of the outsidddvoEthical
and legal issues constantly surface, involving ssshes as confidentiality, freedom of speech apdession
within the classroom, instructor-student relatiopshthe use of copyrighted materials, and a hbstteer topics.
You need to think about these issues before thay @p.

Topics:
1. Ethical Responsibility

2. Legal Issues in College Teaching
= Academic Freedom in the Classroom
= Accommodating Students with Disabilities
= Grading
= Intellectual Property
= Letters of Recommendation
= Sexual Harassment
= Student Privacy

3. TA-Student Relationships

1 Ethical Responsibility

As an instructor, you have multiple responsibisitin addition to leading discussions or runnirigs|ayou evaluate
student performance, provide academic advice, anet®s a scholarly role model. You may also bedsk
provide personal advice.

Through these roles, you occupy a position of aersible power and authority—including the powegrade—
largely free from direct oversight. You enjoy agardegree of academic freedom—nbut with power comes
responsibility. Your actions have a considerablpdnt on your students’ lives, just as your mentacsions
profoundly influence yours. Such authority can lgas¢ abused.

There is, in short, an ethical dimension to collegehing— although it is a dimension seldom disedor
scrutinized. Some ethical issues are easy: Onentayake racist, sexist, or homophobic remarkdaascor
exchange grades for money or sexual favors. Papergxams must always be graded and returneddergtiin a
timely manner. But many issues are tougher.

Here are a few of the ethical issues you will confras an instructor.
Academic Freedom
Does the principle of academic freedom allow youygur students) to:

 use language in class that some might fifehsfve?
« discuss unrelated topics in the classroom?
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Must you remain neutral when teaching controveisgles or do you have an obligation to presenbsipg
perspectives on a particular topic (for example]etion)?

Academic Honesty
Must you report every case of plagiarism or chegtinthe course instructor, or can you resolveptioblem
informally?

Advising and Mentoring
What should you do if you have a problematic retathip with your mentor, or with a student?

Confidentiality
What should you do if a student tells you sometliingonfidence that raises concerns about the stigdmental
well-being? Can you discuss a particular studetit @ther TAs or with faculty?

Grading:
How do you fairly grade a student who has ticked g8 or offends you? How can you assure that yrading is
fair and not arbitrary or biased?

A Hostile Learning Environment

Is an instructor justified in making students’ feelcomfortable in the interest of promoting criticeyuiry and
reflection? What should you do if you think antinstor is biased, for example, on the basis ofiger sexual
orientation?

Intellectual Property
What are your obligations, when teaching, in ackedging ideas that you obtained from others? Ganuse
another instructor’s syllabus, handouts, or tedtisout acknowledgement?

Interpersonal Relationships
What kinds of personal relationships with studemesappropriate?

Letters of Recommendation
Can you refer to a student’s race or ethnicity ietger of recommendation? Can you decline to waitetter on
behalf of a student? Can you write a negative igechletter of recommendation?

Research Ethics

What should you do if you suspect a lab mate igifuglor fabricating data? How should credit becated in
publications?

2 Legal Issues in College Teaching

Disclaimer: This guide is for instructional purpssmly, and should not to be regarded as legateadifiyou have
specific legal questions, you should seek the adefcounsel.

Academic Freedom in the Classroom

Speech by professors in the classroom at publiitiitisns is generally protected if the speechgsrimane to
the subject matter." However, the right to freedufrspeech is not absolute if it compromises a sttisleight
to learn in a hostile-free environment. For examile courts have held that professor's use ofavulg
language is "not germane to the subject mattere' ddurts have held that instructors must avoid
indoctrinating or proselytizing. Students, too, daright to academic freedom, including the righree
discussion, free inquiry, and free expression.
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A major current source of controversy involves halag student and faculty rights Professors amnedt to
select readings to assign in their courses withautng to provide "equal time" for every competing
viewpoint, so long as this reflects a genuinelydecaic decision. Students do not have the legat tigh
demand that classes be viewpoint neutral or "baldHin instructor teacher may require a studenirite a
paper from a particular viewpoint, even if it isiawpoint with which the student disagrees, so laaghe
requirement serves a legitimate pedagogical purpose

In general, the courts defer to the professiordgjoent of faculty to determine what is pedagogjycall

appropriate in the college classroom so long ak asademic decisions are not a pretext for someadal
form of discrimination.

Accommodating Students with Disabilities

One recent study estimated that one college studehven reports having a disability. How shoybdl best
handle requests for accommodation by studentsspiicial needs?

Federal law requires public and private collegesamversities to provide the necessary servicessapport
for students with special needs to participatdlicampus activities and programs, where theseaeademic
or social. However, the students must notify, anddme cases provide documentation of disabilgfote
they assert the need for an accommodation, and mtistait until the last minute.

As an instructor, you have a responsibility to reftedents who request an accommodation to theeprop
campus office. This office will meet with the statlereview the required documentation, and reconthzem
appropriate accommodation that does not alterdhese's academic standards or content. You aréreelqo
make reasonable adjustments necessary to elindisiemination on the basis of disability.

The EducationQuest website (www.educationquessaagccomodations.asp) provides a list of potential
accommodations:

= Assigning the student a notetaker or tutor.

= Making the course readings available in alteweafibrm, such as Braille, large print, and audioeta

= Giving the student access to educational maseiiahdvance, such as class syllabus and studeguid
= Providing sign language, oral interpreting, agaldtime captioning services.

= Giving the student alternatives to the standaagl @f delivering an examination, such as extended,t
taped tests, oral tests, an alternate test sibteingltion of computer scored answer sheets, andiae

computer or spell-checking device for quizzes axatres.

= Providing the student with access to adaptivepeaent such as closed caption devices, amplifiegptone
receivers, low vision reading aids, tape record@railleing devices, and computer enhancements.

= Giving the student the opportunity to make uzges, exams, or assignments if the absence wdslidjsa
related.

= Providing the student with preferential seatimghie classroom.

= Extending the timelines for completion of spexidburses or for the completion of certificationdegree
requirements.

= Giving the student permission to take less theirtime credit and still be eligible to receivaéincial aid.
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= Providing foreign language course substituti@ugh as the option to take foreign culture clastead of a
foreign language.

Grading

Can you be sued over the grade that you give @stld paralegal seeking bachelor's degrees it $agdies
and sociology at the University of Massachuseltsifa 15-count lawsuit in US District Court in 208fer a
teaching assistant graded a political philosophg<bn a curve and turned the student's A-minosaif@.
The student contended that the university viol&iiectivil rights and contractual rights and intentlly
inflicted "emotional distress."

The suit was ultimately dismissed. But cases likg one have struck fear in many instructors.

Evaluating a student's performance is an integretl@f higher education. But as grading has assumed
heightened significance (for example, in determgrefigibility for scholarships), grading disputggpaar to
have grown more frequent. The general counsehf®@merican Council on Education, which represents
more than 1,600 college and university presidesatis] such suits are rare and almost never suctemsstl
generally reflect an unrealistic fear that a sirgylede can torpedo a student's professional g&tlks.it is
essential that grades not be arbitrary and capisciexcessively skewed, or reflect bias. And soouwgts have
held that it is proper for an institution to indisat an instructor comply with a particular cobegr university
grading policy (such as grading on a prescribesejur

Some courts have ruled that there should be proeedar handling disputed grades; and that anuiogir
must enforce grading standards evenhandedly. Theridem Association of University Professors (AAUP)
recommends that grading appeals should be hedatblty members in the department or closely relate
field and that the standard should be whetherahelfy member used "inappropriate criteria" "inedtgtining
the grade" or "did not adhere to stated procedurggsading standards.

Intellectual Property

Who owns your intellectual property? Who owns ysyitabus, lectures, classroom handouts, reseateh da
and website? It is generally assumed that professan the copyright to scholarly books and articdes
creative works that they produce, even if theywsigersity facilities and resources. Thus, any higs flow

to them. Lectures are also generally assumed tmbeb the professor. Thus, companies are gendrathed
from selling lecture notes without the professpgsmission.

Work by students belongs to the students and faoekd the students' permission to distribute theik.
Ownership of syllabi and online and distance edananaterials, however, is a gray area.

What are your rights under "fair use" of copyrighteaterials? There are special conditions--inclgdin
criticism, teaching, and criticism--in which theMallows for limited copying of copyrighted matdsia
without the permission of the rights holder. Howetke fair use exemption is vague and unclearedéing
on specific facts and circumstances. Under some

circumstances, including satire, parody, negatha @ositive commentary, discussion-triggers, iliatson,
and archiving, the use of copyrighted material ddaé legal.

In evaluating whether the use of material is cogdngthe fair use doctrine, courts weigh four fasto

(1) Whether the material is being used for comiméor educational and non-commercial purposes;

(2) Whether the material is factual or informatiboawhether it is for primarily entertainment poges.
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(3) The amount of material copied and whether th&enmal constituted the "heart" of a particularite
(4) The effect upon the economic value of the cigbyed work.

In online courses, there must be measures in ptaepsure that the copyrighted material is not ssibée to
students who are not enrolled in a particular clegse are some simple guidelines:

= Keep any excerpts from copyrighted materialfbrie

= Cite the source of any copyrighted materials.

= Get permission to use the materials.

Letters of Recommendation
What can't you write in a letter of recommendation?

We've all heard the joke: That in letters of recandation "good” means "mediocre,” "shy" means ‘abyci
dysfunctional," ambitious means "overreaching," aalid means "plodding" and "unimaginative." Theas
be no doubt that for a number of reasons, incluélsag of defamation suits, hyperbole has becomeaain

and evasion and puffery abound in letters of recenuation.

Writing a letter of recommendation is an art. Atk&t is a letter writer's credibility-and a candé&scareer
prospects. Recipients of letters hope for canddrremmesty, but often feel that they must read betwvibe
lines and look for code words.

An effective letter discusses a candidate's rebetgaching, leadership potential, and impact erfigid. It
assesses

strengths and weaknesses. But given the high stakelsed, many academics resort to euphemism. ighis
the case even though very few letter writers haee been sued.

Still, there are things to watch out for. It is dhiang to discuss a candidate's research and teadhit
whether you should discuss a candidate's perspmalitollegiality is unclear. In instances wherei yoight
refer to a candidate's ethnicity or special neds essential to obtain the candidate's consent.

Confidentiality is a question mark. Some univeesit{like those in the University of California s3sst)
operate under open records laws that allow indalslto read letters of recommendation (excepttfer t
letterhead, signature and identifying informati@idw the signature. And even in instances wheterketire
not subject to open-records requests, informatimugthe letters frequently seeps out.

Sexual Harassment
What constitutes sexual harassment?

Sexual harassment is not confined to a quid pro fpu@example, an exchange of sexual favors fagher
grade. Any conduct that unreasonably interferek it individual's academic work or which createsma
intimidating, hostile or offensive academic enviment may constitute sexual harassment. Thus, abusiv
speech, lewd or sexually graphic language, gopsgssure for dates, unwanted sexual looks or gestur
unwanted touching, and materials of a sexual natuttee workplace-all may create a hostile learning
environment.

If you receive a complaint or hear even indireetiput a problem in your area that might reasonably
construed as sexual harassment, harassment, aniligtion, in many cases you are required to takae
timely action. You may not ignore it.

Be aware of the following:
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1. Harassment does not have to be directed atiawar individual. It is sufficient to create adtide learning
environment.

2. What is harmless joking to one person may beglymffensive to another. Be sensitive to others.

3. Intent is not relevant in determining whethenot a behavior is sexual harassment. All thatengiis the
impact of the behavior on the work environment.

4. Avoid touching someone else unless you areisigevelcome.
5. Retaliation after someone makes a claim of deharassment is strictly prohibited.

6. Certain forms of academic discourse are pradedi¢they are germane to the course. This migtitishe
reading and discussing literary works or studesags that contain material that might otherwisdaion
material that might, under other circumstancedphbad offensive.

Are consensual romantic relationships betweenunsirs and students permissible?

Various colleges and universities have adopte@difit approaches to romantic relationships between
instructors and students. Some have banned swatforedhips entirely. Others prohibit relationshigsere
there is a supervisory relationship. Still othdérsrggly discourage such relationships; some recgtioh
relationships to be disclosed to the instructarfsesvisor.

The American Association of University Professaas hdopted the following policy:

Sexual relations between students and faculty mesnhigh whom they also have an academic or evaleati
relationship are fraught with the potential for kxiation. The respect and trust accorded a profdsg a
student, as well as the power exercised by theepsof in an academic or evaluative role, make vatyn
consent by the student suspect. . . . In theitiogiships with students, members of the facultyegected to
be aware of their professional responsibilities tmavoid apparent or actual conflict of interéavoritism, or
bias. When a sexual relationship exists, effedieps should be taken to ensure unbiased evaluation
supervision of the student.

Student Privacy
What information can't | reveal?

You cannot reveal a student's Social Security numi®u can't publicize a student's grades. Noryman
discuss a student's academic performance withttigeist's parents. But can you intercede with tredbl
students? Who, if anyone, can you inform if youpses that a student has serious emotional probtems
exhibits signs of potentially dangerous behavidrilevstill respecting student privacy?

The Family Educational Rights and Privacy Act (FBRProvides that identifiable information from sttt
education records cannot generally be releasedytthird party without the consent of the studémtOwasso
Independent School District v. Falvo, the Supremar€concluded that the common practice of asking
students to exchange papers and grade each atloek'slid not constitute a violation of FERPA. Theuet
held that peer grading is a legitimate pedagodaz| allowing students to learn from the gradimggess.
Thus, faculty may use peer grading in the classraitinout FERPA concerns.

3 TA-Student Relationships
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Whether TAs teach independently or TA for a facaftgmber, Teaching Fellows are prohibited from hgvin
personal relationships, whether intimate or nothwtudents whom they also supervise or evaluate.

TAs evaluate papers and exams. They may assigegratey develop and enforce policies relatedasscor
section requirements, assignments, due datesdatiee, etc. TAs also determine consequences fersts who
fail to meet requirements or deadlines. TAs aredd& consider requests for extensions, changeadkg, extra
credit, and additional help, tutoring, and inforraat TAs must be able to carry out these respaiitgsifairly;
students need to know that their TAs are treatiegr all objectively and that interactions with thare based on a
relationship that is developed solely around th&eat and conduct of the course.

Teaching Fellows will not be perceived as objectind fair if they have relationships outside th&rctional role
and responsibilities. And whether TAs believe thag be fair and objective is not as critical astiveestudents
perceive their TA to be. Other students are unjikelbelieve their TA gives them grades, resouraed,
opportunities using the same criteria as the TAsdoestudents with whom the TA has a close or miina
relationship. Special relationships damage botlegsional identity and authority as well as thedacaic
credibility and peer relationships of students whbAs may favor with those relationships.

Any relationship between people with different deg of power, such as the one that exists betwsémi¢tor and
students, mentor and protégé, advisor and advsemsided. What may appear as a consensualroeeaip
relationship may actually be experienced and vieasedressure and coercion by students. It caneyangued
that with unequal status and power in the TA-studelationship, the student is unable to consezgljrto a
relationship. All too often, when the relationskipds, accusations of harassment, intimidationvarde (assault,
rape) are leveled. Teaching Fellows must not pllaemselves at such risk.

In cases where faculty or students report that asTi#eing unfair, showing favoritism, practicingdiimination,
exhibiting unprofessional conduct, or intimidatiogharassing a student, the TA's Director of Grae&tudies and
GSAS will investigate the complaint. TAs can beg &dlave been, removed from their instructional raesgiilities
for showing poor judgment and inappropriate behaatoa TA.

We do not mean to imply that it is always easydtedmine appropriate conduct, especially respotusssident
initiated behaviors. Can a TA accept a studenvgation to lunch, dinner, or for a drink? Whatifgroup of
students from a Teaching Fellow’s class invitestAeout? Must it be an event or occasion that isrof all
students in the class before the TA can agreedialsee with his or her students? We encourage thAdiscuss
these issues with their DGS and faculty mentor.

We encourage Teaching Fellows to read Columbidisyon sexual harassment (p. 78 in FACETS

http://www.columbia.edu/cu/facets/0708_fulltext.pdhd Columbia’s romantic advisory policy
(http://lwww.columbia.edu/cu/vpaa/eoaa/docs/romdrind).
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8 The Changing Academy

The academy has changed as much in the past 20a®érdid in the preceding half century. Manyief changes
are obvious:

* More women, minority professors, and adjujmitsed the professoriate.
« Information technology and new media techn@s@ltered the student experience in fundamerdagsw
¢ The student body grew far more diverse.

Some of the academy’s changes are less obvious isia list of some of the most profound developtste

1. Higher education has grown more valuable econaaly.
Over the past two decades, the earning power @fhadthool degree has fallen 20 percent and thergapower of
a college degree rose by 20 percent.

2. But the cost of a college degree has risen sharp

Each year for the past quarter century, undergtaduéion and fees have increased by an averagebdb 3.5
percentage points above the inflation rate. Pé#nik/is due to a decline in state appropriatiorie $hare of state
general funds going to higher education has shiyniver a third over the past 25 years. On aversaeh dollar in
private giving per student was met with a 20 percehin per student appropriations. Each dollat thition raised
led to a one dollar cut in state appropriations.

3. And financial aid has failed to keep up with gy costs.

Most aid now comes in the form of loans, and sttel&em lower income families are less willing thaore
affluent students to take on large loan burderismémce their education. There has also been a mentfrom
need-based aid toward non-need-based aid. Fewefd§a0 private institutions provide financial &idsed solely
on students’ financial need.

4. Much of the growth in college attendance hagém place at community colleges.

Half of all college students attend or previougtgaded a community college. 41 percent of firsietifreshman are
community college students. But retention and gaidn rates at community colleges are distresgilogl. Half of
community-college students leave after only one.yea

There are now nearly 1,200 community colleges éngplL1.5 million students (41 percent full-time).
= 58 percent are over the age of 22; 16 percentGuoe dider.

= 39 percent are the first generation to attend gelle
= 27 percent are employed full time and 50 percertttpae.

= 59 percent of nurses and 80 percent of firefighéeid police officers are credentialed at commueitieges

5. Among the fastest growing segments within higled at private, for-profit institutions

Small vocational institutions, with training progra which enrolled students with lower incomes ttraditional
universities for brief periods of time, have giwsay to a growing corporate for-profit institutiondth longer
programs that compete with community and publi@dryinstitutions.

The for-profit institutions tend to focus on ardlaat are profitable. Most degrees are in busimassagement,

information science, and the applied arts, inclgdjraphic design, interior design, and fashiongledror-profit
schools have identified types of students and @mogrthat the traditional public and private nonipsathools have
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paid relatively little attention to: students oldkean 18-25 and students who hold full-time jolz= tlestrict their
availability to attend courses during usual schamirs. These institutions have been leaders imemducation and
putting no-frills classrooms in easily accesseatfimns with parking.

Despite the growth of for-profit institutions, tbgerwhelming majority of undergraduates—70-75 peteestill
attend public colleges and universities.

6. A majority of faculty members now works outside ttemure system.
As of the fall of 2007, the tenurable comprised juse-quarter of the faculty population, down frome-third a
decade earlier.

7. Post-doctoral fellowships and other non-tenuresitions multiplied far faster than tenure track gaions.
A smaller proportion of faculty members follow tbece-standard model with traditional appointments more
are appointed on a fixed-term basis.

8. Expectations for junior faculty have escalatedadhatically.

These include expectations about publicationshieg¢cand grantsmanship. In the humanities, faculigt become
more entrepreneurial.

Topics:
1. The Changing Student Body

2. The Changing Professoriate
3. Issues in Contemporary Higher Education

1 The Changing Student Body

Over the past five decades, the characteristitiseofollege-going student body have changed prafigun

1. The percentage of high school graduates enrddliim college is far higher than in the past
The percentage tripled between 1960 and 1975 awl lgy another 23 percent until 1990, before staggat

2. There is a glaring disparity in college attendegamong higher and lower income students

3. There is a deepening divide in college attendamenong female and male students
Currently, women comprise 57 percent of collegeaiis.

4. There has been a dramatic increase in studenierast in business careers and a sharp declinentétiest in
school teaching, social work, nursing, the clerggnd other service careers

5. Time to completion has increased.
The mean time to completion in 1999-2000 was 55thsorStudents who start at 2-year institutions tasuaksfer to
4-year institutions take 71 months on average toptete their degrees.

6. There is increasing reliance on community colksy
Community colleges now educate more than half #i®n's undergraduates. 4 out of 10 community gelle
students transfer to another institution—half # year institution.

7. Our educational pipeline is leaky.
Of every 100 9th graders,
68 graduate from high school on time
40 immediately enroll in college
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27 are still enrolled during their sophomore year
18 graduate from college in 4 years

Among 9thGraders

17 percent of 9th graders eventually earn a GED
65 percent earn a high school diploma

18 percent drop out

51 percent enter postsecondary education

49 percent do not

8. Remediation has become more common.
28% of entering freshmen enrolled in one or moreetipmental course at all postsecondary institstidine figure
is 40 percent at community colleges.

Proportion of Entering Freshmen

Math 22%

Writing 14%

Reading 11%

Students who take remedial courses are much nialg tio drop out of college

Changing Student Demographics
1. Students’ Demographic Profile and Outlook

1. Only 16 percent of the student population caddseribed as "traditional" in terms of enteringege
right out of high school, attending full-time, alidng on campus.

2. A third are students of color. A fifth are immagts or children of immigrants. Most of these cdroen
bilingual homes or families in which English is ribé primary language.

= The racial composition of faculty differs markgom that of students. In 2003, about 15 peroént
faculty were professors of color—compare@9d® percent of the students.

3. Many students are the first generation in tfeiily to attend college. Many are significantlglef than
traditional students and must balance school veithilfy or work responsibilities. More than 70 perceh
students work, almost half are over the age ob8, more than half are women.

4. Along with shifting demographics has come atshibutlook.
= Many students seek a degree, first and foremosty ascupational credential.
= Many have embraced the consumer mentality thardsgastructors as service providers and assumes
that because they have paid tuition, tecieould be responsive their needs.

= A surprising number of these 21st century studenitssider class attendance optional, convinced that
they can master the course material on tweir.

5. One of the most striking characteristics of 2Esitury students is that they are products oflanelogy-
rich environment, which has shaped their educatiexgectations. They ar e natural multitaskers, who
grew up doing homework, watching TV, listening tasit, and instant messaging simultaneously, and
who expect constant stimulation. These students:

= prefer visual modes of communication over speedbxi alone;

= tend to scan large quantities of text, rather sieply focus intently on a single text;
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= expect to quickly find the answer to any questiatine, usually through a search engine, oftenaith
evaluating the credibility or accuracy of swirce;

= place a high value on interactivity and activamésg and are comfortable with self-teaching.
2. Upcoming Changes in the Student Population

1. Between next year and 2015, there will be apstesp in the number of high school graduates inyna
states and a dramatic change in the racial andcatiekeup of the student population.

= There will be a 10 percent decline in the numberam-Hispanic whites
= Minority enrollments are expected to rise fromp@dcent in 2004 to 37 percent in 2015.
2. By 2022, almost half of all public high schgoads will be members of minority groups.

3. Meanwhile, in Arizona., Florida, Georgia, Neaadexas, and Utah, there will be phenomenal growth
across all racial groups, but particularly amonggdnic students.

3. Diversity Within Diversity

Racial and ethnic groups are not homogenous. Agmart differences in gender and sexual orientatibere are
other pronounced differences in identity. A recantly identified through distinct profiles of Latistudents at elite
institutions:

= Assimilators (26 percent)
= Accommodators (32 percent)
= Resisters (43 percent)

4. The Millennial Generation
Born between 1980 and 1994, this generation, wbictsists primarily of the children of Baby Boomessnearly
as large as that generation.
= Helicopter parents: hovering, heavily involvedhiy protective parents
= Many bring a consumer mentality to the classrogou are there to serve them.
= Many have felt enormous pressure to succeed
» They are used to multitasking.
5. The Millennials at College
1. They face much higher college costs than threidecessors.

2. Many don’t come to college with skills that yheeed to succeed: note-taking, writing, and
organizational and time management skills.

The American Association of Colleges and Univegsigstimates that about 50 percent of entering
college students are academically underprepareking basic skills in either reading, writing, or
math.

3. Many have little experience establishing ptiesi.

4. Many are shy about coming to office hours felphyou might consider requiring your studentsdame
to office hours at the beginning of the term.

5. At elite institutions, 1500 is the new 1280.glthan 50 percent of the students score moretb@mn
the verbal SAT. In 1989, only one college in the 80 had as many as 30 percent above 700.
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How can we best meet the needs of students whayaite different from those we saw in the past?
A few answers follow.

= Sensitivity to issues surrounding ethnicity, gemdace, religion, and sexual orientation has nbeen more
essential.

= There is often a substantial mismatch betweenltiaand student expectations for academic wortrirctors
must be very precise about the level of whey expect.

= Older students and working students expect iogirg to be flexible and accommodating; it is impat for
faculty to specify policies regarding aboussed classes and tests and late papers.

= Instructors need to consider adopting a hybrithfof instruction, in which certain forms of conteme placed
online, reserving more class time for disgrgsinquiry, and participatory activities.

= Lectures might incorporate audio and visual reses) including charts and graphs, film clips, aimdulations.

= A heightened emphasis might be placed on adbiaegs-on learning, including inquiry-based and (e
based activities.

Student Attitudes

1. Freshmen increasingly overestimate their own lhgs, rating themselves as "above average" intvally all
academic areas
41% of students in 1997 rated themselves "aboveagee writer, compared with 27% in 1966.

2. A high degree of academic disengagement exists.
In 1997, some 36% of freshmen (compared with 26%9Bb) report having been frequently "bored in£lakiring
their last year of high school.

3. In a national poll of 15- to 17-year-olds,

= 25% said the "ability to formulate creative ideasl solutions” was extremely important;

= 33% said the same of the "ability to understardhtistorical, cultural, and philosophical backgrawf a current
problem"; and

» less than 40% said being "able to write well" \wagemely important.

2 The Changing Professoriate

1. The Shrinking Professoriate
a. Tenure-track and tenured professors are a myrmricollege campuses. They are outhnumbered by
adjunct and contingent instructors and by admiatiets.

b. Of the 1.3 million faculty members in 2005, 4p&¥cent, were in part-time positions. That repnesan
increase in number and proportion from 2003, teeflal survey of institutions, when 46.3 percerdrey
part timers.

c. Of the 675,624 full-time faculty members at deggranting colleges and universities in 2005, 61.4
percent, were either tenured or on the tenure tilcét is down from 65.2 percent in 2003.
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d. For the first time, more full-time college pre$ionals are administrators rather than instruc&#ts
percent had tenure, 9 percent were on tenure ttécgercent were not on tenure track, and 7 pergerd
employed by institutions without a tenure systetme Temaining 51 percent of full-time professiordits
not have faculty status.

2. Increasing Reliance on Contingent Faculty

In recent years, the use of part-time faculty imaseiased sharply: from 33 percent of faculty in7.8844 percent
in 2003. Issues of concern include compensation-(pae faculty earn 27 percent of what fulltimefity members
earn), job security, workloads, and access to ®ffjgace and travel funds.

The proportion of contingent faculty varies by kied of institution and by discipline. Two year fitgtions employ
the greatest proportion of part-time faculty. 6¥ceat of their instructors are part-time faculty.

2003 1987
Engineering 29.6 1.1
Fine Arts 52.5 7.5
Humanities 46.9 13.2
Natural Sciences 37.2 5.4
Social Sciences 37.4 15.4

The average length of service of part-time facidtlyigh, average 7 or more years at 2-year and\attp and
public 4-year institutions. In 2003, part-time figueceived on average, $2399 per course at 2igstitutions,
$2,773 at 4 year non-doctoral degree grantingtingns, and $3,973 at doctoral degree grantinifiti®ns.

3. Academic Couples

A growing number of job candidates face a “two-bpdgblem”—finding two professional jobs in the same
geographical location. About 40 percent of acaderare married to other academics, and many otlaees h
partners with Ph.D.s.

The two-body problem is particularly acute for wameho are more likely than men to have a partries is also
an academic. For example, 43 percent of marriedlephysicists are married to another physicishmared to
just 6 percent of male physicists.

Anti-nepotism rules do not apply, since they wouilnlate federal laws which prohibit a policy thatshan adverse
impact on job opportunities for women.

Can a couple find two jobs at the same institution?

A growing number of institutions (perhaps half) edermal policies regarding couples, and a majaftthese
policies apply to unmarried and same-sex as wethasied partners. Many other institutions consat&hoc
arrangements on a case-by-case basis.

Only rarely, especially at the junior level, doghepolicies involve a second tenure-track line. Momre common
is career assistance, or offering an administragtogtion or a short-term adjunct or visiting pdstew will
consider joint, split, or shared positions. Inddoare cases where institutions do create a seeonce-track
position, the cost is typically divided equally amgathe Provost or Dean’s office and the departmeifitise
partners. A college or university's size and lamaire the critical factors influencing an ingtibem’s response to
academic couples, with research universities, éalhethose outside of metropolitan areas, the mlting to
make accommodations.

For many institutions, the issues surrounding ihiadpof couples are complicated. By hiring pargjexn institution

might attract more qualified candidates, divergyfaculty, broaden its curriculum, and retainwa faculty. But
partner hirings also raise issues of fairness—wdrdtiese discriminate against other potential ppid@dates—as
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well as issues involving departmental autonomyeitirsg priorities or selecting colleagues. Many aléments
worry that a partner hire will foreclose the oppoity to make a future appointment.

When Should You Inform the Institution?

Most couples wait until one partner has been verlodiered a job. Many fear that if they inform eghrtment
earlier, their application will be dismissed outhaind. Of course, the downside of this approathasit leaves less
time for an institution to devise an acceptabletoh.

One exception involves small colleges, when couateswilling to share a single job. In this casejrestitution
might very well regard this as an opportunity teetivo scholars for the price of one.

Another exception involves exceptionally strongdidates, especially those who are applying to gyggahically-
isolated institution. These candidates sometimiesrimthe search committee early in the processcéjly at the
interview.

What Should You Say?

Before you say anything, see if the institution &dermal partner policy. This will give you a serns what is
possible. Also, figure out what you and your partre willing to accept. If your willingness to &gt a job offer
depends on a particular accommodation, say soc@lpi candidates ask for a department’s helpnidifig
something for the partner, whether this is a regi@ent position, an adjunct job, or an administeatilot.

What Might You Expect?

You won't be the first candidate to ask for somadkof accommodation. Institutions are accustomezliti
requests. Few institutions these days regard ghibait and switch.” But it helps to be proactiVéhen you speak
to the department chair, ask how you can find chtiver adjunct, replacement, or visiting positions
administrative jobs are available. Consider hatirgpartner visit the institution to speak to tekevant department
heads in person.

Securing two tenure-track positions rarely happrresnight. Sometimes, the process can take asdsfiige years.
One not uncommon scenario is for the partner nare-track position to become a valuable and potbdi
colleague, who the institution wants to retain, le/the other partner proves to be a perfect fipéfally, your
patience and hard work will pay off.

3 Issues in Contemporary Higher Education

Here is a brief list of some of the most controiarissues being discussed in higher ed.
1. Contingent Faculty How should faculty respond to issues raised lyitksrease in contingent faculty, including
compensation, job security, teaching loads, andsxto office space?

2. 21st Century Studentslow can we best reach students who bring higleetgbions to the classroom—about
grades, interactivity, and technology?

3. The Faculty Generation GagHow should junior faculty deal with the ratchetinp of expectations and
requirements for new faculty?
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4. Inequalities in Treatment based on Gender, Raaed Sexual OrientationHow might inequalities in hiring,
salaries, rates of promotion, and service requirgsngest be addressed?

5. Assessmenfccrediting agencies and government are placingpereasing emphasis on measuring learning
outcomes. How might assessment of students betasegbrove educational practices and student lagfhi

6. Intellectual Property How can we best protect faculty members’ riglstg@ators and users of intellectual
property?

7. International StudentsThe proportion of Ph.D.s received by internatiagtadents has jumped from 10 to 26
percent over the past 30 years. How can univesdiiist serve and support international students?
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9 Teaching and the Academic Job Market

Topics:
2. Teaching and the Academic Job Market

2. Writing a Compelling Teaching Statement
3. Talking About Teaching in Your Job Interview

1 Teaching and the Academic Job Market

Teaching matters on the job market—and in secugngre—much more than you might imagine. And thisue
even at the most prestigious institutions

About half of all job questions at the most reddiaidern Language Association convention involveahézg.
Among the most popular questions were these:

= How would you teach an introductory class?

= What books would you assign and how many?

= What are the key themes or questions you wouybtbes in class?

= What upper level undergraduate and graduateedagsuld you like to teach?

= How will you engage and motivate students?

= What kinds of assignments do you find most eifett

= How do you teach students to engage in a dismugsia civil and respectful manner?

= What do you consider the relationship betweeahieg and research?

Why so many questions about teaching?

In part this is because over half of Ph.D.s witldie at institutions in which teaching is as impatt# not more
important, than research. Departments in the n@sIveed excellent teachers who can attract steidezgpecially
non-majors. They are looking for scholars who cainamly publish, but who can teach successfullg who can
effectively advise and mentor students. Even laieshearing the argument that undergrads shoulchget bang
for the buck.

Another reason: Beginning in the 1960s a deepetiivige took place in teaching and research. Mastjturtions
loaded up with pure researchers and grant geiense of whom did not contribute substantially te tkepartment’s
everyday functioning. Some of these researchectdd grad students; others didn’t. Many refusetgéch service
courses, or if they did, failed to do so well. Nmgearch universities are increasingly lookingféaulty members
who can combine successful teaching and research.

Most colleges and universities expect new hirétitathe ground running.” Few have the time or et in
providing on the job training in teaching. Eveneliesearch universities have begun to attachosityrto teaching.

Many institutions have also discovered that teagisra useful proxy for a wide range of issues sieairch

committees consider important, including candiddtesiliarity with the literature in a particulareld as well as
their conceptual skills and intellectual breadth.
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2 Writing a Compelling Teaching Statement

According to an October 11, 2005, search on HigtéoBs.com, of the 1,000 ads for faculty jobs:
= 585 include the words "teaching philosophy,"

= 27 include the words "teaching statement," and

= 28 include the words "teaching portfolio.”

When you apply for a job or come up for tenure, yalibe asked to submit a teaching statement.ddfse in
some instances, a teaching statement is not ausdgotor in the hiring or the tenure process. igiifution requires
a statement simply to send the message that itdeg¢eaching as important.

A poor teaching statement can hurt more than agtstatement can help. A bad statement clearlytiite=na grad
student who is disdainful of students and who kisliteaching. But in other cases, especially atdibarts colleges,
a memorable, skillfully written teaching statembalps to set you apart from other candidates.rtd=amonstrate
that you have reflected seriously about your legymbjectives, methods, and the relationship betweer
research and your teaching.

An effective teaching statement addresses the foilg questions.

1. What drives you to teach anthropology or biojogr sociology or...?
There are many reasons why we might want to teestbri. Many of the reasons are clichés: To leben t
lessons of the past. To place contemporary conts@msein historical perspective. To cultivate cratu
literacy. | am driven by certain questions, sontg(eig. how people as intelligent and moral asousdc
commit horrendous acts of evil; why empires risé all; why revolutions occur), and some smallendA
therefore | build my classes around key questiomsantroversies.

2. What are your goals as a teacher?
Mine are three fold: 1) To instill an ability toitik historically (that is, to appreciate the im@orte of
change over time, contingency, and the importaficentext); 2) to give students the opportunitylto
history (conduct research, weigh evidence, work piimary sources); and 3) to encourage them lto tel
history (in essays and even in "mini-movies.").

3. How do you engage students?
First of all, | build my classes around provocatipestions and inquiry and investigation. | doraint
students simply to study history, but to do hist@gcondly, | want students to work with primaryses-
-the living voices of the past—including lettergatiaries. Third, | use unconventional evidence--
advertisements, art works, fashion, film clips, mughotographs—to bring the past to life by
communicating the look and feel of earlier timeipés. Fourth, | try to convey to students our nexed
create a new history for a new century, a histhay speaks to the issues of our time. History tssimply
politics and diplomacy and war--though they ren@@ntral to any understanding of the past--but other
issues that engage us. | seek to show that evegyttas a history: childhood, families, holidays nmers,
sports, and on and on.

4. What innovative pedagogical techniques do yae®
To ignite student interest and to promote engagénese a variety of pedagogical techniques. One
approach involves discussion triggers: An imagaroaudio clip or a brief text to ignite discussion.
Another involves online resources-- discussion @e#nat break down classroom walls. New technotgie
-for example, iMovie or PhotoStory, which allow dants to create audio-visual presentations. Thereth
are other techniques that | have found effectigks playing, small group activities, collaboratiymjects,
and problem based learning.

5. How do you make discussions substantive andytinteractive?
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To insure that discussions take place at a higl léVay out (or have the students help lay opf)asing
positions that reflect recent scholarship--and tiv@e students represent various points of viewsTh
don’t simply have students debate whether slavery tive major cause of the Civil War, but variougsva
that slavery might have been the cause: the mgsaekiof slavery, the economics of slavery, slavery
expansion, or fear of a Slave Power.

6. What challenges have you faced in the classroom?
I've faced many challenges in the classroom. Tggdst: Too many students come to history classes
convinced that the subject matter is boring arelérant. | seek to refute that. Also, many studéots
underrepresented groups feel that history isnit ttery. They can't see themselves or their ancgst
represented in the curriculum. | want to creatéalusive history. Pre-class preparation is another
challenge. | require students to reflect on theliren(in writing) before class. Then there is yebther
problem: Students who dominate discussion whilerstlare withdrawn. | use a variety of techniques to
make sure that all students are involved (includimgll group activities).

7. What relevant experience do you have?
Are you ready to "hit the ground running"? Have yinected student research? Have you lectured? Have
you designed a course?

Other Steps You Can Take

1. Highlight your teaching experience—informal asell as formal.
You probably have more teaching experience thartlymk you have. In addition to serving as a teaghi
fellow, you may have lectured or directed undergead research projects or evaluated and commented
upon writing. Even at Columbia, you have workedwitghly diverse students. You have taught majors
and non-majors, freshman and more advanced students

As a teaching fellow, you’'ve done many of the tlsitigat many institutions are looking for: You'velle
discussions, devised and graded a variety of wriissignments, organized small-group work, fatdida
student presentations, and provided feedback tiesta.

2. Don't hesitate to mention the innovative pedagmal techniques you have used.
How have you used CourseWorks or Internet reso@rdese you used audio-visual resources?

3. Request a classroom observation.
In addition to receiving practical advice about hmwnake your classes more stimulating, you wibal
have someone who can write firsthand about yowhieg, including your pedagogical approach, your
teaching strategies, and your rapport with students

Sample Teaching Statements:

Biology:
| believe as a biologist and a teacher it is mpeoesibility to challenge and support my studemtgursuit
of three
learning goals: (1) confront misconceptions abeutial biological ideas; (2) learn basic biological
concepts; (3) cultivate an interest in scienceamdnderstanding of how we do science. For the nibajo
of my non-science major students, the semestet gpeny classroom will be their first and last expeace
doing science. Yet, these students will have toerddcisions about biological issues. | want my eitisl
to leave my classroom with basic biological skilat enable them to engage these ideas, making well
considered choices. How do | do this? | start witomplex, yet relevant, idea such as whethert®res
could be used as carbon sinks to counter glohakté change. | gather students’ initial ideas alduyt
plants need carbon and where they acquire thaboatithen challenge them to discuss the questions
pairs and explain their answers to one anotheeodrsd poll of answers demonstrates how studerassid
have changed, and allows me to correct misconaeptaad assess their understanding of basic bi@bgic
concepts. The crucial final stage in this discus$ahat of developing experiments to test thaais. This
is the crux of how science is done. Traditionalhgre has been a major discrepancy between hovowe d
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science and how we teach science. In most biolalgglasses, students carry out lab activities by
following step by step directions printed in thb lmanual.

Students do not experience the joy of discovergesagvery step of the experiment, including expected
results, is explicitly stated, requiring little etese thought. In my lab classroom, we use an ingoased
lab curriculum, centering on the principle thatd&nts should actually do science themselves. Doing
science entails defining a biological problem oesfion, addressing the problem through experimientat
and interpreting the findings. An inquiry-basedrmudum offers many opportunities for active leag)j
creating an atmosphere in which students mustregonsibility for their learning. During one three
week-long segment, my students test the effectasepéfrequently prescribed antibiotics and to kathke
issue of evolution of bacterial resistance to aatits. Students are immediately immersed in glleass of
science; working in small groups, through intensligeussion, they collaboratively design and cohduc
experiments, deciding which antibiotics to test hod to best determine whether an antibiotic iscffe.
After carrying out their experiments, students gvatticles in the style of popular magazines incltihey
interpret their experimental results and trandla¢se ideas into everyday language. As a result of
conducting these experiments, students rethinkah@mon misconception that it is not necessary to
complete a course of prescribed antibiotics.

I have two benchmarks for determining that my ofiyes for students learning are met: that studargs
able to convey biological concepts in everyday lege; and that students are able to use basic kdge/l
and skills as building blocks to tackle more comypeoblems. Often this requires that | use moresual
means of evaluation to determine whether theseaile@objectives are met. For example, after a seie
labs in which students use molecular biology teghes to investigate genetic diseases, student®lese
play, pretending to be genetic counselors. My sitglkeave the lab classroom with the ability tacdis
and develop ideas to address problems in collabaoratith their peers, which is the underlying sture of
the process of scientific inquiry. More importantiiyough this may be the final biology course whia
students experience, developing the ability toatmitate and persevering to see projects to coraplatie
skills which are transferable to many aspects oktagents’ lives.

Foreign Languages:
There are a wide variety of approaches to foredgigliage instruction. These include the Total Physic
Response method in which students engage in aesivtiat include singing and acting in plays ay the
learn Spanish language skills; the CommunicativprAach stressing communicative competence; the
Grammar-Translation Method, which emphasizes taiosi of passages and memorization of grammatical
rules; and the Audio-Lingual Method emphasizingetéjon. My teaching draws up a variety of
approaches....

History:
As a teacher of history, | have three major leaymoals: To instill the ability to think historidgl- to
appreciate the importance of change over timejrmgency, and the importance of context; to givelstis
opportunities to do history - to undertake reseanaigh evidence, and interpret primary sourced;tan
provide students with chances to tell history wtite research papers and make classroom preserdati
that address important historical questions, advanclear argument, speak to alternate viewpcamnis,
present compelling conclusions.

The majority of my students enter my classes kngwittle about my subject. For many of these stislen
mine is the only course in history that they walké. Therefore, | feel a special responsibilitygasuring
that the students not only emerge from my classétsarcommand of historical content, but with an
understanding of the way that historians approachealdress fundamental problems.

My teaching philosophy can be summed up in ternfewfbasic commitments. | believe students learn
history best when they:

» Work with primary sources, the extent tracethefpast.

» Discover that history is not simply a litanyrdmes and dates but of questions and problems.

» Write frequently and learn how to communicateaisl and arguments clearly and convincingly.
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» Have an instructor who is passionate and knogdetlle about history and who can illustrate abistrac
themes with stories and anecdotes that bring lyistolife.

Among the challenges that | have faced as an ittstruseveral stand out: engaging non-majors who ar
taking history because it is required; challengihglents who have a deep background in a topiewioi
neglecting those students who are novices; andipeirsg students who are reticent or disengaged to
actively participate in discussions. There is noghjjuite as unsettling as a prolonged silence dwin
discussion or witnessing a vapid expression ondestt's face. My answer to these challenges hadvied
active inquiry, problem solving, and small groupiaties.

To teach the importance of perspective, | juxtamus#licting accounts of landmark events. Throulgise
examination of these texts, my students come terstahd how different backgrounds and agendas
generate contrasting viewpoints.

I make frequent use of maps in my classes. Mapsmigthelp students understand geography but allow
them to see that maps are not necessary the olgieldpictions of reality that students sometimes
mistakenly assume, and can serve ideological aliticabpurposes.

My research informs my teaching and my teachinghedised enlighten my research. My research which
cuts across the boundaries separating culturdgrdatic, political, and social history, addressessies that
| have discovered are deeply meaningful to divetadents: migration, borders, collective identities
nationalism, imperialism, and colonial resistansebjects that | address in my classes.

Psychology:
As an instructor of an introductory psychology amirthe majority of my students are non-psychology
major freshmen. Furthermore, for most of theseesitg] this may be their first and perhaps the only
psychology course they will take in college. Witlatin mind, | have three main objectives for their
learning experiences: 1) to facilitate the apptemmefor the science of psychology, 2) to provide
fundamental knowledge and tools applicable to sttel@edagogical career, and 3) to enhance self-
awareness and understanding of the world around #rel the people in it....

| believe that students do not come to class aklskates and often bring with them preconceiveiibne
about the field of psychology. These preconceivatibns may consist of false assumptions,
generalizations, and ideologies that manifest &nlack of appreciation and understanding for thernse
of psychology. As a teacher, a psychologist imtreg, and a researcher, it is important for me to
acknowledge that but to also provide students wittell-informed view of psychology. However, befbre
can challenge them to think differently, | mussfihelp my students see the relevance of psychubgi
concepts in their lives. | bring psychology to Iifg providing examples students can grasp basechah
they know of the world. | take big theories dowrptessible answers to every-day life questions, {ivay
have you chosen the friends you have? why do wioworto societal norms?) to make the connection
between the textbook and real life issues. Dematistrs and activities are used to help students, ‘feel,
and touch” what psychology is all about.

Because they are not blank slates, | invite stugdentitilize their life experiences when learnihg tourse
material. | involve students in activities, ask éxamples from their lives, and allow time for eetion and
reactions to the material. For example, to illust@oncepts of gender differences, gender rolas, an
societal influences, | engage my students in the ‘then really from Mars and women from Venus?”
dialogue.... | bring in knowledge from research toteatualize the discussion and demonstrate how
psychologists scientifically explore answers tohsquestions....

Political Science:

Example 1: Laura M. Luehrmann , Political Sciencdhe Ohio State University
I am a firm believer in active learning, and | toymaintain a very lively and interactive classrodm me,
teaching is not about lecturing to students; &bsut presenting theories, concepts, and empmegérial
to students in a way that they can integrate tifrimation into their own life experience. | try to
accomplish this not only in my presentations amtliees, but in the questions that structure clagaro
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discussion and, particularly, in writing assignnsertor example, the culmination of my Political
Ideologies class is a paper in which each studeist sketch his or her own political ideology, adlae
how this approach compares to two major contempadaologies of our world. | have similar writing
assignments in my other courses as well.

In each of my classes, | emphasize critical thigkand real-world applications of the concepts asdés
we study. | try to engage students who sometimemfaee the humanity of political and social ations
in other countries, or, more commonly, who overlttod interconnectedness of world events with dar li
in the United States. For example, to teach ahgat politics in China, | have constructed a rolayp
exercise in which the students assume the idesttityral agricultural workers, peasant entrepreseand
party cadres, in an attempt to portray the compegniorities and challenges of implementing pobdie
rapidly changing circumstances. | also begin eahad my classes with a discussion of current event
which are related to our subject matter. | havenfbthis exercise most useful in the Political |dgpés
classes, when students sometimes view politicalotyl' as completely divorced from contemporary
political "reality"”.

Finally, I do not see a rigid dividing line betweessearch and teaching. Good teachers need tathe at
cutting edge of recent scholarship, in order t@lstlidents see the dynamism of our work. Sociehsei is
not a collection of facts, but rather, an areaegkarch that is still alive with puzzles, contréidits, and
new areas of inquiry. | try to "demystify" reseafoh students, by encouraging them to discover the
excitement that can be found in researching thigigedlworld. | welcome the opportunity to supervis
independent projects, and | have encouraged studenty own classes to submit their writing to
appropriate journals for review.

Example 2: Monica Schneider, University of Minnesot
A liberal arts education should produce students are strong critical thinkers and capable problem-
solvers. Students should graduate with the skdtsessary to be productive and engaged citizetanItp
use faculty roles of teaching, research, and setaicupport student attainment of these goals.

In every course that | teach, each class readssig@ament, and lecture facilitates students’ agreant of
both broad and specific demonstrable critical timglgoals. My first goal is for students to become
engaged and critical citizens. Through the usdstbhical and factual knowledge of American postic
participants in my class will critically evaluateetpolitics of today. My second goal is for studeiot
compare and contrast different theories to expdailitical and social behavior. My third goal istiave
students ask interesting and important theoretjuaktions and consider the normative implicatidns o
those questions. In addition, | want students t@hhe experience of using a variety of differertinods
to improve their capability of answering their owatlid social science questions.

| have already developed and used assignmenthitevacthese goals. In particular, in my course
Quantitative

Analysis, each student asked an interesting seciahtific question of importance to that stud€me of

my students, “Mark,” was interested in prejudicaiagt specific minority groups and ultimately how
prejudice might affect support for policies suchtees“Marriage Amendment.” Mark hypothesized that
Minnesotans, particularly males, would be moreuygtieied against male cross-dressers compared torgay
straight men. Armed with information from my leatarand assigned readings, Mark compared and
contrasted various methods to test his hypothdéak designed an experiment and subsequently select
and defended the sampling design and measurenmertefindependent and dependent variables. Thus,
by doing their own research with my guidance, Mamkl the students in the course had the experidnce o
creating their own theories, testing them throdghuse of quantitative methods, and developing tivein
conclusions about the validity of these theories.

| evaluated my students’ success as budding sedihtists using short written assignments, a rekea
paper, in-class group and individual activitieggentations, and a short examination. Using mybiaeld
on their work, students were able to improve thgirking and final project. In the assessmenhif t
assignment, conducted by gathering student comnaetéeedback in a survey format, | conclude that
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students felt more confident in their abilitiessasial scientists, critical thinkers, and usergwdintitative
techniques as one way to answer social scienceiopes

A second sample activity is one | plan on usingririnterdisciplinary psychology and political s@en
course on social and political identity. Studenil$ soampare and contrast individual- and societalel
explanations and solutions for prejudice and racison example, psychologists (e.g., Dovidio, Gaartn
and Esses) posit a “contact hypothesis” as a wayeocome racism while political science work (g.g.
Oliver) examines a similar hypothesis on a macweileStudents will extend their understanding @St
theories by applying them to experiences in thein tives or to current societal examples as webas
analyzing films such as Spike Lee’s Do the Righingh

Students will sharpen their theoretical skills lopsidering both psychological and political expléores
for particular behaviors and behavioral outcomdse ability to think beyond one discipline is comesig
with the broad goals of a liberal arts educatiod aiil prepare students for Capstone Projects oidse
Theses.

A final sample course component that would achraydeaching goals would be to have students evaluat
the relevant theory explaining participation ineartcracy. Students will write an opinion piece ddirg
their views on mandatory voter laws, comparingWh®. to other countries. Next, assigned readindls wi
posit theories of the causes of individual variaiio participation and my lectures will clarify iragant
concepts in these readings, particularly how sehalefine participation, theorize on the causes of
participation, and test their theories.

To engage actively in political science theory analtice, students in my course will design, imptem
and justify their own plans for increasing votemtut. Through practical implementation, students w
deepen their understanding of the theory. Studeifitbe assessed on their ability to evaluate caity
democratic theory and political science researchaactive scholar who is involved in many différe
projects, | seek to engage students as assistamg 0wn research. As an undergraduate, | learbedta
social science by helping a psychology professtin tver research. By assisting her with theory
development, literature reviews, experimental desagnd analysis, | became a better researcher. As |
pursue my research agenda addressing represenatiiosolid theory and methods, | plan to invite
undergraduates to participate in all aspects ofékearch process — from conception to completion -
including asking sound questions grounded in theoxy extant literature, research methods and design
analysis, and writing.

Over the course of my graduate career, | haveelgtsought to broaden my repertoire of teaching
techniques. | have given numerous guest lectutasmg my research to undergraduate students.d hav
also attended and organized a number of politiciahse-specific teaching seminars on using elestiord
technology in the classroom, teaching with writidggcussion, film, service learning, and commenting
student writing. Most importantly, | have completatelective two semester sequence entitled Prepari
Future Faculty. In these courses, | evaluated igtyaof different teaching techniques and wrote an
interdisciplinary syllabus. | lectured for an indrectory American Politics course under the supé@rmisf
Joseph Peschek, a senior faculty member at Hatdhneersity, an undergraduate-focused institution
located in St. Paul, Minnesota.

Example 3: Christopher N. Lawrence, Tulane Univetgi
My Approach to Teaching: My primary objective aadieer of political science is to enable my studemts
think logically and clearly about political quesi In many ways, this objective overlaps with ohéhe
key questions embodied in my research program—lestgpn of whether, and to what extent, the public
equipped to comprehend and apply new politicalrinfition in their decision-making processes. | think
is more important for students to emerge from amductory course with a clear understanding of how
politics works than a battery of factual knowledgmich of which may not be applicable when they
encounter future political science courses or alied on to think about political questions latetife.
That is not to say that factual knowledge is uningod; some degree of information is needed for any
political reasoning. However, knowledge is easieadquire when it is needed than the ability to enak
reasoned judgments.
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Coupled with this objective, particularly in morgvanced courses, is my interest in encouragingesiisd
to better understand the study of politics canfg@@ached using scientific processes. Studentsfare
under the impression that “science” is somethirag tine can only do with a Bunsen burner and adal, ¢
but scientific approaches can also lead to wortledmowledge in social inquiry. Whether students ar
applying quantitative or qualitative methods, thiestific method—developing a strong theory, teltab
hypotheses, and an appropriate research and das#@esestrategy—should be applied rigorously. Whil
not all political questions lend themselves to siifie inquiry, when students are called on to dsaarch
on empirical questions they should be equippegpdyathe appropriate research method for their tioes
with rigor. This approach is at the core of my téag of political science research methods for
undergraduates.

The key approach | use in my teaching to accompliehe objectives is to engage students in thera. On
way | find to be effective is to sell the materath an enthusiastic approach. The courses | hawght in
the past have generally been required coursegledives, which often leads students to be lesiezk
about the material than they might otherwise hig;dttitude is particularly common among studenthe
research methods course.

Engaging students with real-world examples, an danoe of enthusiasm, and a healthy dose of humor
seems to help most students over their initial lafcikterest in the material. Particularly in thettmods
course, I've found that the use of texts that calkermaterial in an accessible way is effectivdisarming
students.

| also have carried forward my experience at Miis&ollege, a small liberal arts institution foalies
undergraduate teaching, to my subsequent posiiblasge research universities. | firmly believeam
“open door” policy, whereby students are free topdn regardless of whether or not they arrive ryri
posted office hours, and in being accessible tdestts in and outside the classroom. From this éxpes |
have also decided that it is important to me tolida a context where colleagues and the admitistra
also place a high value on faculty teaching medainggorous courses, even if this leaves lesetfor
faculty to conduct research.

Perhaps most important, though, in the methodsseasrensuring that students recognize the commecti
between the statistical methods | am teaching hedubstantive problems they are trying to undedsta
through their own research and readings in otherses. Students who may be initially reluctantdo “
math” often find it much more rewarding when theyne to understand that it allows them to analyee th
real world in a more rigorous fashion. In upperiglon courses, | tend to emphasize the continued
development of critical thinking and writing skills all of my upper-division courses, the bulkstddent
assessment is based on out-of-class essay assignfremearch papers of varying lengths and takeehom
essay exams), coupled with assigned readings feathdoks, scholarly books, and research articlass th
cover the major themes of the course in significkmth. | mostly devote class time to occasioralies
on the more difficult concepts raised in the regdijrwith the bulk of time spent on seminar disaussif
the broader conclusions of the readings and cormmscbetween the theoretical and practical realins o
politics.

| have also begun to integrate instructional te&bmoin my courses. At Duke and SLU, | made use of
university computer labs to include hands-on datdy&is instruction and exercises in my methodssmu

| also had students in my American Political Systemarse at Duke produce on-line state politicsials,
which have the dual purpose of keeping studentagedin real world events beyond the classroomaand
exercise in improving their writing and criticainking skills. In my American Government courses at
SLU, | used the university’'s WebCT system to adsigri online quizzes on the readings that studeats a
expected to complete prior to coming to class, tiias helped encourage students to read the course
materials. Generally, students have been receftitteese approaches, and | hope to make furthesfuse
them in the future.

Overall, | find teaching political science to beeay rewarding experience; | often learn thingsrfnmy
students that enhance my understanding of pobtitke world at large that | might not otherwise
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encounter. The central reward of teaching to mesgver, is that it is an opportunity for me to batmor
and pass forward to others the contributions thatge number of teachers and professors have raade,
continue to make, to my life. My hope is that | caake similar contributions to my students’ livesla
thus encourage them in the pursuit of lifelong hézy.

Finally, I should mention that | am open to a vigrigf approaches and perspectives when teachingesu
despite my orientation towards quantitative appineadn my research. While some of the upper diwisio
courses | teach do require students to apply oiaéing methods—for example, it would be difficudt t
understand or conduct meaningful research intoipoiplinion or voting behavior without the use of
statistical methods—many of them do not. In paléicuhe course in Southern politics | developebakte
and am currently teaching at Tulane, based onezteid study course | taught at Millsaps, relieviean
gualitative research and historical narrative.

| strongly support the notion that, while quantitatmethods have an important place in the study of
politics, there are other, equally-valid approadt@s may be more appropriate for certain problemsay
be able to explore questions that quantitative ougtare unable to answer. Perhaps equally important
enjoy teaching a wide variety of courses withinfibls of American political institutions and ptidial
behavior and look forward to developing and teagtmew courses in the future.

Strengths and Weaknesses in the Classroom and A@witgagues: The most basic challenge | face as a
classroom teacher is that | am by nature a veryshgon—the experience of lecturing in front ofraugp

of people, or even interacting with individualstthdon’t know very well, is quite uncomfortablerfome.
While | have worked very hard to overcome this atyil have occasionally been told by observers who
are unfamiliar with my teaching that my shyness iaatated mannerisms sometimes leave an initial
impression of disinterest or aloofness. | think thg classroom evaluations show that over the eoafs
given semester students warm up to me, and my fochagrs would say that | was a good colleague in
their department.

In general, my evaluations as an instructor haen lpositive, particularly in the methods coursedshts
have uniformly noted my enthusiasm for and commafrtie material. However, in lecture courses | have
occasionally received criticism for sometimes baiif§icult to hear or understand, and in the fssmester

| taught (Fall 2000) some students believed | rdgheough the material. | have worked diligently to
address these deficiencies, and both my studehtaians and informal feedback from students and
fellow faculty have improved markedly as a result.

Example 4: Kessel, Alisa, Wake Forest University
| maintain a strong commitment to teaching, in pa&tause | love to teach and in part becausedumli
that political science education can help studgrdsy into informed and active citizens. | employ a
democratic pedagogy that aims to prepare citizenarf active democratic life and to educate theauab
the most important issues of our time. As a prafies$ political theory, my goal is to allow both
contemporary and ancient texts of political theorgpeak to political problems in the world todais is
as important to me in the courses | teach adritimsy scholarly work. And just as my scholarshipuees
on agency and membership in democratic politiespganstructional work aims to nurture students’ow
senses of political agency. As a professor of jgalitscience, | have two overarching goals.

First, | aim to complicate, rather than simplifglifical discourses. In an environment of political
pundits—from “the right” and “the left"—who want tbemonize, insult, or otherwise discredit the
arguments of the “other side,” | think it is espadlgi important to challenge this kind of politicdiscourse
by offering arguments from all perspectives thattaoughtful and generous to other citizens.

Perhaps as an inevitable result of the two-parsyesy in the U.S, students here are often inclinedew
only two sides to any political question. This ogénplification distorts the difficult choices impit in
democratic political action. My goal in construgtia syllabus, giving a lecture, or facilitatingiaalission,
is to expand students’ understanding of an issddl@myriad interests, ideas, and insights thdedre it.
My second goal is to nurture students’ criticaliéibs to evaluate source material. Given the mosehof
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increased “democratization” of information on tiiernet (about which | am be deeply ambivalenty, th
goal is deeply intertwined with the first goal.

| have come to realize that students have a weéltiformation at their fingertips, but many of thalo
not yet have the capacity to evaluate what thay. firam currently re-fashioning of my courses st th
can devote significant time and energy to teachiggstudents how to identify reliable sources, asses
author qualifications, and undertake well-roundeskarch on a topic.

Teaching and learning: Socrates showed us thatiteais sometimes provocation. When students are
bored, tired, or otherwise uninterested, it isaithe teacher to stoke the fire. Teaching is itstddficult
under these circumstances, when the teacher minsatEnan uninspired class. But many times, students
provoke and interest one another; in those instribe teacher is well-served to sit back andtietents
teach one another. Although it is not the taskefitistructor to entertain, sometimes being eriténg is
the best way to challenge, inform, and facilit#&ted while | believe that students ought to feekase of
responsibility for their own learning, | also kndlat my enthusiasm can fuel theirs. Moreover, beedle
classroom is an ever-changing space with new stadipics, and challenges, a good teacher must be
flexible. | strive to be responsive to the changitfegssroom dynamic and to students’ particulamieay
needs. | know that | will never teach the samesctagce, and | will always expect that what works e
one semester may not work the next. This dynamssat dnce exciting and intimidating.

“Learning” is often measured by the amount of infation a student has absorbed. | think this iseay e
but uninspired vision of learning. Learning, inexciting sense, really happens when factual knogddd
accompanied by the ability to apply knowledge yiotsesize, to make predictions and judgments, and
ultimately, to make defensible normative claims.dbothis, | may occasionally and intentionally ¢eea
learning environment that is uncomfortable for stutd because it is so unfamiliar to them. | thm t
students often learn best and most in moments Wiegnare pushed to think beyond what they know (or
think they know). This is especially true when heag about politics, in which the goal is to allstudents
to develop principled stands of their own. | algtidve that in teaching, as in life, one cannovffto fear
failure. Instead, | strive to remain open to leagirom my successes and failures in the classiaairito
learning something important about myself, abolitips, or about the world every time | step into a
classroom.

Beyond the development of political positions, suid can also practice democratic skills so they tan
learn to take responsibility for decisions they makd for decisions made on their behalf. In mydnin
political science education is not simply educatiwout politics, but education to do politics. Stnts
must learn, for example, to take the political poes of others (whether those “others” are ancient
philosophers or college sophomores) seriously: iddead discussions so that students can experien
what it means to respect and be respected in Ip@liyical deliberation. | hold myself accountaldethese
same standards of respectfulness in the classiiRespecting the opinions of my students, and often
critically challenging them, is an important wayttelp them nurture a sense of their own power and
importance.

Courses: In undergraduate education, | enjoy deusdocourses that are thematic. For example, myseou
called “Multiculturalism and Political Theory” exmrled a broad range of perspectives on the challehge
multiculturalism to a political community. | alsertd to be interested in topics relating to mardgneal
voices (because of racial or ethnic identity, aadtwr religious commitments, class, or gender). In
particular, | am prepared to teach undergraduateses on democratic political theory, multicultisad

and race, the ancient Greeks, and American pdliticaught. | will develop and teach the introdugtor
political theory course at Wake Forest in the gprinwould also enjoy teaching a course about iksmf
citizenship and the challenges of migration or searon essentially contested concepts in politiesiry
(such as liberty or authority).

In graduate education, | adopt a different approkthgoal, in this instance, is to provide futuchelars
with a solid and nuanced understanding of the ismges that motivate various strands of politibabty. |
could ably teach democratic political theory, lilgvolitical theory, or a seminar on early modend a
modern political theory.
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In conclusion, learning and teaching are esseatidlinvigorating aspects of my intellectual lifénel
college atmosphere allows me to continue to grassgnally and intellectually, because | am chakehg
by colleagues, students, and other members ofaitmenuinity who present and defend their ideas in the
college setting. This vitality—a deliberative andyocative vitality—is what drew me to a careernas
professor, and it is what will continue to challenge, both as an instructor and a scholar, inthed.

Statistics:
Statistics, as a discipline, is concerned withgfanming “data” into “information.” Thus, a stafisal
education that explains both how to learn from datd how to make inferences from data has an irapbrt
place in a well-rounded education. My objectivea asatistics educator are: (1) to teach studdmista
statistical tools and how to use them correctlyt¢2expose students to the complete cycle ofssizei
analysis, and (3) to teach students how to comratmigtatistical results and ideas clearly to aetiof
audiences. These objectives apply to all the ceursEach, with varying degrees of emphasis depegnain
the level of the course.

My teaching philosophy can be summarized by thieviohg beliefs:
= Students learn statistical theory best when teeyr®w this material can be applied in real lifaations.

= Students must be able to see past the computbtinrdgery to the underlying principles. Both caad
written skills in presenting results are important.

= Students need to see instructors who are passiabatit their field.

= Instructors improve their teaching from regulaedback from the students and other instructors.
Experimentation and Quality Improvement should legaular tool of an instructors life. These beliefs
have several implications for the way in whichddk courses and interact with students:

= Real Life Examples: Many of the assignments incoyrses involve an actual experiment or are related
to current events. For example, when anecdotal @mp were raised about the prices of textbookbet
SFU Bookstore, | encourage students in a courde #n actual investigation. This subsequently tezal
publication of their experiences.

= Using computer packages: Students in introduatoservice courses in statistics should use a ctenpu
package (e.g. JMP) to analyze realistic problerhs frees the students from worrying about the
computational drudgery often associated with Stesignd allows them to concentrate on the concepts

= Oral and written skills: My assignments alwaysliidle written questions where students must explain
their results. Upper level students must complete tpapers - unusual in the mathematical scierses a

much of the material in these programs is extrertegiinical. Graduate students are strongly encedrag
to make oral presentations about their work.

3 Talking About Teaching in Your Job Interview

Talking about Teaching in Your Job Interview

At a job interview, you will be expected to demaagt your enthusiasm for, commitment to, and kndgseof
teaching. You need to show their passion for tiegcty ou also need to explain why teaching is intg@iat, not just
interesting. And remember: teaching is not justqrerance but design.

1. Demonstrate that you will be an inspiring andropelling teacher.
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Make it clear that you are passionate about tegdmal that teaching stimulates some of your best
thinking.

2. Be prepared to explain why teaching matters.
Effective teaching requires an openness, a vuliligyaland a love of sharing that research does not

3. Note that teaching is more than knowledge tranisaion—it is transformative.
By helping your students develop their intellegtsy are helping them change their outlook and aggro
to life.

4. Don't be afraid to reflect on the values behiydur teaching
You may want them to know the values of collab@etiollegiality, openness to criticism, curiosiyd
playfulness; the ability to criticize without beingean-spirited; the strength of character to livearfully
with the possibility that the views you hate thestnoould be the ones that in the end are provéd; regnd
the humility to say what you don't know as weltlas self-assurance to assert what you do know.

5. Remember, teaching is more than performance.
While a riveting performance can cover up a mulétof design flaws, a conscientious teacher knatv th
an effective course must have clear and compedling:ture, content, and goals.

Search committee want you to explain what you tlymlir course would achieve for students, how you
would justify it to a university committee on insttion, how you would structure it, what would betj
and how you would teach it.

6. Be prepared to talk about the way teaching make®al contribution—in fact, an irreplaceable coribution—
to your own ongoing education.
Teaching is not just imparting or even sharing finfation and knowledge; teaching is also learningawv
will you learn when you teach is not limited toreiaag to how to teach. Teaching is also learningutb
what is taught. When you can find language to naaeplicated ideas accessible to students, younwill
only have taught, you will have learned.
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